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if You Can Read My Lips

{An Editorial in Verse}

by Tom Besson
Radical Clam Publishing Co.*

Author’s note: Ignorance and poverty are complex issues. However, teachers do have the power to deal with them effectively
inthe classroom. My reason for writing these lyrics is due to my anger and frustration with a system that gives itself credit
for “educating” advantaged middle-class students, while letting the culturally and economically disadvantaged slip through
the rather large cracks in its structure. Today, I see transients walking the streets of my city, young males anesthetizing
themselves to the pain of not being able to succeed with their limited skills, and teenage girls opting for pregnancy or
prostitution over continuing a course in institutionalized futility. My hope is that these words providea basis for discussion
and change in America’s schools. To those of you whoalready use effective instruction in your classrooms, my continued en-
couragement. To those of you who aren’ t adequately meeting your responsibility of teaching all children the way they deserve

to be taught, a plea fo change before it's too late.

When [ was young my mama was so proud of me
Ilearned to talk at one and sing some songs at three
She knew I'd have a life that she had never had
And grow up to be a man who wasn'’t like my poor
old dad : '

What I looked at with my small blue eyes was
always good
The things that [ was asked to do I knew 1 could
- My mind was always active ‘till I went to school
That’s the place that taught me how to act just like
a fool

So, if you can read my lips, thank a teacher

They helped to make me what I am today

I'm the hopeless, I'm the homeless, I'm the kid
 without a chance

Ihope you teachers listen because I've got a lot to say

'My first grade teacher spent more time with kids
who got things right
In second, I got noticed only if I'd start a fight
By the time I got to fourth grade they all thought
that [ was slow
But it only goes to show you that those teachers
just don't know

So, if you can read my lips, thank a teacher

They kept me down when everyone stood up

If they cared they’d teach me something new to
take home every day

Now all I get to take home is the few coins in my cup

By the time I got to high school 1 was way behind

Ilost my self esteem and then I lost my mind

I didn’t fail the system, I swear the system failed me

It pointed to the streets and said, “That's where
you ought to be” :

So, if you can read my lips, thank a teacher

Because they're theones who passed me out the door

When teachers say, “I taught him, but he didn’t
learmn”

I'tell them, “1f you really taught, I'd know a whole
lot more” i

If you teachers think you're helping all the kids get
smart

Teach them with your brains, as well as with your
heart :

Because each of us deserves to be all that we can be

It's the best thing you can teach us if you want us
to be free

So, if you can read my lips, thank a teacher

They helped to make me what I am today

I'm the hopeless, I'm the homeless, 1'm the kid
without a chance :

Thope you teachers listen because 1've got a lot to say

*Tom Besson is a former SRA staff associate who is presently teaching in the Middle East.
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- Dear Editor:

It finally happened. One of our own, thatis a BIG
D/ Big teacher, got recognized and won Delaware’s
Teacher of the Year. (See attached.) Of course, much
of the publicity was lost either because most people
did not recognize the Direct Instruction materials or
simply because they chose to focus on other stuff.

" Obviously, reporters fail to recognize the maximum
knowledge assumption and therefore fail to compen-
sate by invoking maximum contrast for their naive
readers. Atany rate, Ellie—a former studentof mine—
deserved the honor for she makes the programs shine.
Thought you’d like to know.

Now say the whole thing, George.

Yours,

George A. Smith, Ph.D.
State Supervisor/Instructional Systems
Dover, Delaware

Eleancr Schmidt Named Teacher of Year

The Fifth-Graders assigned to Room 213 in Colo-~
nial's McCullough Elementary School worked pro-
ductively throughout a recent blustery Monday. The
nine boys and four girls—all handicapped—lost no
time to misconduct, thanks largely to the concern,
insight, and skill of their teacher, Eleanor A. Schmidt,
Delaware Teacher of the Year for 1989.

Mrs. Schmidt, an attentive, self-possessed person,
wove many bright moments into the children’s day.
Two boys read parts from a play. The class watched
and talked about a 15-minute video that dramnatized
subjects with a strong appeal for them. The children
spent a delighted 45 minutes in McCullough's com-
puter room, running programs about prefixes and
suffixes on Apple Ile’s they loaded and got working
withina minute. Mrs. Schmidt got instructional mile-
age out of the $5000 state grant that comes with her
title—she asked the students to write an essay giving
their opinions about how best she could use the funds.
She discussed their suggestions and promised to take
them into account.

“ The children gave spirited choral answers in spell-
ing drills—a sample of the direct instruction method
that Mrs, Schmidt says works especially well with
handicapped pupils: the choral responses assure that
all students take part; help them attend to the task; and
use the time more efficiently than a teacher’s asking
each child singly.
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During the long day, discipline matters took up less

than 60 seconds. Once Mrs. Schmidt reminded a boy - S
that fifth-graders use their necks to keep their head " -

erect, not their hands. Just before the 1 p.m. lunch

period, two girls whispered to one another. Mrs.. -

Schmidt stopped that with a look and one word:
“Girls?”
Mrs. Schmidt assigns parentsa majorrolein helping

their children succeed. AsaGrade5routine, eachchild

keeps a notebook for homework assignments,-and "+
parents must initial it nightly. . For nearly all Mrs. = -
Schmidt's students, the parents come in for a confer- .
ence during the first weeks of school; those who don toL

show up she visits at home.

Closecontact with parentsis v1tal in teachmg hanch- . f'_ R
capped students, Mrs. Schmidt believes. “Many par- .

ents are well informed about special programs,” she
said, “But there’salways the chance of misunderstand-
ing. Once we had a student who had been classified as
educable mentally handicapped. . When I told the
mother that meant he was retarded, she cried; " her
husband had been beating the child because he never

got marks better than ‘D’s.” They never understood -

that was all he was capable of.” .

The childrenin this year's class all look heal thy and
well-cared for, but Mrs. Schmidt knows that theirsis a
difficult world. “One student has attended ten schools
in five years. If you're open and warm with the
students, they'll let you know about the realities of
their homelife—they’ll talkabout the ime their brother
had a gun or their sister used drugs.”

Mrs. Schmidt said she is very careful in writing the
individual educational plans for their students, and
she sees no basis for complaints that children are
misassigned to special classes. “A few parents drag
their heels when we propose a special placement, but
most of them beg for help. Because of their disabilities,
these children can't keep up with the paceina regular
fifth-grade class. They would just tune out and with-
draw from the world. Parents realize their children
cannot succeed in a regular class and they are grateful
for the opportunity that special education provides.”

Mrs. Schmidt has a serious view of the mission of
today’s educator: “My message for Delawareteachers
is, ‘Take a positive approach every day, in every class-
room.” The schools are the only institution that will
have these children as a captive audience in their lives.
We have to touch the hearts and minds of these chil-
dren. Each of us must try our hardest to reach them, or
we will lose so many.”




by Doug and Linda Carnine

We recently completed a series of lectures in three
Italian cities: Rome, Alatria, and Ancona. This sum-
mer, the organizer, Professor Paulo Menzinni, Profes-
sor of Psychology at the University of Rome, will be at
the University of Oregon for six weeks to look into
applications of Direct Instruction in ltaly.

During our stay, we visited ltaly’s treatment center
for deaf, blind, and multiply handicapped individu-
als. We wereso impressed that we helped assemblean
article for American readers. Unfortunately, the ar-
ticle cannot capture the extremely positive atmos-
phere of the center, created by both the staff and the
clients. For example, the number of profoundly deaf
individuals producing near normal speech was as-
tounding. To see such a wonderful example of educa-
tion for the severely handicapped outside the United
States wasa very valuableexperience we want toshare
with members of ADl. We only wish an article could
capture the uplifting spirit of the “Legadel Filod'Oro”.

Background Information on the School*

The “Lega del Filo d'Oro” is a private association
legally recognized by the Italian State. The aims of the
Association are the assistance, rehabilitation, an,
whenever possible, the mainstreaming of deaf-blind
and multiply-handicapped individuals. Within this
context, research activity as well as teacher and parent
training also take place. The Institute involves medi-
cal, psychological, and reliabilitation intervention. Itis
the only one in ltaly to concentrate its activities on
deaf-blind and multiply-handicapped individuals.

At present, the Institute hosts 26 preschool and
school children (School Department), 18 adolescents
(Post-school Department), and 12 adults (Kalorama
Community).

Treatment of school children isaimed at the follow-
ing: :
® acquisition of cognitive skills
¢ acquisition of gross and fine motor skills
* learning of nonverbal communication systems

and language development
e elimination of behavioral problems such as self-

stimulation and self-injury

¢ development of adaptive-social skills {e.g., toi-

leting, grooming skills)

» social interaction skills

¢ observation and ongoing evaluation

The adolescents are provided with activities aimed
at generalizing abilities already acquired, and devel-
opingoccupational and home skills. Thoseareplanned
in view of the subjects being returned to their families
or integrated into sheltered workshops.

The adults live and work in three apartments lo-
cated in a residential area of the city of Osimo. The
objectives pursued with these individuals are:

» independent living skills

= work/occupational skills

* emotional development

¢ social integration

o further education (social and academic)

The work conducted with all children, adolescents,
and adults is supervised by a psycho-educational/
medical team.

Teachers receive a two-year course before starting
their work with the deaf-blind population. Their
preparationisregularly updated through shortcourses
and workshops. Moreover, national and international
contacts are used to continue in the exchange of expe-
riences and in the acquisition of new intervention and
research techniques. An international conference on
staff training will be held at the institute in 1990.

The research activity, coordinated by a Scientific
Committee, is performed in the medical, psycho-edu-
cation, and social/organizational areas. Such activity
is carried out in cooperation with national and interna-
tional Centers (e.g., University of Anocona and Salesi
Children’s Hospital, Italy; University of Nijmegan and
University of Leiden, Holland; State University of
New York, U.G.A.). Some of the researchissues to date
explored are:

» diagnostic methods for early detection of sen-

sory and behavioral disorders

¢ teaching techniques suitable for multiply im-

paired children

» nonverbal communication systerns

* strategies for integrating severely and multiply

impaired individuals in school, work, and com-
munity. '
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Carnines in

Qur Observations

Allinstruction at Lega del Filo d’Oro is designed to
develop positive independent living behavior. The
instructional staff is comprised of two groups. One
staff works for 8 am to 2 pm and a second staff works
from 2 pm to 8 pm. The daily schedule begins at 8:00,
at which time students rise, put on their own specific
robes for washing in individual staffs in the bathroom
area. Each student’s living space is organized for easy
access to personal towel and clothing items. For some
students, pictorial representation are posted for their
washing schedule, e.g., alternating days designated
for full bath or facial washing. Students learn to assist
with gradually increasing amounts of the meal prepa-
ration including table setting, and washing up. By
adulthood at least half of them are able to actually
prepare the meals for the others (numbering 6) in their
apartment unassisted and almost everyone worked in
a sheltered workshop.

Once breakfast and clean-up are completed, the
student’s begin their morning instructional periods
where one teacher works one-on-one with each child
{one teacher works with two adolescents at this time).
These activities include cognitive training, communi-
cation, and gross and fine motor training. But this
doesn’t convey the consistent, carefully designed cur-
riculum each child receives. Highly skilled teachers
utilize a variety of individualized techniques: (1) indi-
vidual signals to direct attention(orienting the child’s
head, having the child stand in abox todirect attention
to the task, slapping the table, stroking the child under
the chin; (2) prompt for correct behavior (e.g., using a
flashlight and a piece of biscuit on a block to cue the
child as to what block to touch in hand/eye coordina-
tion tasks); and (3) reinforcement for correct respond-
ing. A creative range and assortment of reinforcers are
used on various reinforcement schedules. For ex-
ample, Francessca is given flashes with two lightly
colored lights which stimulate her limited visual per-
ception. Favio is given teaspoons full of juice for tactile
matching of various fabric wrapped around batteries.
Julia is given facial strokes with a soft brush vibrator.
Alberto receives facial strokes with the instructor’s
hand. If the child is not deaf, the teacher and others
may clap or say “bravo” for correct responding.

When tasks are completed, this is communicated to
the child by movinga ring off of theringstand. Assoon
as possible, the child does this himself. When all the
rings are off, a new activity begins.

Activities are sequenced in a variety of ways. For
example, they may be pictorially featured around a
clock, or using a calendar. Blind students are taught
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it aly—continued

tactile association for finding their way around the
school. For example, very rough sandpaper is associ-
ated with the path to a particular classroom, while a
smooth fabric is associated with the exercise room. .

The first objective for students new to the school is
toilet training; the second is to teach communication
skills using both nonverbal and language develop-
ment. The staffinteracts with the studentsina positive
mannetr, yet requires increasing amounts of attention
from the child. Self stimulation and self injury are
reduced by fast pacing and reinforcing incompatible
behaviors. If the child begins tantrum behavior, a
short time out procedure is used when the teacher
withdraws attention/interaction.

By the time the children reach adolescence, they are
able to preform complex routines independently. We
observed Favio, who was deaf and blind, performing .
a series of fine motor activities, each one cued by a
small object on a card in one of seven connected boxes
with lids. Favio began the task with the first box; he
took out the symbol card, closed the lid to the box,
matched the card to an appropriate activity box of
manipulatives, and preformed the task (e.g., putting
marbles in a bottle), moved the completed box to the
back of the work table, returned to the next box with a
symbol card. Once the seven activities were com-
pleted Favio moved automatically toanother tableand
began a second set of activities. Here again, each
activity was cued by a tactile symbol card such as a
small plastic bottle glued to a card. Favio performed
complex kitchenroutinesin thissequence, e.g., putting
plates onto a rack, folding napkinsand inserting them
into napkin rings and placing themin the appropriate
spot on the placemat (cued with outlines), placing
bottles in a bottle rack, '

A number of fine motor tasks were taught to stu-
dents of all ages in preparation for the adult sheltered
workshop. At the sheltered workshop the handi-
capped adults wove rugs and baskets. Therefore you
saw young children learning the rudiments of basic
weaving.

Instructional sessions in communication are inter-
spersed with gross fine motor activities. The length of
the sessions is adapted to the child’s attention span.
For short breaks, the teacher and student take walks,
go for recess outside. The older students are given
books and pictures to look at.

At 12:30, preparation forlunch begins. Allactivities
are used as opportunities for teaching independent
living skills; thus, students participate as much as
possible in preparation. After lunch and a rest period,
less intensive afternoon sessionsbegin at 2:30 in which




" Carnines in Italy—continued -

there is one teacher working with every two children.
The same types of instructional activities as well as
more recreational/play activities are scheduled until
6:30, when preparation for dinner begins. At 8:00 the
students go to bed and a night shift takes over.

" Atthesheltered workshop, the handicapped adults

- livein twolarge apartments. One is comprised of very
" .- high functioning deaf-blind men who can independ-
.. ently take care of all their grooming needs and find the

- . way to work (2 blocks away), prepare their own meals
and even do some limited shopping. The apartment
- has six bedrooms, each one tastefully and uniquely
decorated and very clean. They take care of their own
. washing and cleaning needs. At frequently held
meetings they plan the execution of basic household
chores and other activities, such as replacing light
bulbs, planning for particular festivities, and so forth.
Although there are adult supervisors with this group
of men, they basically function independently.
' In an adjoining apartment lives a second group of
adults, four of the six who are very low functioning
with severe handicapping conditions. These people
require moreassistance fromstaff, for example, special
eating spaces with large bibs. Again, each one of their
rooms is individually decorated. Fighting depression

.is one of the biggest'chall enges, especially among the

two higher functioning adults, deaf blind women in

" their sixties. The staff involves them in games, knit-

ting, typing, and writing when possible, and encour-
ages their own self-directed communication.

_ The Institute has an excellent service for non-resi-
dental clients. Parents {who are from all areas of the
country)are periodically invited to stay at the Institute
along with their child and the special education teacher
from the child’s local school. The teacher learns inter-
ventions to use at the local school; parents learn inter-
ventions to use at horne. The stay lasts two to three
weeks. For this purpose, the Institute uses three apart-
ments. Parents are also offered follow-up courses
(twice a year) dealing with intervention and interac-
tion issues. )

As noted at the beginning, we were impressed by
the quality of the training we saw happening. ¢

For further information contact: Dr. Luigi Giacco
Patrizia Ceccaroni
Lega del Filo d'Oro
Via Montecerno, 1
60027 Osimo (AN) Italy

Jobs. .=

pursuing Florida certification.

EOE

Special Education Teacher

- Devereux Hospital and Children’s Center, serving autistic, mentally handi-
capped and emotionally disturbed children and adolescents (K-12) has several 12
month positions immediately available for special education teachers who have

- a background in direct instruction. BA or MA in Education, certified or working
toward certification in-relevant exoephonol education. Will be responsible for

_ Deveraux is located on the beautiful East Coast of Florida in which there are
- many recreational ond cuitural aftraction and the cost of living is modest.

Devereux offers an excellent starting salary and a comprehensive benefit
package. Interested individuals may call or write to:

Karra J. Kelley
Director of Human Resources
Devereux Hospital and Children's Center
8000 Devereux Drive
Melbourne, FL, 32940
(407) 242-2100
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California Textbook Adoption

Chgases

by Dr. Patrick Groff
Professor of Education

' San Diego State University*

Every six years in California a state Curriculum
Commission recommends to the California State
Board of Education the names of valuable basal read-
ing textbooks that the Commission judges are ac-
ceptable for use in this state’s elementary schools. The
Commission is required to follow a set of guidelines
developed for this purpose by yet another California
body, called the English-Language Arts Curriculum
Framework and Criteria Committee. It should be
noted, the California State Department of Education
masterminds this entire process, thus exerting influ-

_ enceon textbook selection. Itisevident that publishers

who wish to sell in California must traverse a tortuous,
uncertain, and enigmatic bureaucratic maze. In brief,
the state level basal reader selection proceeding in
California is a tricky jungleland.

All this complicated, costly, and time-consuming
maneuvering is totally unnecessary, of course. Over
half of the states now allow teachers in local school
districts to decide which basic readers in the market-

. place best fulfili the needs of pupils in their individual

schools. Thisis found tobe a satisfactory arrangement,
saving scarce school money for satisfying truly impor-
tant needs of children.

The state-level adoption of textbooks in California
is an unwieldy, unstable anachronism whose reason
for existence has long disappeared. When there were
many isolated, rural, and ill-managed school districts
whose teachers were often educated barely longer

- than their eldest pupils, there wassome decent motive

for having a centralized, state-level decision making
process; but this need no longer exists. California thus
maintains its balky, expensive, dragged-out, special
interest-ridden procedures purely on the basis of tra-
dition. There has been so much power and prestige
accurnulated in maintaining this superannuated proc-

*Reprinted from The Reading Informer, Jan,, 1989, Vol 16(1), pp. 1.8,
with permission of the editor. .
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yth Over Research

ess, however, that this practice, while demonstrably
clumsy, unfair to publishers, a contributor to ineffec-
tive teaching, and guilty of a number of other disena-
bling faults, apparently will continue to operate unless
it is repealed. :

There are even hints of financial entanglementsand
conflicts of interest. The latest of these, for example,

involves the Harcourt publisher which donated

$50,000 to help achieve passage of a pet piece of legis-
lation of the present California state superintendent of
public instruction. His critics charge that he hopes
passage of the bill will boost his future chances of
becomming governor of California. Not surprising,
therefore, is the fact that Harcourt got more of itsbooks
on the 1989 Curriculum Commission’s list of books
that may beused in Californiaclassrooms than did any
other publisher.

Six years ago I strenuously protested the selection of
basal readers for California schools by its State Board
of Education, in the Los Angeles Times and by letter to
appropriate state agencies. Six years ago reading pro-
grams that involved the intensive teaching of phonics
were systematically stripped by the board from the list
of basal readers that local teachers were permitted to
use. The 1989 list of these approved readers has
received the same treatment from the state’s Curricu-
lum Commission.

The 1989 list of textbooks recommended by the
Commission is even more worrisome because the 1989
listing is based on guidelines formulated by the Cali-
fornia English-Language Arts Framework and Crite-
ria Committee that are more out of keeping with
logical reason and experimental evidence than were
those in play six years ago.

The setof rules governing what basal readers can be
used in California publicschools from 1989 to 1995 was
developed by the English-Language Arts Framework
Committee, and is thus called the English-Language
Arts Framework (ELAF). The Curriculum Commis-
sion of California was directed by this state’s Board of
Education to adhere to the dictates of the ELAF when
weighing the merits of the basal readers submitted for
inclusion on the 1989 authorized list of such books.




California Textbook Adoption—continued —

This ELAF is the basic reason why certain basal
readers were given approval by the Curriculum Com-
mission while others were not. It can be detected very
soon into the ELAF why California primary grade
teachers are prohibited for the next six years from
‘using basal readers, like the Open Court series, which
emphasize the intensive, direct, early and systematic
teaching of phonics. (See footnote at end.)

The ELAF prescribes only basal readers using the
so-called “meaning centered approach” to be sold to
California public schools. Readers of Jeanne Chall’s
comprehensive and accurate analyses of the research
onreading Learning to Read: The Great Debate (1967 and

1983) will recall, however, that the experimental re-

search consistently indicates that the meaning-cen-
tered approach is inferior to the systematic, intensive
phonics approach for teaching reading skills. Con-
trolled comparisons of these two methods reveal that
the phonics method consistently develops greater
-reading achievement.

In the opening pages of the ELAF, one learns, none-
theless, that unless a basal reader program violates
whit the empirical evidence says about reading in-
struction it will not be approved foruse in the primary
grades in California classrooms. 1t is immediately
clear the the supposed “leading English-language arts
educators” appointed by the California State De-
partment of Education to write the ELAF were educa-
tional professionals who favor what the research has
indicated is a second-rate systemn for teaching young
people to read.

The views of the ELAF writers stand in sharp con-
trast, for example, with the conclusions of the experts
who wrote the commendable Becoming a Nation of
Readers. This book, which bascs its conclusions firmly
on the findings of research, sharply contradicts the
advice about reading instruction given in the ELAF.
For example, BNR correctly notes:that research indi-
cates “a high proportion of the words in the earliest
selections children read should conform to the phonics
they havealready been taught.” The fact that the Open
Court readers were in accordance with this authentic
research finding was the major reason given by the
California Curriculum Commission for prohibiting
California ‘primary grade teachers from using the
Open Court texts!

In my book, Preventing Reading Failure (National
Book Co., 1987), 1 describe in detail how it is that
reading educators who consistently and persistently
misinterpret and ignore the research evidence in their
field can be chosen as members of powerful tribunals,
such as the California English-Language Arts Frame-

work and Criteria Committee. It is not surprising,
therefore, to find that such a dlique managed in 1988 to
gain the power to impose on California teachers its
misguided notions of how children best learn to read.
Of course, the California Sate Department of Educa-
tion could have easily chosen reading educators to
write the ELAF who weredevoted to what theresearch
says about the teaching of reading, rather than those
who appear to be driven by an unsubstantiated ideol-
ogy about this matter. That the Department of Educa-
tion chose to do otherwise reveals the extent to which
devotion to the myths of reading instruction has pene-
trated even the highest levels of the educational hier-
archy in California.

To cover all the bases, the State Department of
Education included eleven of its own staff members
who “contributed” to the production of this docu-
ment. One can imagine who would win out in any
argument over what should go into this set of guide-
lines between, for example, the teacher-member from
Buckeye Elementary School and the Director of Cur-
riculum, Instruction, and Assessment Division, Cali-
fornia State Department of Education. One would
have to be highly naive to assume that these two
persons had equal input and influence on the delibera-
tions and decisions made in the writing of the ELAF. It
i5 not unreasonable, in fact, to presume that the ELAF
was by and large the creation of the California State
Department of Education, which disguised the extent
of its control over the contentand form of the piece by
carefully selecting acquiescent members of the educa-
tional community to act as mouthpieces for the De-
partment’s previously devised intentions of what
should be in the ELAF.

The ELAF determines that there shall be no official
place in California classrooms for basal readers that
are “skill-based,” thatis, designed to teach “independ-
ent skill,” that focus “ata time” on exclusively teaching
reading skills, and direct pupil practice on skills
through “worksheets” for this purpose. To the con-
trary, it is now a certified regulation in California the
only basal readers that have “simple” phonics pro-
grams will be warranted for use in its classrooms.
Moreover, the ELAF proclaims that any teacher train-
ing schemne that does not wholly agree with this ELAF
fiat will be duly charged as “ineffective.”

The ELAF preference is one based on the supposi-
tion that in learning to read “almost all the rules, the
cues, and all the feedback can be obtained only
through theact of readingitself.” If thisremark sounds
highly reminiscent of those made by Frank Smith, the
leader of the new anti-phonics movement, the reader
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California Textbook Adoption—Continued ——

is correct in this inference. This comment is only one
of several taken from Smith which the ELAF proudly
endorses. Smith is well remembered by advocates of
phonics teaching for hisastoundingly fallacious decla-
rations that one of the easy ways to make learning to
read difficult is to ensure that children learn phonics
and how o apply it.

“Themost effective teaching techniques,” the ELAF
goes on, “helps students get to sense quickly, often
leaving the more difficult task of learning individual
-words until after students have experienced the de-
light of understanding meaning in sentences.” In
short, this official guide to the kind of basic readers
California teachers are compelled to use to instruct the

_next generation of elementary school children stoutly

defends the preposterous notion that readers can gain

“the meaning expressed by a sentence. There is un-

doubtedly no better statement one can choose from the
ELAF to illustrate the outrageous extent to which this
document contradicts what the experimental research
says about the topic on which the ELAF poses as an
expert commentator.

As expected, therefore, the ELAF agrees that stu-
dents learning to read can easily handle those dis-
agreeable individual words in sentences that they
‘cannot recognize by simply guessing them from con-

- text. In thisrespect, the ELAF conveniently ignores the

growing body of empirical evidence that suggests
teaching context cues does not aid in the development
of mature reading skills. Able readers, itturnsout, do
not need to use context cues since they decode words
quickly and accurately. So, directing beginning read-
ers to guess at words from context retains them at a
primitive, crude level of word recognition, while de-
laying their advancement toward mature, automatic
word recognition ability. With automatic word recog-
nition ability the capable reader is able to devote hisor
her full mental energies toward determining what an
author intended a sentence to mean. Guessing at
words, on the other hand, diverts this mental power
into a relatively unproductive activity.

Knowing itsbasicorientations, itisnot surprising to
find that the ELAF also repeats the discredited hy-
pothesis that teachers must be prepared to teach read-
ing to “visual” as versus “auditory” as versus “kines-

thic” learners. Acceptable basal readers must offer “a-

balance and variety of materials” that cater to these
different learning styles, the ELAF maintains. Aswith
context cue instruction, this guideline on learning
styles will set teachers off into a highly time-consum-
ing, impossible-to-manage system of teaching for
which there is no convincing evidence there is a need.

8 Direct INSTRUCTRON NEWS, SPRING 1989

Worse yet, it will require basal readers to move even
further away from what research tells them they
should do. L ‘ o
A notable example of the California Curriculum
Commission’s use of the ELAF to unfairly reject a
superior basal reader system that represents an intel-

Jigent combination of literature-based, phonics-in-

tensive instruction, was the Commission’s rejection of
the Open Court basal readers for grades one through
three. The Commission objected to the fact that the
beginning levels of the Open Court readers are de-
vised to illustrate phonics information and that chil-
dren are trained to decode words via the use of phon-
ics, rather than context cues. The fact that these phon-
ics skills are presented to children in a hierarchical,
ordered manner was also objected to. These readers’
practice of testing children to determine if phonics
skills taught were actually learned was condemned by
the Commission. Also on the list of supposed educa-~
tional sins in the Open Court program was having
teachers determine whatshould be taught, rather than
illiterate pupils deciding this. That teachers are of-
fered specific procedures to follow in this program
was the last straw for the Commission. _

In sum, the Commission found the Open Court
readers in great error for assuming that the direct
teaching of phonics and high-quality literature com- -
patible. Ifa basalreader fully prepares a child to recog-
nize words, the Commission concluded, it cannot
possibly offer him or her good writings to read. The
ELAF statement that instruction in phonics “should
help students,” thus was taken by the Commission as
lip service and not something to be seriously heeded
since the ELAF does in fact continually object to teach-
ing phonics in a direct and systematic fashion.

With the exception of Open Court, the publishers of
almost all the other basal readers, especially the best-
selling ones, doubtless will be pleased by the stan-
dards set in the ELAF, which the Commission fol-
lowed. In my analysis of how well the previous
editions of the best-selling readers (1983) prepared
first and second grade children to decode words, 1
found children who were taught with these readers
were able to decode only about 40 percent of the new
words presented in their lessons. ltis evident from the
ELAF standards that this percentage may be quite low
without interfering with basal reader sales in Cali-
fornia.

“Literature must be at the core of the reading pro-
gram,” says the ELAF. In terms of qualifying for sale
in California this means basal readers must not single
out reading skills forintensive practice; “teach themin -
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isolation,” asthe ELAF putsit. Forgetaboutsystematic
‘word recognition instruction. Load up your books
‘with “real” literature, and they will be approved for
use in California schools regardless of theadded word
recognition difficulties this will cause beginning read-
ers. The ELAF promises that the quality-literature
advantage in such books will more than compensate
for word recognition problems that are created. “Yes,
but what is the hard evidence this remarkable counter-
action will actually take place?” one must protest. Not
- to worry, say the ELAF writers. Trust us.

This reassurance suits perfectly almost all basal
readers on the market since they have never engaged
in the proper procedures for teaching phonics. It is
relatively easy for them, therefore, to make the simple
reform of placing better pieces of literature in their
books, thus meeting the standard for acceptance in
California schools. It obviously was more difficult for
the Open Court publishers, considering their general
adherence to research findings, to suddenly de-em-
Phasize the direct teaching of phonics, and to thereby
discourage teachers from using word-recognition in-
struction that the empirical evidence suggests. As
noted, Open Court publishers paid the penalty for
their ethical defense of scientific fact about reading
teaching over ideological, subjective opinion by not
having their books recommended by the California
Curriculum Comunission for use in that state’s pri-
mary grade classrooms.

It is predictable, however, the the Callfomla chil-
dren will be worse victimns of the ELAF than will the
Open Court publishers. The loss in reading skills will
notbe compensated for by improvement in the literary
quality of basal readers recently approved of by the
state’s Curriculum Commission. So instead of satisfy-
ing the “new demands to provide students the best
that education can offer,” as the ELAF boasts it does,
the implementation of this document's pro-
nouncements will set back this instruction.

In fairness to the ELAF, it must be said that it does
take a step forward in proclaiming the need for better
literature to beincluded in basal readers. Regrettably,
~ italso takes two steps backward by proposing regula-
tions that doubtless wil! handicap the development of
reading skills that children must have in order to be

_ able to comprehend and enjoy ﬁrst—rate hterary mate-

rials.

In light of the alarming, and increasingly ominous
statistics on illiteracy, it was unfortunate, indeed, that
the writers of the ELAF refused to consult the reliable
research on the teaching of word recognition, substi-
tuting in its place an ideological opposition to inten-

* sive phonics instruction.

This is the situation that brings us back full circle to
the opening statement of this discussion that deplored
the unnecessary, financially extravagant, partisan,
and ultimately dangerous practice of choosing basals
at the state level rather than in local school districts.
The spectacle of the state-level selection process in
California very probably will be repeated every six
years, unremittingly, unless the people in that state
rebel against it. Unfortunately, the legislature of Cali-
fornia will not take action, on its own, to repeal this
law. The California State Department of Education,
and its cohorts in the educational establishment of the
state, lobby too effectively for its retention. What
California desperately needs is an initiative placed
before the voters to settle this matter. 1 have no fear
thatonce the general populationof the state isapprised
of the issues involved in state-level school textbook
selection that it would readily vote to ban it.

A footnote to this deplorable proceeding: A par-
tially redeeming aspect of the California selection of
basal readers was the fact the the California State
Board of Education rejected the Curriculum Com-
mission’s decision to exclude the Open Court readers
from the State’s schools for the next six years. Some
reading experts testified before the Board about thede-
fenseless nature of the attack on direct phonics teach-
ing by the California Framework which the Curricu-
Ium Commission used as a guide in its efforts to
blackballOpen Courtreaders. Only atthelastmoment
and by the barest of margins, however, was it made
possible for the children of California to have access to
basal readers that teach phonics properly. The hectic
and precipitous nature of the Board’s action, while
highly appropriate, only underscores the basic
wretchedness of this process and the urgent need for
abandonment of state control of textbook selection. ¢
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by Mary Johnson*

In late March, our own Mary Johnson of Winnipeg,
Manitoba, Canada, wrote to CBC/TV to compliment
that network on an outstanding documentary on
education shown nationwide the evening before. She
took occasion to quote at length a book written by Dr.
Frank Smith, Lansdowne Professor of Language in
Education, University of Victoria, British Columbia.
Mary mentioned in her letter that she had heard Dr.
Smith speak in Winnipeg in Febraruy and said, “What
he said was so appalling in its ignorance that 1 sent
away for his book, ‘Reading Without Nonsense.
Perhaps you would like to hear some of the dangerous
fallacies that our teachers are being brainwashed into
accepling.”

Mary then cited numercus quotations from the

- book. They were as follows (Note: the boldface sen-

tences below are Mary’s own words. The quotes that
follow are taken directly from the book):

1. Mistakes in reading should be accepted. Page
34: “. ., a good reader is quite likely to make quite
conspicous misreadings sometimes, like reading
‘apartment’ rather than ‘house.” .. .This is the way
fluent readers read.”

2. Don’tteach phonics, Page51: “.. Iwanttoshow
that phonics . .. just does not work.” Page 55: “inmy
judgement children who believe they can read unfa-
miliar words justby ‘blending’ or ‘sounding’ them out
are likely to develop into disabled readers.” Page 56:
“T think it would be difficult to exaggerate the com-
plexity and unreliability of phonics.” Page 58: “. . .it
must be shown not only that phonics is ineffective but
also that phonics is unnecessary.”

3. Don‘t teach the alphabet. Page 59: “.. .millions
of people succeed in reading languages that do not
have an alphabet.” Page 62: “Reading printed words
in Chinese is no more difficult than reading them in
English.” Page 63: “Readers do notneed thealphabet.
For centuries people have learned to read without
knowing a thing about letters, and millions still do.”

4. Teachchildren how toguess. Page 67: Guessing
hasabad reputationineducation and especially among
reading teachers, partly through misplaced puritan-
ism. . . Guessing . . . is the most efficient manner in
which to read and learn to read.”

*Reprinted from The Reading Informer, May-June, 1984, with permis-
sion of the edilor.
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5. Don't expect children to figure out new words
for themselves —tell them what the words are. Page
129: “If children cannot read well enough to learn by
reading, then someone else has to do their reading for
them...” Page 136: “Thereis no need for concern that
children who have the words on candy wrappers or
the text of schoolbooks read to them will become lazy
and reluctant to reaforthemselves.” Page 139: “And
discovering what a word is in the first place is usually
most effectively accomplished by asking someone,
listening to someone else read the word, or using con-
text to provide a substantial clue.” Page 143: “What
does a teacher do about a child who cannot read at all?
How does a teacher get the child started? . .. the
solution requires that the teacher should read for chil-
dren what they cannot read for themselves.”

6. Grammar is notimportant. Page77: “...achild
who reads ‘John didn’t have no sweets’ when the text

- is‘John had no sweets’ may well be reading better than

a child who is more literally correct.”

Mary’s letter continued: “I should add that Dr.
Smith’s book is totally undocumented — there are no
footnotes of any kind, no bibliography, and not even
references to the supporting views of other educators.
However, educational gurus are like the unclothed
Emperor — their subjects do not dare to point out the
obvious.” ¢




Mm'e on D versus Process ﬂppmaches

S _.Reportedby_Wes Becker

. In the August, 1988 issue of Harvard Educational
Review, Vol. 58 (3), pp. 280-298, Lisa D. Delpit of the
- Baltimore City Schools enters the battle now being
waged between process-oriented (including Whole
Language) and skills-oriented (usually teacher-di-
rected) instruction. Her major theme is the analysis of
power as it effects the school culture, and her major
concern is that all kids get taught. She sees special
- problems in meeting the educational needs of Black
and poor students on all levels:. Her article is entitled
“The Silenced Dialogue: Power and Pedagogy in
Educating Other People’s Children.”
. The dialogue that is silenced is that between White
- and non-white educators. The Black, the Native
- American, the Native Alaskan, etc. quit talking to
White educators because they don’t listen. Ms. Delpit

* " describes and examples the many power issues that

".underlie the, culture of schools and interfere with

o commumcahons betweenclassand racial groups. One

- of these has to do with the directness of instruction in
* the'classroom, and she describes DISTAR as the “ulti-
~-mate expressxon of explicitness and direct instruction
~in the primary classroom” (p- 284). While there is
considerable documentation that DISTAR works, Ms.
Delpit indicates that the “primary issue of the conflict
over DISTAR .. . [is] the expression of explicit power
in the classroom. The liberal educators opposed the
methods—the direct instruction, the explicit control
exhibited by the teacher. Asamatter of fact, it was not
" unusual {even now} to hear of the program spoken of
as ‘fascist’™ (p. 285).
Ms. Delpit describes some of the issues of DISTAR
‘and directinstruction in general, because they serve to
highlight some of “the differences between progres-
sive White educators and educators of color” (p. 285).
The liberal Whites want children to become more
autonomous and to develop a positive self-image
“without outside standards being forced upon them.”
This is'a very reasonable goal for people whose chil-
dren are already participants in the culture of power
and who have already internalized its codes.

“But parents who don'’t function within that culture
often want something else. It's not that they disagree
with the former aim, it’s just that they want something
more. They want to ensure that the school provides
their children with discourse patterns, interactional

styles, and spoken and written language codes that

will allow them success in the larger society” (p. 285).

This is a familiar refrain for those of us who were
with the Direct Instruction Follow Through Model and
have worked with low-income groups over 20 years.
The parents of our students supparted us because they
wanted more for their kids. They wanted them tolearn
to read and to think and to write. They wanted them
to have a better chance in life than they had them-
selves.

Ms. Delpit points out that the outcry against “dia-
lect readers” was because they prevented Black chil-
dren from learning “linguistic aspects of the culture of
power, thus dooming Black children to a permanent
outsider caste. As one parent demanded, ‘My kids
know how to be Black—you all teach them how to be
successfulin the White man’s world”” (p. 285). The au-
thor goes on to describe a suspicion by many blacks
thatthe goal of many liberal educatorsis to keep Blacks
out of the dwindling pool of good jobs. In my view,
whether this suspicious intent is true or not, the effects
of the liberal educational panaceas (usually based on a
philosophy rather than data) are the samein restricting
the future opportunities for the economically dis-
advantaged.

Ms. Delpit gives an example of the difference be-
tween what happens in DISTAR and in a progressive
program focusing on higher-level thinking skills. The
higher-level programintroduced the sounds# and ein
an early lesson, had the students write them, and put
them together to make me. This would likely be too
much for a low-performing student to learn in one
lesson. DISTAR covers this information {(and more)
over the first forty lessons. The point is that the
DISTAR approach made sure the low performers were
not lost on day one. If students had the skills already,
the lesson provided a test of this and they could move
on quickly.

Another example: “A doctoral student in my ac-
quaintance was assigned to a writing class to hone his
writing skills. The student was placed in the section
led by a White professor who utilized a process ap-
proach, [write essays and edit each others’ papers].
That procedureinfuriated this particular student....In
his words:

I didn’t feel she was teaching us anything. . .
absolulely nothing. . .We understand how to
improvise, how to express ourselvescreatively

..I'mlooking for structure, the more formal

language.
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The Silenced Dialogue—continued —

Now my buddy was in [a] Black teacher’s

class. And thatlady was very good. She went

through and explained and defined each part

of the structure. This [White] teacher didn’t

getalong with that Black teacher. Shesaid that

she didn’tagree with her methods. ButIdon’t
. think that White teacher had any method.

When I told this gentleman that what the teacher was
. doing was called a process method of teaching writing,

*_his response was, ‘Well, at least now I know that she
_thought she was doing something. 1 thoughtshewasjust

a fool who couldn’t teach and didn’t want to try’” (p
287).

Many Blacks feel cheated by the system and it
appears that there ismore of it to come. Wemust work
harder to keep the dialogue with all groups open and
to promote an educational system that is effective for
all. ¢

eading & Early Childhood Education:

The Critical Issues

by Jeanne S. Chall’

Here are some thoughtful answers to the five most
‘important questions about teaching.

The evidence keeps growing on the critical impor-
tance of the early years in the development of literacy.
Indeed, the recent National Assessment of Educa-
tional Progress' confirms earlier research that if we
wish to have junior and senior high school students
read better, we must see to it that they do better in
preschool and in the early school years. But there are
slill a number of controversial issues concerning the
teaching ofreadmgu--parhcu]arly early reading. Some
of these issues are reldtively new while others have
been debated and researched in the past. I believe that
- adiscussion of new and classicissues in the teaching of
reading will assist principals and teachers of young
children in making reasoned judgments about policy
and instruction. Ihave selected fiveissues that seem to
mostconcern teachersand administrators, and thatare
often the themes of journal articles and conference
presentations:

Is reading always the same or does it undergo
developmental changes?

- This is a classic issue that has been discussed and
debated for generations. Some scholars have viewed
reading as essentially the same from its beginnings to

* Jeanne S. Chall is professor of education and director of the reading
Inboratory at the Harvard Unioersity Graduate School of Education,
This article is reprinted from Principal, Vol. 66, No. 5, May 1987, p.
6-9. Cupyrighied by National Association of Elementary School Prin-

"cipals, 1987, Reproduced by permission of the author and the publisher.
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its most mature forms. Others have viewed it as a
process that changes as it develops.?

Each viewpointleans on theory to supportits view.
However, from my study of the issue, there is more
evidence from research and successful practice for a
developmental view. What recommends a develop- -
mental view most is its usefulness. It provides helpin
whatand when to teach, for developing reading mate-
rialsand tests, and for ways to find and dlagnose those
with reading difficulties.

In Stages of Reading Development,® which is being
used in planning school-wide reading curricula, in-
structional materials, the construction of reading tests,
and research, 1 have proposed a developmental scheme
that includes six stages, from 0 to 5, covering preread-
ing to highly skilled reading. Although I am con-
cerned here with reading in the early childhood years,
I present all of the reading stages to give insight into
what precedes and follows the early school years.

Stage 0, Prereading, from birth to about age six, is
characterized by growing control over language.
Current estimates are that average six-year-olds can
speak or understand about 5,000 words. During the
prereading stage, most children living in a literate
society acquire some knowledgeand insightinto print,
and learn to recognize letters, common signs, and
common words. Many can write their names and
pretend they can read a story that has been read to
themn several times.

Stage 1, Initial Reading or Decodmg (Grades 1-2),
involves the alphabetic principle—developing skills
and insight into sound-letter relations and into the
decoding of words not recognized immediately. Chil-
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dren learn to recognize the words in their books, and
_ to “understand” the material they read. But what they
‘can read at this stage is considerably below what they
can understand in speech. Their ability to decode and
recognize printed words is limited but growing rap-
idly.

Stage 2, Confirmation, Fluency, and Ungluing from
Print (Grades 2-3), consolidates what students have
learned earlier in the recognition of words and in the
use of decoding skills to help them gain further insight
into the reading and comprehending of familiar texts.

By the end of this stage, they have developed fluency

and ease in recognizing words, in “sounding” others
they do not recognize immediately, and in “predict-
ing” still others from context. The material that they
can read fluently is basically within their knowledge
linguistically and cognitively.

Stage 3, Learning the New (Grades 4-8), marks the
beginning of reading as a tool for acquiring knowl-
edge, feelings, values, insights, and attitudes. 1tis at
this stage that the books students read go beyond their
everyday vocabularies, beyond their background
knowledge, and beyond simple narrative presenta-
tion.

Stage 4, Multiple Viewpoints (High School), re-
quires more complex language and cognitive abilities,
since the reading tasks involve more complex texts in
many more advanced content areas. Studentsare also
required to comprehend varying viewpoints at ever
greater depth.

Stage 5, Construction and Reconstruction (College
Level), the most mature stage, is characterized by a
world view. Students read books and articles in the
detail and depth that they need for their own purposes.
Readers in Stage 5 know what nof to read as well as
what to read. Reading here is basically constructive.
From reading what others say, students construct
knowiedge for their own use.

From these very brief characterizations one can see
qualitative changes from stage to stage, with a major
qualitative change at Stage 3, which marks the end of
the primary grades (the early childhood years) and
beginning of the intermediate grades. Stages0, 1, and
2 can be said to represent the oral tradition, in that text
read at these stages rarely goes beyond the language
and knowledge that the reader has previously ac-
quired through listening and direct experience. Stages
3,4, and 5 (Grades 4 and beyond) may be viewed as
comprising the literary tradition—when the reading
content, as well as the language read, goes beyond
what is already known.

Thus, reading at Stage 3 can be seen as the beginning

of a long progression in the reading of texts that
become ever more complex, literary, abstract, and
technical, and that require more worldly knowledge
and ever more sophisticated language and cognitive
abilities. The materials that are typically read at Grade
4 and beyond show distinctive changes in content, in
linguistic complexities, and in the cognitive demands
on the reader when compared to those generally read
in Grades 1 to 3.

Itisimportant to note that teachers and other school
personnel have long been aware of this distinction.
They have often considered the primary grades as the
time for “learning to read” and the intermediate and
upper elementary grades as a time of “reading to
learn.” In the early grades, the main task is to bring
students’ word recognition and decoding up to their
more advanced linguistic and cognitive levels. From
Grade4 on, themain taskis to raise students’ language
and cognitive abilities to meet the demands of their
texts—a more difficult task, indeed.

Reading stages can contribute to a better under-
standing of how reading is acquired and how the total
environment, as well as the school environment and
instruction, may be made optimal for pupils at the
different stages. For example, most children who enter
first grade (beginning of Stage 1) need to acquire a
knowledge of the alphabetic principle—how the let-
ters relate to the sounds of the language, or how to
“sound out” words. While some children may dis-
cover this principle by themselves, the research evi-
dence over the past 70 years is overwhelming that
direct instruction is needed and contributes to better
development of decoding, word recognition, and
comprehension, and provides a better transition to
later reading stages.! This is because the relations
between soundsand letters are usually not discovered
withoutinstruction by mostchildren, particularly those
athighrisk. Toward the end of the decoding stage, the
knowledge and skills acquired can become self-gen-
erative. That is, some growth can be achieved with
practice on one’s own.

Stage 2 (Grades 2 and 3), the development of flu-
ency, requires a great deal of reading and practice.
This would suggest the necessity for providing many
books to be read in addition to texts and workbooks.

With the skillsand abilities acquired in Stages 1 and
2, the focus of reading instruction in the middle grades
should be on literature and on reading in the various
subject areas—textbooks, reference works, and other
sources. '

While a developmental theory does not prescribe
methods, it does suggest the need for certain practices
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in order for more advanced levels of achievement to
take place. Thus, it would appear that a global and
playfulapproach, while suitable for developing “readi-

- ness” and “emergent” skills in pre-school and kinder-

garten, would be less effective in Grades 1and 2, when
children need to acquire decoding and word recogni-
tion skills, and should be reading many books to gain
fluency.

For the intermediate grades (Stage 3), or earlier if -

children are more advanced, instruction in reading
should go beyond the familiar in content, inlanguage,
and in thought. Therefore, reading instruction needs
to be given not only from basal readers, which contain
mainly narrative fiction, but from texts and books in
social studies, science, health, and literature. For most
children, a greater focus on word meanings is needed
since their reading materials contain a greater propor-
tionofabstract, technical, and literary wordsnotknown
to them.

Should we teach reading skills or let children learn
by “just reading”?

Each generation asks this question in a somewhat

different way, and tends to have answers that vary.
" At the present time, the question to be decided is
whether to provide reading instruction with basal
readers and workbooks, or children’s story books.
Two decades ago, the question was: Which is better,
individualized reading (self-selection of trade books)
or group instruction? Another related question that
hasbeen debated for more than a century, concerns the
use of phonics, [sit necessary to teach phonics? Don”t
children learn better without sounding or decoding
words?

All of these questions have one essential point in
common: Do children learn to read better, and love it
more, if they are taught how to read, or if they figure it
out by themselves by “just reading”?

The evidence from research would seem to indicate
that both are needed for optimal reading develop-
ment. Knowing how (reading skills) is necessary, but
not sufficient; and learning from “just reading” bogs
down when the student’s skills are deficient. The mass
of the research on reading indicates that better results
are achieved when young children are taught skills
systematically and directly, and use these in reading.
It also shows that being read to and reading and
writing stories, poems, and informational selections—
to which they apply their newly gained skills—arealso
important for reading development.

Ateach of thereading stages, a balance of “learning
how-to” with “practicing and doing” is needed. Too
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great an emphasis on skills may deprive children of
time to read. Similarly, a dietof “justreading” without
instruction in the skills may slow down development.
The research does not support the claims of some that
skills and know-how develop naturally from “just
reading.” Indeed, it shows that development is en-
hanced by skills, particularly among those making
slower progress—children from low-income homes
and those at high risk for learning disability.®

Ironically, although the strongest argument pro-
posed for the “just reading” view is a love of reading,
there seems to be no evidence to back it up. Indeed,
negative evidence canbe found from the fact that some
of the greatest writers and readers have been educated
in schools that taught reading mainly as skill develop-
ment. :

How easy or hard should instructional reading
materials be?

Research and theory during the past decade have
found that books that are challenging—at or some-
what above the student’s reading level—produce
higher reading achievement than easier books, par-
ticularly when the teacher provides instruction. Re-
search in the Harvard Reading Laboratory which re-
lated the difficulty of school textbooks, used from
Grade 1 to Grade 12, to SAT verbal scores found that
when harder textbooks were used, the students
achieved higher SAT scores. Easier books produced
lower scores. Further, the difficulty of the first-grade
books seemed to exert the greatest effect.* Why should
first grade be so important? We suggest that it is
probably because it is when the child is introduced to
the alphabetic/writing system of our language. 1t is
difficult for most children to discover the system for
themselves. Hence a stronger, more difficult program
in the first grade prepares the child for later stages,
which can be practiced even if less direct instruction is
provided.

These findings are backed up by the Russian psy-
chologist Vygotsky, whose theory of proximal devel-
opment proposes that the optimal level of instruction
is one above the student’s current development, but at
which the student can learn when instructed by a
teacher,

Thus, teachers should take pains to see that the
books used for instruction are not too easy. In our
study of the reading, writing, and language of low SES
children in grades 2 to 7, we found that the greatest
reading gains were made by students who were learn-
ing frombasalreadersat orabove their reading level—
but not below.” And yet children continue to receive
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instruction from basal readers below their level. Since
most instructional time for reading involves the use of
basal readers, it is essential that these readers contain
materials that chailenge all students—mcludmg those
who read above level.

Additional evidence for the value of challenging

instructional materials comes from recent research on
classroom grouping. Several studies have found that
when childrenin the lowest reading group were placed
in a group that used more difficult materials, they
actually did better.

This concept needs to be considered by all of us, for
it goes counter to the conventional wisdom of book
selection for the past 50 years—the easier, the better.

To test or not to test?

Attitudes toward reading tests have been quite
conflicting, We givemoreand more tests, and weseem
increasingly dissatisfied with them, even to the point
of rejecting them and research results that are based on
them. Thereis also a fear thattheincreasing use of tests
will lead to teaching for the tests. And yet, when test
scores rise, we are happy to accept the results as
evidence of hard work by teachers, administrators,
and students.

It is easy to overlook the benefits of tests—for evalu-
aling programs, for assessing children’s reading de-
velopment, for noting their strengths and weaknesses.
Tests also help us find those children who are falling
behind and need extra help.

Andyet, [have found that few schools make full use
of the tests that they give. Many do not seem to use the
results to evaluate a child’s reading development from
year to year, to make sure that progress is being made
as expected. Although standardized tests leave much
to be desired, combined with teacher judgment they
can be used constructively for this purpose since they
are highly predictive of laterachievement. ThusGrade
2 reading scores predict Grade 6 scores, and the Grade
6 scores predict whether students will graduate high
school or will drop out—if no special help is given to
those who need it.?

What about research? Does it improve practice?

The mass of research on reading, and the highly
technical way in which it is written, often intimidate
school administrators , policy makers, and teachers. 1
think sometimes that this growing mass of research
has tended to produce an attitude that, while it is well
and good, it has little to do with practice. One can well
understand this view, for it is difficult, if not impos-
sible, to keep up with all the research published.

And yet, my long years in both research and prac-
tice have not lessened my confidence in the value of re-

search for informing practice.
better than not knowing.

While research can help administrators make teach-
ing and policy decisions, it is wise to realize that one
study on an issue, by itself, is usually not sufficient to
inform successful practice. Itis recommended, there-
fore, that teachers and school administrators rely on
syntheses of research—reports that sift through and
interpret related studies on specific topics.

I hope that this brief discussion of major issues in
reading will be of some assistance to principals and
administrators who must devise and directearly child-
hood reading programs. It’s an enormous
responsibility. ¢ ‘

Knowing is always
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Review: CAf Books for the Classroom Teacher

Microcomputer Applications in the Elementary Classroom—
A Guide for Teachers

George W. Bright

Allyn and Bacon, Inc., 1987

198 Pages $28.95

. Selecting and Implementing Educational Software

Samuel K. Miller
Allyn and Bacon, Inc., 1987
183 pages $26.95

Reviewed by Pat Rankin
Kennedy Middle School
Eugene, Oregon

These two texts are aimed at the elementary teacher

who, through interest or necessity, is interested in"

developing some expertise in the use of computers in
the classroom. Both authors sympathetically address
the problems inherent in developing new curricula in
an unfamiliar field. The material contains enough ex-
planation to help the novice while developing really
good standards for goal setting for the not-so-novice
reader.

Bright, in Microcomputer Applications in the Elemen-
tary Classroom, has a realisticapproach to the problems
and opportunities that one or more computers can
bring to the classroom. He mentions the all too fre-
quent problem of purchase of machinery without
concurrent planning for their use. Teachers are the
ones who ultimately must implement any goals that
are developed for the use of computers, so this book is
an attempt to develop a knowledgeable teaching staff.

Four chapters are devoted to CAl software pro-
grams that supplement curricula such as Drill and
Practice CAl, Tutorials, Games, and Simulations.
Enough information is provided in each chapter about
what they are and how they should be used, based on
research findings, to help the classroom teacher decide
where each type might fitinto the lesson plans. There
are sample programs illustrated and evaluation of
some specific programs. Although his overviews are
clear and pointed, 1 found the programs listed were
rather dated and not too easy to identify with any
specific curriculum area.

Theutility programs suchas word processing, grade
books, data bases and diagnosis of errors are covered
in separate chapters scattered throughout the book.
The chapters on word processing gives a fairly exten-
sive summary of Bank Street Writer. However, the
author does not make it clear whether this is Bank
Street Writer 1 or Bank Street Writer 11, or how to find
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it for purchase {presuming that thereader is new to the
game).

Evaluation of software isaddressed throughout the
book and in an additional chapter. The rationale for
evaluationis presented and several checklists areillus-
trated. These lists have been reduced in size to fit on
the page and are rather hard to read. They all have so
much information jammed onto the sheet thatT havea
tendency to skip over most of them. The names and
addresses of eight collections of evaluations are in-
cluded in this chapter, along with some reduced in size
copies of sample evaluations. Bright suggests that
teachers might wish to develop their own evaluation
form, a suggestion that would not seem to helpful to a
novice.

The question of whether to teach programming in
the'elementary grades is presented as a problem solv-
ing area. FORTRAN, COBAL, PASCAL, ADA,and C
are listed as languages, LOGO and BASIC are slightly
covered, but the presentation is more likely to cause
confusion than any real understanding of their man-
agement Or purpose.

The chapter on computer literacy gives a descrip-
tion of the needs for and uses of computers. This
would be a good chapter to recommend to someone
who knows nothing about the use of computers in the
schoolsand wants a quick overview. Two examples of
computer literacy scope and sequence are included,
but suffer from poor quality printing.

This text presents a easy to read synopsis of things
to think aboutwhen introducing a computer system to
an elementary school. 1t could be a valuable addition
to the staff library, either asan introductory text, or as
aguide for planning workshops to the staff. It does not
have a very complete documentation of the programs
it mentions and really doesn’t give much specific help.
ltdoes notaddressthe problems associated with break-
downs, classroom management, student sabotage or
software glitches. For these types of problems, Sam
Miller’s book, Selecting and Implementing Edumhonal
Software, fills the bill nicely.

As Miller’s title states, his book focuses on the
selection of appropriate software and gives sugges-
tions for managementof thecomputer environment. It
is very well-organized with careful, although some-
whatsimple, explanations, a wide variety of examples,
and really good documentation. 1t even had a sent of
readings and a set of projects and questions at the end
of each chapter.

The chapter covering Educational Software and
utilities is lean and would appeal to the more experi-




enced computer teacher. It summarizes briefly design
-and uses of drill and practice, tutorial, simulation-
oriented CAJ and instructional games.

The chapter on “Tool Software” has a careful expla-
nation of the functions found in word processing
programs with hints for desirable features in such pro-
grams. The data base section tells the more important
points to consider when selecting such a program. A
nice touch is the inclusion of the tools for creative arts,
e.g., “Songwriter” and several creative graphics pro-
grams. Teacher utilities are also covered in this chap-
ter, as is a very brief description of the languages
PASCAL, LOGO and BASIC. _

The real meat of this book is the “how to” in select-
ing software. Excellent suggestions for sources of
information, evaluating the sources as well as the

‘
software, and sources of software are. gwen “The
illustrations are easy to read and give a sense of the
actual display on the screen.

The chapter about scftware evaluatxon and the
chapteronorganizingand using the software once you
haveit, ca and probably should be used by any teacher
or committee responsible for purchasing educational
software. The suggestions are reasonable, practical
and, if followed, might avert some of the frustration
and confusion that seems to be part of any new pro-
gram.

I found that these two books supplemented each
other quite well, the Bright text as an very nice intro-
duction for the novice computer teacher, and the Miller
textasa practical handbook for actually setting up and
running a classroom program. ¢

Leveled Behavior Management Systems:
Development and Operation

George Sugai, Ph.D.

University of Oregon

Geoff Colvin, Ph.D.

Lane Educational Service District
Eugene, Oregon

Many special educators arrange their instructional
environments so learning occurs along a continuuin of
restrictiveness. Atone end of the continuum, expecta-
tions approximate those of the less-restrictive (often
“mainstream”) setting and students are afforded
greater opportunities for independence and self-man-
agement. The school discipline planis used to manage
inappropriate behaviors. At the other end, students
are expected to comply with specific teacher-directed
demands and must function under more restricted
conditions. Independent student functioning is lim-
itedand inappropriate behaviorsare managed through
specific and individualized plans. When educational
programming for academic and /or social behaviors is
characterized by acontinuum thatis marked by clearly
stipulated steps or phases, a LEVELED BEHAVIOR
MANAGEMENT SYSTEM hasbeen established (Bauer
& Shea, 1988; Bauer, Shea, & Keppler, 1986; Kerr &
Nelson, 1983; Mastropieri, Jenne, & Scruggs, 1988).

This paper describes specific guidelines for devel-
oping and operating a leveled behavior management
system. Four major aspects are discussed: (a) pre-
requisites for effective classroom management, (b}
characteristics of a leveled system, (c) basic operating
procedures,and (d) aclassroomillustration. Although
programs for students with severe learning and be-
havior disorders are emphasized, most aspects of this
discussion can be applied across grade levels (ie.,

preschool, elementary, secondary, post-secondary),
typeoflearning problems(i.e., academic, social behav-
ior), and classroom configuration (e.g., resource, self-
contained, special school). .

Prerequisites for Effective Behavior Management

This system is not intended to replace sound in-
struction, schoolwide discipline plans, or individual-
ized education plans. Leveled behavior management
systems are most effective where sound teaching prac-
tices are in place. Effective teachers have a number of
qualities and skills (e.g., brisk pace, clear instructions,
smooth transitions, positively reinforcing} that enable
them to maximize student learning and minimize
behavior managementproblems. Readers should refer
toBickel and Bickel (1986} and others (Brophy & Good,
1986; Colvin & Sugai, in press; Rosenshine, 1987; Rosen-
shine & Stevens, 1986; Wolery, Bailey, & Sugai, 1988)
for a review of effective teaching practices.

Characteristics of a Leveled Behavior
Managemerit System

Leveled behavior management systems have a
number of common characteristics. They include the
following;: '

1. Dynamic continuumnt of clearly identified steps or levels
that highlight movement toward less-restrictive condi-
tions. Although each step may consist of a number
of sub-levels, there usually are no more than fouror
five major steps in the continuum. This continuum
tends to be highly teacher-directed at one end and
more student-directed at the other.

2. An observable and specific set of desired behaviors or
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. .

competencies.’ Clearly defined behaviors define the

* “student’s place within a leveled behavior manage-

- ment system and function as behavioral targets for
advancement toward less-restrictive conditions.

3. Specific set of observable rules and consequences for

undesirable behaviors. Atone end of the continuum,
rules and consequences approximate those of the

* mainstream (i.e., less specific and more intermit-
tently enforced). At the more restrictive end of the
continuum, contingencies are more overt, less like
the mainsiream environment, and more frequent
and immediate.

4. Measurablecriteria forplacement and movement through

* the level system. Based on the kind and frequency of
behaviors displayed, level systems have specific
criteria that establish forward movement for appro-
priate behavior and backward movement for inap-
propriate behavior. To allow for more student
individualization, new students may be placed at
the level that best matches their current level of
individual functioning.

. Define positive and negative consequences for each level.

Clear positive outcomesor rewards should be stipu-
lated for desirable behaviors at each level. "Simi-
larly, negative consequences should be specified for
behaviors that are rule infractions.

. Develop a data-monitoring system. Data-monitoring

procedures and instruments should be simple and
direct so information and progress can be commu-
nicated to parents, students, and others.

. Establish general operating procedures. Regardless of

the specific nature of these procedures, they should
be preplanned, taughtsystematically to students,
and consistently applied.

A simple checklist is provided in Figure 1 to assist

teachers in the development and implementation of
leveled behavior management systems. Questionsare
divided into three major categories: (a) Levels, (b)
Behaviors, and (c) Implementation.

Figure 1. Checklist for developing and
implementing a leveled management program.

5. Equal emphasis placed on academic and social skills. A LEVELS
leveled behavior management systemn provides a Yes ? No Are individual levels distinct and measurable?
structure for both academic and social behaviors. Yes ? No Do thelevels form a continuum that moves stu-
6. Procedures for continuous assessment and eoaluation of dents toward approximations of the expecta-
. student performance. Student behaviors are meas- 233:;,:::3[ ;:?,mremems of the natural learning
ured contm‘_JOUSIYr and decisions about placement  vesaNo Do privileges and reinforcer schedules at the
~-and movement along the leveled continuum are highest levels approximate the natural environ-
based on regular evaluations of student perform- - ment?
ance. Yes? No Have procedures for smooth transitions between
" levels been established?
‘Basic Operating Procedures of a Leveled Behavior Yes? No Haveclearand objective rules, including criteria,
Management System for movement between levels (i.e., forward and
. . backward) been developed?
The most important aspect of operating a leveled  yes2No  1s movement between levels based on learner
behavier management systemn is adequate planning. performance?
Steps include the following: BEHAVIORS

1. Identlf_l/ the number of levels required to delineate the ~ Yes? No Do behavioral expectations focus on the require-

behavior management continuum. In general, a rela-

ments of the less-restrictive environment?

tively small number of levels should be developed Yes? No Arebehavioral expectations specificand observ-
: . : ?
(i.e., three to five). The actual number will depend able oo
, Yes ? No Have observable and specific rules and conse-
on t}_.'e (@) type of Program (.e.g., Tesource room, quences been established for undesirable behav-
special school), (b) kind, severity, and range of aca- ‘ jors?
_ demic and social behavior problems, (c}age/grade Yes ? No Have observable and specific rules and conse-
: range of the students, and (d) physical resources quences been established for desirable behav-
and space. lors? . )
: 2. Identify the characteristics that distinguish one level ~ Yes? No  Has equal emphasis been placed on academic
from another. Each level should be defined so stu- and social behaviors?
) Yes? No Do behavioral expectations reflect increased

'dents can describe their position on the continuum
and understand to what level they are working.
Characteristics of higher levels should be increas-

student independence and less teacher-directed
behavior as the student moves to higher levels?

IMPLEMENTATION

ingly more desirable or “reinforcing” to the student. Yes ? No  Are the needs of the individual student ad-
: 3. Define behavioral expectations and transition criteria for dressed? ] o
i eachlevel. Students should know what is required of Yes?No I};Ias Etlstm;lentdl?,ehavmr monitoring procedure
. . . . een developed?
them toremain in good standing ata givenleveland Yes 7?7 No Have all participants (i.e., students, teachers,
P P

what kind and degree of behavior is required to
progress to the next less-restrictive level.
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parents, ad ministrators, ete.)been informed about
the leveled behavior management system?




Yes? No Haveall students been oriented and taughfhm& _

the program functions?

Yes ? No Has a specific plan of implementation been es- .

: " tablished {i.e., before actual initiation)?

Yes? No Have a procedure and schedule for student goal
setting and evaluation (individualand /or group)
been established?

Yes? No Is the overall management plan evaluated on a

regular basis?

Level Components
Each level within a leveled behavior management

- program should include the following components:

(a)name of the level, (b) general description, (c) expec-
tations and transition criteria, {(d} consequences and
privileges, and (e) level transition rules. See Figure 2
for an illustration of the required level components.

- Figure 2. Illustration of General Level Components

Level II Name: BRONZE STAR

General Description:

The BRONZE ST AR level falts between Whiteand Gold Star.
1t provides more opportunities for students to experience
greater independence and responsibility. Although aca-
demic and behavioral demands are increased, classroom
and school privileges also areincreased. Moreopportunities
for peer socialization are available. No more than 50% of day
is spent in the regular classroom.

Expectations & Transition Criteria:

1. Model five classroom rule-following behaviors.

2. Display five classroom rule-following behaviors with no
" more than 3 demerits,

3.- Have Performance Monitoring Sheet available at morn-

ing and afternoon performance evaluation meetings.

4. Participate in performance evaluation meeting appropri-
ately with no more than 3 demerits,

. Follow teacher directives the first titne within 5 seconds
(90% of opportunities).

- Meet daily individualized goals,

. Take,complete(50%), and return homework assignments.

- Taketimeouton firstrequest (75%); second request (100%).

|4,

onsequences & Privileges:

= o mNao

of-class privileges.
. Free time in room alone or with others,
. Breaks permitted with permission and hall pass.
. Special contracts if teacher developed.
Daily snack with second helpings on either drinks or
crackers; no specials.

LISERN)

Transition Rules:

MOVE BACK a level if 3 consecutive days with five or fewer
expectations orif one major timeout or three minor timeouts
earned in 1 day.

MOVE UP next level when all expectations satisfied concur-
rently.

Concluding Comments

Leveled behavior management systems can be - -
powerful tools for structuring the school experiences

. Full participation in all in-class activities, but not in out- -

. of students with leai'hing and social behavior prob-

lems. They provide a dynamic and flexible means of
managing and monitoring individual student per-
formance and moving the student toward less-restric-
tive environments. Successful operation is contingent
upon careful planning and consistent implementa-
tion. : _

For a leveled management system to be successful,
a number of guidelines should be followed. Firstand
foremost, the structural and operating procedures of
the program should be preplanned. If weaknesses,
oversights, or discrepancies exist, students will find
themand the integrity of the program will be lessened.
Second, behaviors, criteria, rules, and CONsequUences
should be defined in observable and measurable terms
to prevent unnecessary disputes. Third, a continuum
of expectations and competencies that move toward
an approximation of the natural environment, or next
least-restrictive setting, should be developed. Fourth,
students should be taught systematically and directly
how the level system operates and how 'the various
expectations, rules, and consequencesare defined. To
avoid such failure, students should be carefully ori-
ented to the system. Fifth, student performance should
be monitored closely and continuously. Finally, in
addition to students, all key players (i.e., parents,
teaching assistants, building administrators, and other
teachers) should be instructed about the nature and
operating characteristics of the leveled behavior man-
agement system. ¢
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Ex%mﬁdm@ Critical Skills with Low
Peﬁm ers—Between-Class enemhzai'mn

by Catherine Breen and
Thomas G. Haring
University of California, Santa Barbara

This project was funded by the U.S. Office of Special
Education to allow us to investigate the problems of
teaching complex skill clusters to learners with severe
handicaps. Itis our belief that many skill deficits of our
students remain because our extant instructional
models are inadequate, not because our students can-
notlearn. Asweattempt to teach complex community
referenced skills to learners with more severe handi-
caps, we need more powerful instructional models. A
major purpose of this projectis to developa conceptual
approach to generalization that more fully analyzes
the multiple interactions that occur within and be-
tween skill clustersin order to develop aninstructional
technology that will allow learners to more spontane-
ously and independently interact with their world.

Traditional Model of Generalization

All models of instruction for learners with severe
handicaps address the problem of generalization in
one way or another. Many curriculum models deal
with the problem of generalization in a post hoc man-
ner. Thatis, after instruction of the skill has taken place
in one setting or with one set of materials, the student's
performance across other related settings and materi-
als is assessed and instruction is then added so that
competent performance is extended to all areas of
functioning that are critical for the individual. For
example, for a young adult, if instruction is imple-
mented to teach an appropriate social greeting to co-
workersat ajob site by the learner’s job coach, this skill
might subsequently be extended to the supervisor, bus
drivers,and group home workers untilallof the people
whom the student routinely encounters are included.
Thedefining characteristic of more traditional instruc-
ton is that instruction to extend performance occurs
after the skill is initially taught. Performance is ex-
' tended by teaching the student to respond to each new
condition (i.e., new people, settings, times, or materi-
als) until all critically important situations have been
included.

This traditional model of instruction has some
powerful benefits. First, it ensures that through direct
instruction, the student can respond across all critical
situations, materials, and people. In addition, it is
frequently found thatas performanceisextended from
the initial instruction of a skill, that each subsequent
training of the skill under new conditions is more and
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more rapid. Sometimes students spontaneously re-
spond correctly tonew, untaughtsituations. This would
represent a “true” form of generalization, as the re-
sponse to the novel item, person, place, or time was
never directly taught or reinforced. The model is lim-
ited, though, by several factors. First,because generali-
zation was considered after the fact, a thorough survey
of critical situations to which the student ought to
respond is frequemly missing. Thus, there may be
critical “holes” in the skill that was taught. Second, the
model is dependent on teaching each new situation
individually— it does not necessarily teach the stu-
dent to generalize in the absence of training. '

The introduction of Direct Instruction (e .g-, Becker,
Engelmann & Thomas, 1975; Engelmann & Carnine,
1982) and General-Case Programming (e.g., Homner,
McDonnell, & Bellamy, 1986; Albin & Horner, 1988)
offered a major breakthrough in creating generalized
learning outcomes for students with severe handicaps.
Following the principles of General-Case Program-
ming, the instructor first identifies a class of events,
objects, or people to which the student ought to be able
to respond correctly once training has occurred. Ex-
amples of classes of stimuli might be all colors and
types of rotary dial telephones, all same-aged peers
whoma student knows, or the range of colors and sizes
of industrial fasteners that are used for assembling a
Sears swing-set. After a class is identified the student -
is taught with one item from a class. As training
progresses, generalization probes are periodically
conducted across the other members of the class (that
are still untrained) to identify if generalization has
occurred. If generalization has not occurred, once the
firstexampie hasbeen taught, additional examples are -
trained until generalization to the entire class occurs.
Most research conducted with learners with severe
handicapsindicates thatstudents generalize tobroader
classes after training with three to five examples of a
class. An important contribution of General-Case
Programming has been the specification of guidelines
as to the order of examples trained. Training should
begin with the most typical or representative member
of a class. Subsequent training should be extended to
examples that are closer to the boundaries of non-
examples, that is, examples that are least representa-
tive of the class. By so doing, the student is exposed
initially to the most typical examples and then subse-
quently to the most unlikely examples so that the
student learns the entire range of critical examples
from a class. Finally, General-Case Programming in-




Extending Critical Skills—continued

troduces the idea that training with non-examplesis as
critical to independent living as istraining with critical
examples. For example, in teaching students to safely
cross streets, a freeway might be used as a non-ex-
ample of the class “streets that you can cross”.

In the development of the conceptual model for the
Generalization Research Project we have used Direct
Instruction and General-Case Programming as funda-
mental components of our model. However, in the
analysis of many independent living skills we have
been struck by that fact that many larger repertoires
are composed not of single classes of events, items, or
people, but multiple, interrelated classes. Thus, to
fully teach a large repertoire, multiple classes need to
be analyzed and taught. The purpose of the Generali-
zation Research Project is to develop a research and
curriculum model that deals with the interrelation-
ships of multiple classes. Although this analysis is

- somewhat more complex, the potential advantage of

this approach is twofold. First, a more thoroughanaly-
siswill potentially lead to greater degrees ofindepend-
ent living, as a more thorough analysis of skill reper-
toires is completed. Second, the model offers the po-
tential of greater overall levels of generalization as
generalization occurs both within individual classes,
and across interrelated classes.

A Model of Generalization

Our model of generalization adds the concept of
Between-Class generalization to the traditional model
of generalization. Asreviewed above, mostanalyses of
generalization look at responding within classes of
objects, events, or persons. For example, using a within-
class model, a student may be taught to appropriately
play with toy carsby trainingthe student toplay either
serially or concurrently with a broad class of toy cars
until generalization occurs within the entire class.

'General-Case programming offers a well validated

model to structure this training. However, if a broader
repertoire of play responses is desired (e.g., playing with
toy airplanes, boats, spaceships, and Teenage Mutant
Ninja Turtles), training must be expanded to include
multiple classes of toys. If the goal of instruction is to
teach the broader repertoire, the traditional model of
instruction and generalization offers little guidance.

Between-class generalization describes the gener-
alization that occurs across or between interrelated
classes of stimuli. For example, once a studenthasbeen
trained a generalized play response in the presence of
a class of toy cars, between-class generalization occurs
if the student emits a play response in the presence of
novel classes of toys (e.g., planes, boats, or spaceships)
(Haring, 1985).

In teaching broader critical skills repertoires, the
first step in the analysis is to identify all of the possible
interrelated classes and skifl clusters that comprise the
repertoire. For example, one area that we have ana-
lyzed using this model is teaching students to identify
age-appropriate items and activities that relate to their
appearance in integrated settings. We identified mul-
tiple classesof age-appropriateitemns(e.g., shirts, pants,
hairstyles, shoes, accessories, and sweaters) and then
trained students to determine which items from each
class are appropriate or inappropriate. Sufficient ex-
emplar training was conducted within each class. For
exarmnple, we firsttaughta student to be able toidentify
a class of age-appropriate pants, that is, pants that
sharepositive simuluscomponents (e.g., narrow cuffs,
zippers) and exclude negative stimulus components
(e.g., the presence of cartoon graphics or bell bottoms).
After the student learns to make generalized selections
from the first class of pants, a second class (e.g., sweat-
ers) was taught. When a student was taught to selecta
class of age-appropriate sweaters, the prior
training with pants facilitated learning the similar
(interrelated) task of judging age-appropriate items
from other classes. In this case, if a student has learned
thatcartoon graphicsare age-inappropriate on pantsit
is relatively easy to apply this discrimination to the
interrelated class of sweaters.

The primary purpose of the Generalization Re-
search Project has been to conduct a series of studies
that document the ability of learners with severe dis-
abilities to show this type of complex generalization.
As a result of these demonsirations, we have devel-
oped anapproach to generating curriculabased on this
analysis of between-class generalization.

The Between-Class Model of Generalization

Figure 1 shows a flow chart for the process that we
have validated for conducting between-class generali-

- zation training. Each step of within the flow chart will

be described so that curriculurn developers can apply
this model of generalization to other skill repertoires
needed by specific students.

STEP 1:Survey theenvironment. The firststepin the
Between-Class Generalization Model is to survey the
environment to identify broad interrelated response
clusters that comprise a skill repertoire. We have used
this model of research to develop instructional
programs for the following repertoires: toy play, age-
appropriateclothing selection, cooking mealsand snack
foods, making purchasesin communily settings, social
language useduring game playing on micro computers,
and solving problems at vocational sites.
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Extending Critical Skills—continued

Figure 1. Between-class Generalizations Model

1. Survey the Environment to Identify a Broad
Repertoire Needed by the Student to Enhance
Independent Living or Quality of Life

II. Break Broader Skill Repertoire into
Individual Classes

IIt. Designate some Classes within the Broad
Repertoire as Training Classes and the
Remaining Classes as Probe Classes

V1. Conduct Training with First Training Class

V. As Generalization Occurs within the First
Class, Conduct Probes for Generalization to
Items frorm Untrained Classes

V1. Continue Training Until Between-Class
Generalization Occurs

VI1. Train Nongeneralized Skills.

STEP 2: Break the broad repertoire into classes.
Once a repertoire has been selected for intervention,
the next step in the Between-Class Generalization
Modelistobreak the repertoireinto interrelated classes.
In many cases the division of a repertoire into individ-
ual classes is a simple process that can be done by the
identification of natural categories of objects from the
repertoire. For example, in analyzing the repertoire
that comprises appropriate toy play, toys were broken

into natural classes of toys such as boals, cars, air-

planes, spaceships, animals, human figures, and con-
struction vehicles. Each class of toys was to be played
with using different movement patterns. Forinstance,
human figures weremade to move fromside to sideon
two feet (as if walking) while animals were made to
move from side to side on four feet. Generally, the
most preferred approach to the creation of classes is to
use the natural categories of objects needed within the
broader skill repertoire. This method of classification
can be referred to as Natural Concept Classification.
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In other cases, the initial selection of events oritems
to be trained within the repertoire do not define them-
selves into obvious classes. For example, within an
analysis of cooking skills (Haring, Breen, Laitinen,
Bednersh, & Weiner, 1989), 32 recipes were identified
that would be needed for independent living in apart-
ment settings. Recipes included making hamburgers,
milkshakes, salads, sandwiches, and fried eggs. The
initial survey of recipes left us a bit bewildered as to
how to classify the recipes into classes. However, upon
closer inspection we realized that several classes of
recipes could be formed not by the identification of
traditional foed groups (e.g., meats, vegetables, or
fruits) or by types of dishes (e,g., main dishes, side
dishes, or desserts) but by the classes of appliances
needed to prepare the meals or food items. Thus, what
initially appeared as 32 separate recipes with some
overlap by group, or function within the meal was
separable into 8 classes: Toaster, Oven, Stove Top,
Sandwiches, Hot Pot, Fry Pan, Salad, and Blender.
Each class contained 4 recipes. Subsequently, when
training was being conducted we could expect gener-
alization both within classes (for example if you can
make a tuna sandwich, it will facilitate learning to
make a deviled ham sandwich) as well as between
classes {e.g., if you learn to slice cheese to make a
toasted cheese sandwich, it will be easier to learn to
slice tomatoes to make tacos). This method of creating
classes might be referred to as Functional Classification.
That is, the members of the class are grouped by
common operations needed to produce or operate
each member of the class {(Becker, et al, 1975).

STEP 3: Designate training and probe classes. The
third step is to divide the classes identified from Step
2into two groups: Training Classes and Probe Classes.
To accomplish this, each task from each class is first
task analyzed. The process of task analysis breaks each
skill to be included within the repertoire into a series of
steps needed to perform that task. In conducting a task
analysis for use in this model, it is preferable to con-
duct the analysis in the most general terms in the form
of a generic task analysis. A generic task analysis con-
sists of the overall outcomes to be obtained for each
step of the analysis. In contrast, a specific task analysis is
composed of a detailed listing of the exact responses
that are needed to do a task. A generic task analysis
contains far fewer steps than a specific task analysis
and stresses the outcome or operation to be performed
rather than the exact response topography needed.
Examples of the two types of task analyses are given in
Table 1 to illustrate the differences between a generic
and a specific task analysis.
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Table 1. Examples of Generic and Specific Task
Analyses of Hand Washing

Generic Task Analysis  Specific Task Analysis

1. Enter bathroom 1. Walk to bathroom

2. Push open door
marked Women

2. Stand in front of sink 3. Walk to sink

3. Turn on water 4. Place hand on faucet
5. Twist faucet to right
1/2 turn
. 4, Puthandsin water 6. Put hands in water
5. Putsoaponhands 7. Place right hand on

lever of soap dispenser

8. Place left hand under
dispenser

9. Pump lever with right
hand 4 times
6. Rubhands under 10. Place hands under
waler water
11. Rub hands together

7. Turn water off 12. Tlace right hand on
faucet

13. Turnfaucetofftotheleft.
8. Dry hands 14. Walk to paper towel
dispenser
15. Placerighthand onlever
16. Pump lever 5 times
17. Tear off paper towel
18. Dry hands

Onceeach task has been taskanalyzed, the resulting

- response chains are compared both within and across

tasks. To conduct the comparison, the curriculum de-
veloper looks for the same generic steps as they appear
across the separate task analyses. The chains targeted
for training should have the greatest degree of overlap
in terms of response requirements with the probe
chains.

Figure 2 shows the overlapping steps from the
generic task analyses from the 32 recipes targeted for
our study of cooking skills. The analysis indicates that
there were 17 sleps from the 32 recipes that were
shared to one degree or another across the recipes. The
task for the curriculum developer is to choose a sub-
sample of tasks for training that contain an oplimal, or
maximal degree of overlap to tasks that are not as yet
being taught. From the example shown in Figure 2, the
solid (dark) boxes that appear under the first recipes

from the Toaster, Oven, Stove Top, and Sandwich
Classes indicate that these were the four recipes ‘se-
lected for the initial training of this complex cooking
repertoire. A blank area in Figure 2 indicates that the
response was not needed in a given task analysis.
Thus, the response, “get items from cupboard” was
included on all task analyses. The response, “Slice
Hard” {e.g., objects such as hard cheese) was included
in only 8 task analyses. It was critical to select at least
one task analysis that included slicing hard objects as
a training task as it was a relatively rare response.
The ultimate decision as to which items to train and
which to probe, must be made on several factors. For

-example, we have found ithelpful to include items that

are maximally rewarding for the student within the
first item(s) trained. In addition, it is not always bene-
ficial to make the training selections “easier” items.
Indeed, generalization is frequently promoted if more
difficult chainsareselected for training, and probesare
conducted on easier chains (Horner, Albin, & Day,
1986) .

STEP 4: Conduct training within the first class.
Once the classes have been divided into training and
probe classes, training is begun. There are two general
strategies that can be used to structure the training:
Concurrent Training and Serial Training. Both strate-
gies are effective; however, our validation studies
indicate a slight advantage in generalization when the
concurrent strategy isemployed. Using serial training,
one task fromone classis targeted ata time for instrue-
tion. When the student meets the criterion for acquisi-
tion for that chain, the next task is trained from the
same class. Once all of the items from a class are
acquired (either from direct instruction or through
generalization) the first chain from the second class is
trained. As before, training continues one chain at a
time within the second class untilall chains are trained
or generalized. Training then continues through the
remaining classes. '

Inconcurrent training, four tasksare targeted (each
from four different classes) for instruction concur-
rently. Thus, within the cooking study we typically
provided one instructional session per day within

which the student completed one recipe. Thus, on

Monday through Thursday the student received in-
struction on a different recipe each day. We reserved
Friday for conducting probe trials to untrained recipes
from within or between classes. As stated above, there
is a slight increase in the overall level of generalization
when concurrent training is provided.

STEP5: Conduct generalization probes to untrained
tasks. The fifth step of the model is to conduct gener-
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‘Extending Critical Skills—continued

alization probes to untrained tasks. To conduct a gen-
eralization probe, theenvironmentshould be arranged
in a manner that simulates performance of the task
under natural, unsupervised conditions. The position
of the instructor/data collector should be as unobtru-
sive as possible. The student is given a standard cue to

begin the sequence and the observer records the -

presence or absence of responses from the task analy-
sis for thatactivity. If the student makes an error there

are two possible strategies. One strategyis to terminate

the session after a substantial error occurs (that is, an
error that would make continuation impossible).
Another strategy that can be used is to quickly and

unobtrusively “fix” the situation to allow the student -

the opportunity to continue the chain, but at the same
time, not prompting or teaching the behavior. For

“example, in teaching shopping, if a student fajls to find

anitermn to purchase during a probe, the observer might

hand the student the appropriate item (without teach-
ing him where it was located) to allow the remainder
of the chain (e.g. finding the cash register and paying)

to proceed. _
Probes are never directly reinforced. That is, feed-
back is never given to the student for responses within

the chain and the student is never rewarded at the end o
-of the chain with unnatural reinforcers, including

praise. The purpose of the probe is to determine if the
studentcan perform the skill under natural conditions.
Thus, if a task is completed during a probe, such as, the
successful purchase of a snack food, a student can be
allowed to consume that food, but only during a natu-
ral snack time, not as a specific reward for the-pur-
chase. : '

The purpose of the probe is to determine which
responses in the task are generalized—the purpose is
not to teach the task. It is important to conduct probes
in order to assess the emergence of the repertoire. Asa
rule of thumb, we suggest conducting generalization
probes one session per week across all instructional
programs. Generalization probes are critical to this
instructional model because it is only through per-
formance during probes that the emergence of the
repertoire can beseenand that the true functionality of
the repertoire can be assessed under natural condi-
tions.

STEP 6: Between-class generalization occurs. As a
result of training multiple examples from several dif-
ferent classes of tasks, between-class generalization
will begin to emerge to classes that have never under-
gone instruction. From the prior studies that we have
conducted concerning the teaching of larger reper-
toires, we know that within-class generalization typi-

cally precedes between-class generalization. That is, -
generalization is observed first within those classes
that have received training. After training has pro-

- ceeded through several classes, generalization is typi-

cally seen to classes where no instruction has taken .
Place. The degree of between-class generalization that " -

can be expected is strongly related to the nature of the
repertoire and the classes needed within the reper-

" toire. For example, in the cooking study described

earlier (see Figure 2) four task sequences were taught
(one sequence from each of four classes). The dark
boxes indicate generic skills that were trained. As

'Figure 2'indicates, the training of 4 task analyses -

represénts téaching 13% of the generic skills. Four

.additional classes never received whole chain train-

ing. The light grey boxes indicate skills from those
sequences that were generalized as a result of training
within the first four task analyses. Thus, there was an

‘overlap of generic skills from these 4 task analyses to

the remaining 28 task analyses. The advantage of this
systemn can be seen in Figure 2 by examining the level
of generalization observed. That is, 78% of the skills
generalized, on the basis of having trained 13% of the
skills. After training 13% of the skills, the student was -
able to take the individual skills trained withina small
sample of recipes and recombine them iniguchia way
that he ¢ould successfully cook a broader sariple of

- recipes. ‘Only an additional 9% the skills required

training in order for the broad repertoire of cooking 32 -
recipes to be functional. -

. ‘STEP 7: Train remaining nongeneralized skills. As
the analysis above indicated, there is nearly always a
sub-setof “residual” skills that require follow-up train-
ing. Inthe data from Figure 2, this subset wasmade up
of9%of the total, or 7 skills. The first step in conducting -
the training of nongeneralized skills is to identify those
that are shared across multiple task analyses. Once
these skills are identified, the teacher trains each skill
inisolation, that is, not within the natural sequence, to
criterion. The sequence in which the skill is contained
is then probed. The next nongeneralized skill is then
trained independently to criterion and so on. A good
example from Figure 2 is slicing hard objects. Al-
though this was trained from one task analysis, the
skill only generalized to three other sequences and
could not be performed on four sequences. The strat-
egy we used then was {o conduct massed practice
training for slicing hard objects. To do this, hard iterns
wereidentified whichrequire slicing. The student was
taught to slice these items until the studentwas able to
successfully slice a variety of hard objects. Therecipes
whichshowed errorsin hard slicing were then probed.
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Summary

The instruction of complex repertoires of interre-
lated skills is an important area for current research
and practice for learners with severe disabilities. The
purpose of the Generalization Research Project is to
provide both generaland specific guidelines in design-
ing curricula and instructional programming that can
capitalize on this technology. The conceptual model of
the project is an outgrowth of Direct Instruction and
General-Case Programming in that the instructional
- principles outlined from these approaches are used to

analyze the stimulus control of generalized respond-
~ ing within classes of stimuli and responses. The pro-
cedures outlined in General-Case programming are
extended to analyze the potent1a1 interrelationships
across classes. An advantage of designing instruction
around larger repertoires of interrelated classes of
. responding is the “multiplier” effect that occurs as
responding is extended both within classes and be-
tween classes. Given the learning deficits of most
students with severe handicaps, such a technology is
crucially needed to promote maximum degrees of
independent living in typical community settings. ¢
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Teaching Svyilogistic Reasoning Skills Using
Computers—Eiffects of Adding Logic Diagrams

by Bonnie Grossen
Douglas Carnine
University of Oregon

In spite of an abundance of discussion about think-
ing skillsin theliterature, cornparatively little research
has been done on interventions for teaching thinking,.
Most of the available research on thinking skills inter-

* ventions targeted global programs (Segal, Chipman, &
Glaser, 1985).

Studies of global programs usually fail to distin-

guish tedcher variables from programvariables (Brans-
ford, Arbitman-Smith, Stein, and Vye, 1985; Savell,
Twohig, & Rachford, 1986). They also fail to identify
_ critical skills in a global program. Sternberg (1985)
points out that studies of global programs do not
indicate what kinds of changes are needed in order to
make training in thinking skills more effective. He
advocates a component-by-component investigation
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into thinking skills. There is considerable controversy
over whatcomponentsare critical to intelligent behav-
jor. At one extreme, Perkins (1985) believes that no
non-context-bound strategies are worthy of instruc-
tion. On the other extreme, Guilford (1977) identified
150 components of intelligence for instruction. The
present study targeted one of the two components
identified by Aristotle—syllogistic reasoning.
Similar to the component-by-cormnponent investiga-
tion of thinking skills advocated by Sternberg (1985),
Dansereau (1985) advocates a “strategy science” to
determine the relative contribution of each “facet” of
aninstructional strategy. One important facet of strat-
egy instruction is the level of processing required
(Craik & Lockhart, 1972). In summarizing theresearch
on comprehension strategies, Anderson and
Armbruster (1984) found that a "deeper level” of proc-
essing, when it is comnpatible with the criterion de-
mands of the task, results in better learning. “Depth”
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of processing refers to the extent to which the student
is involved in constructing or producing a response,
such as reorganizing content in notes, underlining,
sumnmarizing, outlining (Anderson & Armbruster,
1984).

The literature on syllogistic reasoning has been pri-
marily descriptive in nature. This research has found
some problem types are consistently more difficult
than others (Begg & Denny, 1969; Woodworth & Sells,
1935). In the problem-form dimension, evaluating
given conclusions for evidence (critiquing) is more
difficult than forming conclusions for evidence. In the

validity dimension, invalid syllogisms are more diffi- .

cult than valid ones. In the part-whole dimension,
syllogisms with a some statement (particular state-
ments) in them are more difficult than syllogisms with
only all or no statements (universal statements).
There is little research on instructional interven-
tions for teaching syllogistic reasoning to children.
Only three intervention studies could be found in the
area of syllogistic reasoning (DeLeeuw, 1983; Collins,
Carnine, & Gersten, 1987; Collins & Carnine, 1988).

. Coincidentally, all three studies were similar to the

present study in that they: (a) compared interventions
without having a no-treatment control, (b) tested just
one facet of the strategy, and (c} delivered instruction
via computer. An overall effective instructional strat-

- egy for teaching syllogistic reasoning was not pro-

vided by these studies. In the DeLeeuw study (1983)

- the performance of both treatment groups was no

better than chance. In both the Collins et al. studies
(1987, 1988), the post scores were better than chance,
but were attained on measures suspect of a back-
ground knowledge confound.

The present research investigated: (a) a facet of the
depth-of-processing variable—the importance of
having students diagram their thinking process when
learning a strategy for syllogistic reasoning, (b) the.

“overall effectiveness of the instruction in teaching

syllogistic reasoning, (c) the interaction of the com-
plexity of the reasoning task with instructional effec-
tiveness, and (d) the contribution of instruction in a
specific thinking skill—a strategy for syllogistic rea-
soning—to overall thinking by measuring transfer
effects.

Students

Prior to instruction, 31 high school learning-dis-
abled students were assessed for mastery of basic
reading skills necessary for the computer program.
For assignment to treatment, students were paired

teasoning Skills—continued

based on total achievement scale scores from the Cali-
fornia Achievement Test (CAT) and then randomly
assigned to the diagram-drawing response (DR) treat-
ment or-to the treatment with only a key punch as a
response (CAI). There was no significant difference
between the final treatment groups on the CAT scale
score means; 520 (SD = 49) for the DR group and 514
(SD = 52) for the CAI group, #23) = .25. The mean
corresponded to a sixth-grade equivalent. The percen-
tile score equivalents ranged from 3 to 39,

Out of the original 31 students, 25 completed the
posttest (see Table 1 for descriptive information) and
24 completed the maintenance test (given two weeks
after the last day of instruction). Subject attrition
resulted from a variety of sources: two subjects were
arrested for armed robbery and incarcerated: one
subject wassuspended forinappropriate behavior and
subsequently dropped out of school; one subject’s
father died suddenly and after extended absence
needed the time for help in other academic areas; two
subjects in the CAI treatment quit in frustration at no
longer being able to meet the criterion for proceeding

Table 1. Number of Subjects Completing the Posttest
by Sex, Grade in School, and Experimental Treatment

Grade in School
9 10 1 12
Treatment  Boys Girls Boys Girls Boys Girls Boys Girls

"DR 5 1 2 0 g 3 1 1
CAI 2 0 3 1 2 1 1 2

Note. Included in these data is one tenth-grade boy in
the CAI treatment, who did not complete the mainte-
nance test.

through the program An additional student was not
available for the maintenance test: he dropped out of
school and could no longer be found, not even by his
parents.

Materials

A strategy was developed for use in the present
study, which involved a set of rules for drawing Euler-
type diagrams of the relationships between classes.
Because the strategy required only one diagram for
both of these determinations (up to 14 can be required
using the standard Euler strategy), and because the
steps for drawing the diagram were rule-based and an
attempt was made to fully specify these rules in the
instruction, this strategy would best be called algo-
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Figure 1. The 10 FPossible Forms for Syllogisms
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rithmic. The fact that the performance of the algorithm
group was near perfect in drawing diagrams in the
DeLeeuw study indicates that an algorithm can be
effective. The particulars of the present algorithm
were based on Theory of Instruction (Engelmann & Car-
nine, 1982), a direct instruction approach. Judy, Alex-
ander, Kulikowich, and Willson (1988) found that
direct instruction in an analogy strategy was more
effective than an inquiry approach for both gifted and
nongifted sixth-grade students on both posttests and
transfer measures.

Figure 1 illustrates the ten possible forms of syllo-
gisms with all the possible conclusions, valid and
invalid. Of the ten forms in Figure 1, only the firsteight
were tested in the measures. Evidence forms 9 and 10
resultinavalid “particular-negative” conclusion, which
involvesa level of complexlogical thinking beyond the
scope of this research. The diagrams subjects were
taught to draw in the algorithmic variation of the Euler
method are underlined in Figure 1.

The instructional computer program, common to
both treatments, was developed around established
principles of instructional design and was presented
using the Direct Instruction Authoring Language
(DIAL) (Carnine & Engelmann, 1987). The logic strat-
egy was presented insmall steps, each one practiced to
a criterion of 80%. 1f the criterion was not met, extra
practice was automnatically provided in special rermne-
diation loops of additional explanations, practice in
smaller steps, repeated trials, or extra questions.
Explanations were pilot-tested twice and thoroughly
reviewed for clarity in communicating rules and ex-
amples and included frequent checks for understand-
ing.

Elaborated corrective feedback, matched to specific
errors, or confirration of correct answers was pro-
vided immediately after each student response. Feed-
back was aiso provided on accuracy levels for sets of
questions. Specific positive feedback for high first-
time success and notification when remediation loops
were consequently being skipped were given.

The material differed in only one way. In the
diagram-drawing (DR) treatment, subjects were pre-
sented with a question, after which subjects drew the
required diagram on paper and pressed “enter.” The
computer then displayed diagrams in multiple choice
format, against which the drawn diagram was com-
pared and the matching diagram selected. The CAI
program treatment, in contrast, simply presented the
multiple choice diagram options immediately follow-
ing each question.

The 64-lesson logic program was contained on 7
floppy disks. Each subject worked through the lessons
at a computer using MS-DOS with a color monitor.,

Procedures

From1 to 10 subjects worked in the same classroom
location and were monitored consistently. Subjects
understood that, depending on the luck of the draw,
some would just use the computer, others would use
paper and pencil as well. To ensure the cooperation of
subjects in both treatments and treatment fidelity, a
verbal and token system was implemented to rein-
force subjects for recording the time started and the
time finished, for following the instructions of the
respective treatments (e.g., drawing diagrams), for
working hard (e.g,, Joe hasn't looked away from his
screen since he started), for reading carefully, and for
getting things right the first time.

All monitors were instructed to provide assistance
when subjects were discouraged, working slowly, or
off-task by orally reading the screens to subjects. No
extra explanations or assistance in choosing the correct
response was allowed. If subjects were extremely
frustrated, the monitors were allowed to recite expla-
nations or rules, using the wording from the program.
No unique teacher-mediated explanations were al-
lowed. Monitors were also asked to distribute their
assistance, and to move from subject-to-subject regu-
Iarly as they closely observed the subjects working.

If subjects remained off-task after the monitor be-
gan reading the screen orally and reinforcing work
efforts, monitors “signed the student out” on the stu-
dent time data sheet and told the subject that he or she
couldsigninagain when s/he wasready to work. This
more extreme consequence was rarely required.

At the end of the program the posttest and transfer
measures were administered over a two-day period.
Exactly two weeks after the last day of instruction, a
parallel-form posttest and one transfer measure (ir-
relevant premises) were administered.

Measures

A preskill measure was administered to assess
subjects” competency in the lowest level of logical
skills that were to be taught. Three groups of depend-
ent measures assessed performance on: (a) simple
transfer to new problems presented in a non-CAI
context using the same format as used in instruction,
(b) ransfer to sets of new problems in new formats in
which the Jearned logic strategy could only be applied
with creative modification, and (c) transfer to sets of
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thinking tasks in which the logic strategy would have
no direct application (far transfer).

.. Preskill Measure

The pretest contained four items that sampled the
class-reasoning tasks to be taught in the instruction
(practiced forms), and four items that contained irrele-
vant premises (a creative transfer form). All eightbasic
syllogistic forms (types 1 through 8 from Figure 1)
were represented in the eight-item test.

Mean scores on the pretest for the DR and CAI
groups were at a chance level, 2.46 and 2.62, respec-
tively. There were no significant differences between
the two groups, #23) = .27.

Simple Transfer

A 13-problem pencil-and-paper test (alpha reliabil-
ity = .86) contained two problem formats that had been
practiced in the instruction—8 problems involved
forming a conclusion from each of the eight basic
forms of evidence (types 1 through 8 from Figure 1),
and 5 problems required subjects to critique given
arguments. Arguments with incorrect conclusions
required two responses {judging the conclusion incor-
rect and giving the correct conclusion) and correct
conclusions required only one response (agreement).

For further analysis of student performance the
measure was divided into subscales of easy and diffi-
cult problem types along three dimensions: the prob-
lem-form dimension, the validity dimension, and the

Table 2. Alpha Reliability and the Number of
Responses for the Subscales of the Posttest

Dimension Subscale Alpha Number of
' Responses
Problem Form
Forming Conclusions 66 8
Critiquing {(atmosphere) .84 9
Validity
Valid 74 7
Invalid .78 10
Part-whole '
Universal 54 7
Particular 83 10

part-whole dimension (see Table 2). The forming
conclusions, valid, and universal subscales are easier;
the critiquing, invalid, and particular subscales are
more difficult. Internal consistency reliabilities were
computed for each of the subscales using a group of 64
subjects (25 experimental and 39 non-experimental).
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An example problem from the forming conclusions
subscale follows: :
All B's are K's.

You know that
All N's are K's.
What else do you know?

A.AllN's are B's.
B. AllB’sare N's.
~ C.Some B’s are N's.
. D.No B’sare N's.

E. No definite conclusion :

The correct answer is E. This problem is also a
member of the invalid subscale, because there is no
valid conclusion, and a member of the universal sub-
scale because all of the statements begin with the first
word all (or no).

The following problem is an example of one of five
problems in the critiquing subscale:

Here is George's evidence:

All Animals are Heterotrophic.
All Animals are Eukaryotic.

Here is George's conclusion:

All Heterotrophes are Eukaryotic.

Check George's conclusion.

Is George's conclusion correct?

If not, what is the correct conclusion? .

George's conclusion is not correct. The correct
conclusion is “some heterotrophes are eukaryotic.”
This problem is, therefore, also a member of the valid
subscale, because there is a valid conclusion, andisa
member of the particular subscale, because one of the
statemnents, the conclusion, begins with the first word
some.

A parallel-form posttest was also administered to
both groups via computer at program completion. No
diagrams were presented, just as no diagrams were
present on the pencil-and-paper test.

Transfer Requiring Creative Modification of the
Strategy

Measures of transfer requiring creative modifica-
tion assessed student performance on sets of problems
in three unpracticed formats in which the learned
strategy could be applied in a modified form by: (a)
using three relevant premises to form a conclusion
(three-premise evidence, alpha = .82), (b) finding rele-
vant evidence for a desired conclusion from a set of
two relevant and six irrelevant premises (irrelevant
premises, alpha = .65), and (c) forming conclusions
from evidence embedded in a naturalistic context
(audio tape, alpha = 48).

Syllogisms with three-premise evidence. Eight
problems comprised the three-premise evidence
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measure, four multiple-choice items and four free-
responseitems. Evidence withthreerelevant premises
involved making a subconclusion with two premises
and then using the subconclusion and the thirc prem-
ise to form a final conclusion. Subjects had no practice
in forming subconclusions in order to reach a desired
conclusion. ‘

Inthe following exampleofa free responseitem, the
three possible conclusions are: (a) all poison oak are
anacardiaceae, (b) all rhus are “cashews,” and {c) all
poison oak are “cashews”:

All thus are anacardiaceae.

All poison oak are rhus.

All anacardiaceae are members of the cashew fam-
ily.

What conclusions can you make? Write them:

Care was taken that the conclusions that could be
made about the familiar classes would be contrary to
common knowledge (e.g., all poison oak are “cash-
ews,” and all apple plants are “roses”).

Irrelevant premises. The following factually-loaded
science passage containing both familiar and obscure
classes was selected from a college biology text (Arms
& Camp, 1982, p. 315).

All members of the plant kingdom are eukaryotes
and have cell walls that contain cellulose. Most contain
chlorophyll and carry on photosynthesis inside chlo-
roplasts, although a few species have lost their chloro-
phyll and obtain all of their nutrients by absorption.
The plant kingdom includes the multicellular algaeas
well as all the familiar multicellular land plants—the
mosses, ferns, grasses, shrubs, and trees.

In a pilot study, it was found that finding subject-
predicaterelationshipsinunfamiliar material was very
difficult. To teach this skill would require extensive
grammar instruction not directly related to reasoning
skills. So instead, to preclude interference by lack of
this skill, the above science passage was not presented
to the student; rather it was rewritten in the form of a
fact list of simple sentences to include the information
needed to make eight conclusions in the eight basic
forms (types 1 to 8 in Figure 1). The following is the
example fact list:

No plants are animals.

All plants are eukaryotes.

Plants also contain cellulose.

Most plants contain chlorophyll and can carry on
photosynthesis.

Multicellular algae is a plant.

All mosses, ferns, grasses, and trees are plants.

Al] aves are eukaryotes.

No monera are plants.

An example problem follows:

What else MUST be true?

A. All grasses are eukaryotes.

B. All eukaryotes are grasses.

C. Some eukaryotes are grasses.

D. No eukaryotes are grasses.

E. No definite conclusion.

A parallel-form measure was constructed using the
animal kingdom in place of the plant kingdom. The
same sentence structure was maintained with the same
placement and balance of obscure to familiar classes.
An additional analagous passage from the content
domain of law was also designed.

Audiotape measure of every day problems. A setof
five naturalistic dialogues, each with two correspond-
ing questions, were developed and recorded on audio-
tape. The following is the text of one of the recorded
dialogues:

A: Ican’tfind the books I borrowed from Paula. T've
looked all over. 1 have to give them back to her
tomorrow. .

B: I'll help you look. ]

A: Oh, thanks. They're all science fiction books.
Paulaisa

real science fiction fan.

B: Here’sa box of books. Here’s a math book and a
bunch of music books. That’s about it.

These two questions were asked regarding theabove
dialogue.

1. Do any of the books in the box belong to Paula?

a. Yes b. No c. Maybe
2. Do all of the books in the box belong to Paula?
a. Yes b. No c. Maybe

The correct answer for both questions above is “b.
No.” Finding subject-predicate relationships in famil-
iar material was not so difficult, so the naturalistic
form was maintained on this ten-item measure.

Far Transfer '

Two measures of far transfer were developed. One
was derived from the nonverbal classification portion
of the logic subtest of the California Test of Mental
Maturity (CTMM) and required subjects to select an
item from an array of four pictured items which best fit
with a class of three pictured items. The other was
from the New Jersey Test of Reasoning (Shipman,
1983). Items were selected from the New Jersey Test
which required subjects to determine assumptions or
evaluate judgments. Because no reliability data were
available on the nonverbal portion of the CTMM logic
subtest, internal consistency reliability was calculated
for the CTMM ( alpha = .58), as well as for the items
borrowed from the New Jersey Test { alpha = .39).

Direct INsTRUCTION NEWS, SPRING, 1989 31




Teaching Reasoning Skiilsi-;contmed

‘ Results and Discussion
Simple Transfer

Do students who diagram their thinking process
score higher on the test of simple transfer to penciland
paper than students who view diagrams of the proc-
ess? Are the effects maintained over time?

A 2 x 2 analysis of variance was performed on the
post and maintenance tests of simple transfer to pencil
and paper. .

There was a significant main effect for treatment (p
< .03), indicating that students using a diagrammatic

‘response performed better at both testing occasions
(see Table 3). The effect for time of test approached
significance (p = .065), indicating a non-significant
drop for both groups. There was no interaction. All
DR subjects (100%) drew diagrams and 69% of the CAI
subjects drew diagrams. The CAI subjects gave “I
don’t know how” or “I can’t” as the reason for not
drawing diagrams.

Table 3. Means (M), Standard Deviations (5D}, and
Mean Percent Correct Scores (M%) on the Post and
Maintenance Tests

Posttest Maintenance
Test
ResponseForm N M SD M% M SD M%

DR 13 109 34
CAIl 11 78 45

64 98 44 58
46 62 46 36

Performance did not deteriorate significantly over
the two-week maintenance interval. The strategy used
in this study seemed to be more easily remembered
than the algorithm used in the DeLeeuw study (1983),
whereperformancedeteriorated to pretestlevels within
two days.

Students who diagrammed significantly outper-
formed students who viewed diagrams. This finding
corroborates the finding of Barron and Stone (1974)
that having students construct diagrams of vocabu-
lary relationships between words contributes to learn-
ing. Thetask in the Barron and Stone study was similar
to this one—it required subjects to diagram relation-
ships based on class inclusion (an all relationship) and
class exclusion (a no relationship) in a heirarchical
form. ‘

In contrast, a study by Griffin (1987) required sub-
jects to place the headings and subheadings of a his-
tory passage in a heirarchical diagram form. Besides
the different type of content, an important reason for
no effect from this instruction may have been that it
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actually did not require the deeper level of processing
necessary to make a difference. When the headings
and subheadings were already present, the task of
placing them into a graphic form may have actually
been quite superficial.

An important feature of effective student-constructed
responses seems to be the extent to which students mentally
reorganize the material and make decisions about how fo

© placeitin thediagram. Simply reorganizing the material

by placing it in a new location may not cause very
“deep” processing.

In regard to computer-assisted instruction, the
combination of a pencil-and-paper response with the
computer may be generally more powerful than a
simple key-punch response. The tendency toward
better on-task performance with a computer
(MacArthur, Hughes, Melouf, & Harris, 1987) com-
bined with the deeper level of processing that may be
required by a free-response form or generally by a
pencil-and-paper response may be significant.
Learning Time and Numberof Questions

Do students who diagram their thinking process
need (a) more instructional time to reach mastery, and
(b) fewer trials to mastery, than subjects who simply
view the diagrams?

A t-test was performed on the total amount of
instructional time required by the two groups to
complete the program. No significant difference be-
tween the DR treatmment mean of 13 hours 10 minutes
(SD = 4.73) and the CAl mean of 12 hours 40 minutes
(5D = 2.75) was found, {#(24) =.23. A I-test was then
performed on thetotal number of questions each subject
repeated in order to reach the mastery criteria in the
program, 214 forthe DR group(SD =51) and 287 for the
CAI group (5D = 106). There was a significant
difference, #(24) =2.17, p= .035.

While the DR group spent extra time drawing dia-
grams, the CAI group spent extra time responding to
remediation items. The extra time seemed compa-
rable. The fact that more students (9 vs. 2) in the DR
treatment said they liked the instruction because they
learned more, lends additional support to the conven-
tional wisdom that extra time would be better spenton
a deeper level of processing than on answering reme-
dial questions.

The DR group attained a posttest mean score of 64%
(SD = 20%). This score was significantly better than
chance (p = .005). Before instruction subjects per-
formed at a level no better than chance: M = 30%, SD
=17%, p = .2.

The pre-post gains were also evaluated by a t-test
comparison. Posttest performance was significantly
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Table 4. Descriptive Statistics and Résul't‘sj_o'f
Correlated t-tests Comparing DR Performance (N

= 13} on More and Less Difficult Prqbleﬁj'fypes !

Dimension Subscale M -SD t .. p

Validity - ..52. .61
Valid (easy) 67 .23 . ...
Invalid (hard) 62 26 . . ..

Whole-part ‘ 1.85 .08 -
Universal(easy) 74 21 -
Particular (hard) 58 23

Problem form
Forming Conclusions

8440
(easy) ‘ 61 26 .

better than pretest performance, #(24) = 4.5, p = .001.
Themagnitudeof the pre-post gain wasnearly equal to
twostandard deviation units(1.8), representing a large
magnitude of effect. ' T

The learning-disabled subjects in this study were"
able to achieve better-than-chance scores and signifi-
cant pre- to posttest gainsonlogical thinking problems

- that could not be solved using common background

knowledge (Collins and Carnine 1988).

Todetermine whethertypical error patternsinlogical
thinking, as established by descriptive research (Begg
& Denny, 1969; Woodworth & Sells, 1935), were
changed by the instruction, the variability in the DR
group’s performance across these problem types was
examined. K

The performance of the DR group (N = 13) on the
more difficult subscale was cornpared to the less diffi-
cult subscale in each of the three dimensions (see Table
4). There were no significant differences in perform-
anceon more versus less difficult problem types inany
of the'three dimensions. . :

As a quasi-experimental gauge of the overall effec-
tiveness of the instruction, the DR group's perform-
ance was compared with a group of college students
from three education classes (N = 25), and with a high
school sophomore honors class (N = 15) composed of
a majority of students who had been classified as

 gifted: “There were no significant differences among
the three groups (see Table 5). '

- Thegroupoflearning-disabled subjectsin this study

wasableto achieveatlevels equivalent to high-achiev-

* ing populations ds a result of learning a specific strat-

egy for logical thinking.

The more difficult problem types of invalid syllo-
gisms, syllogisms with a particular premise or conclu-
sion, and syllogisms requiring eritiquing were greater
discriminators of the treatment effect. Subjects re-
quired to diagram their thinki ng during instruction
(DR} significantly outperformed the non-writing treat-
ment (CAI) only on the more difficult logic tasks. No
significant differences were found on the less difficult
problem types, although the DR group outperformed
the CAI group on these, too.

Transfer Effects

Do the students who diagram during instruction
: delivered via computer, trans-

Table 5. Means, Standard Deviations, Mear Percent Corfect Scores, and
Effect Size for Group on More and Less Difficult CR Subscales for DR,

College, and Gifted Group Performance

fer use of the learned strategy to
pencil-and-paper problems bet-
ter than students who view dia-
grams?

Problem Type At-testcomparing themeans

. ' of both treatment groups on the

Easy Difficult - Group Effect parallel-form computer version

Dimension Group M% 5D M%  SD P p of the posttest was performed.
cae : There was no significant differ-
Validity DR 67 23 62 26 20 82 ence on the computer version.
CPfllege 61 21 60 32 In contrast, there was a signifi-

Gifted 64 21 64 41 cant difference between treat-

Who‘le-part DR 74 21 58 24 11 90 nents on the pencil-and-paper
Cgllege 77 23 48 29 version of the posttest {p =.04).

Probl ‘ , Gifted 76 31 55 34 This finding supports Salomon
roblem Form gRll : 63 ;5 61 26 185 43 and Perkins’ (1987) contention
G?f’teege 28 25 gg gg ' that varied practice thatsamples

df = 2,50

widely the circumstances that
are targets for the transfer re-

sults in better transfer.
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Do students who diagram their thinking process,
creatively modify the thinking sirategy better than
students who view diagrams?

A multivariate analyses of variance performed on
this set of transfer measures resulted in a non-signifi-
cant result. However, both samples scored signifi-
canfly better than chance. Scores significantly better
than chance indicate that both instructed groups were
able to transfer to some extent, because pretest levels
were at chance.

The extent to which a subject will transfer application
of a skill to new problem types can only be evaluated
if the subject learned the skill in the first place. To
determine whether subjects transferred their use of the
learned logic strategy to new problem types, subjects
were regrouped into two samples, a sample who had
Jearned the logic strategy and a sample who had not
learned it.

Scores on the post and maintenance measures were
averaged for each subject. A natural dichotomy was
found in their scores. Subjects with an average score
greater than 65% were placed in the proficient sample,
subjects with an average score less than 35% were
placed in the non-proficient sample. One subject, who
scored in the midrange, was eliminated. The average
score of the proficient sample was 74%. A chi-square
indicated that significantly more proficient subjects (9)
were from the DR treatment.

The proficient sampleattained a significantly better
than chance score on the three-premise-evidence meas-
‘ure(p<.01),and itsmean was significantly higher than
the mean of the non-proficient sample {p < .01). The
proficient sample was able to modify the learned strat-
egy into one that could be used with evidence with
 three relevant premises. All of the subjects in the
proficient sample drew diagrams, compared to only
58% of the subjects in the non-proficient sample.
Analysis of the diagrams indicated that subjects uni-
versally modified the learned three-class diagram-
drawing strategy to draw afour-class diagramto solve
the problem, rather than finding the solution in two
steps.

- Scores on the audiotape measure for both the profi-
cient sample (M = 71%) and the non-proficient sample
(M = 64%) were clearly the highest of all the creative
transfer measures. Both scores were significantly better
than chance {p < .02). However, there was no signifi-
cant difference between the means of the proficient
and non-proficient sample.

The three irrelevant-prentises measures were parallel
in form, buthad varyingresults. The proficientsample
did not score significantly better than chance on the
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first irrelevant-premises measure (the law measure),
but did on the two later irrelevant-premises measures
(the science posttest and maintenance test). Only 25%
of the proficient sample drew diagrams for the first
measure (law). After having taken the three-prentise
measure, 75% and 50% of them drew diagrams for the
second and third measures, respectively. Virtually
none of the non-proficient sample drew diagrams on
these measures. .

Diagrams drawn by proficient students on the sec-
ond and third measures revealed that subjects used
three different strategy modifications for dealing with
the irrelevant premises problems. One subject used
the most efficient strategy, which is to look at the
classes in the conclusion, then find the relevant prem-
ises and diagram those to find the needed conclusion.
The most common strategy was to draw one large
diagram of all the premises and attempt to then find
the relevant conclusions as needed. -

There was no evidence that far fransfer had oc-
curred, because sample differences were, at most,
simply maintained during instruction.

Conclusions

From analyses of the data from this experiment the
following conclusions seem warranted:

1. Use of a required diagram-drawing response in
instruction in a logical thinking strategy is more effec-
tive than no drawing, for improving the performance
of learning-disabled subjects on more complex logical
problems. 7

2. Requiring this written response involves no cost
in instructional time, because the learning-disabled
students require significantly fewer items to reach the
mastery criteria specified within the program.

3. Teaching learning-disabled students a strategy
for logical thinking can bring their logic performance
to a level that is equivalent to high-achieving popula-
tionsand can eliminate typical error patterns that have
been observed in normal populations.

4. The effect of diagraming was more apparent with
more difficult tasks. ’

5. For learning-disabled students instructed in a
strategy for logical thinking, the strength of transfer is
a function of problemsimilarity. Spontaneous transfer
diminishes as the new problem types increase in dis-
similarity to the instructed problem forms.

6. Teaching learning-disabled subjects a strategy
for Jogical thinking can resultin spontaneous transfer
of the strategy to new problem types which require
creative modification of the strategy.

7. The computer medium is particularly suited toa




Teaching Reasoning Skills—continued

“strategy science” approach to strategy reseach. Seem-
ingly minor components of instructional design can be
investigated with greater fidelity to treatment by re-
- ducing the influence of teacher-personality variables.

8. The computer can be used effectively to teach
very complex skills. ¢
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SRA Corrective Reading, the remedial
reading prograr that works ... now works better!
Corrective Reading— SRAs highly acclaimed
remedial reading program that turns reading
failures into successes — is now more effective

_  than ever. : '

Corrective Reading Decoding and Corrective Reading Comprehension
have been newly revised to encompass the special features that teachers have
asked for. |

In Corrective Reading Decoding: new story reading procedures and
student workbooks enhance comprehension; daily timed readings improve
decoding rate and fluency; and printed word lists in student books eliminate
the chore of writing long lists on the chalkboard.

In Corrective Reading Comprehension: revised placement procedures
ensure student success from the very beginning; fact games give students
additional practice with important facts and rule applications; and mastery
tests provide teachers with solid, ongoing assessment information.

Corrective Reading, Teachers all across the country have used these

 structured programs to give problem readers one last chance. For many

students, their last chance has been their best chance of all.

To find out more about Corrective Reading, mail the
coupon to: SRA, 155 North Wacker Drive, Chicago, IL 60606; PERGAMO N
Attn: School Division Marketing Department.

Corrective Reading shatters the myth!

rn—“—“_-ul‘——__—“__n—n_—#_—“——“““_j

D Yes, 1 want 1o know more iubout the newly revised version of Name l

I sjAs Corrective Reading, Piease send me a brochure, . ' i

Address

1 D Pease sendl me a 1988 Schoo! Catalog. i

| Schoet 1
D Please have an SRA Representitive conlacl me.

_ _ City, State, Zp {

D v like information sbou Direct Instruclion rainimg work- Gool time i

shops on Corrective Reading and oiher programs. Telephone # o cull
Ll—ﬂ——““_—ﬂ—_-“_—'n_#— ____________ J
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UMMER SESSION ‘89
NIVERSITY OF OREGON

1989 U of O Summer Session Bulletins
are available now!

- summer sesslon runs June 19 - August 11 Get your FREE Copy :

- short courses and weekend seminars call or write:

focusing on teaching skiils and Issues

begin throughout the summer Unlversity of Oregon Summer Sesslon

333 Oregon Hall

- no formal admission required Eugene, Oregon 97403 -
503-686-3475 - 800-524-2404

Eighth Annual Summer Conference

Technology in Education: Expanding Teacher Effectiveness ||

Z

£
45@9 July 6 -7, 1989

Eugene Conference Center - Hilton Hotel Complex
Eugene, Oregon

Topics Include: ‘
« Computer Career Information » Teaching About Computers Without Computers;
» Computers as a Teaching Tool * Hypercard & the Digestion System
» Telecommunications in Education » ERIC Searches with CD-ROM
» Apple Midi Interface - = Apple - Mac File Transfers
= Computer Assisted English * Cultural Dimensions of Educational Computing

PLUS! Publlc Domain Software Access]

Postconference Hands-on
Microcomputer Workshops: July 8 & 9, 1989

» Beginning Appleworks * Advanced Appleworks

= Microsoft Works for Teachers » Video production with Apple -
» Hypercard = Problem Solving Across the Curriculum

Academic Credit Avallable!
Call for more Inforimation and a conference brochure:
inside Oregon toll-free 1-800-824-2714, outside Oregon 503-686-3537
University of Oregon Continuation Center 1553 Moss Street, Eugene, Oregon 97403
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Basic SKILLS IN | _ 7 |
A Vipeo TraiNiNG PrROGRAM FOR EFFECTIVE
TEACHING SKILLS

These 3 lessons show skilled teachers demonstrating effective teaching tech-
niques with a variety of students and a range of instructional materials. The
lessons are designed for individual use by novices o Direct Instruction, but can
be used by supervisors or teacher trainers to illustrate effective use of Direct
Instruction technigues. Video examples demonstrate correct and incorrect use of
teaching skills with small groups of low-performing students. In the workbook
that accompanies the video presentations, the viewer has the opportunity to
practice the skills presented. Skills are reviewed cumulatively throughout the
lessons. :

" Overview of Lessons:

Lesson 1, Pacing and Signaling {25 minutes)

¢ Presenting scripted material with enthusiasm ,
e Moving quickly through lessons to cover more material and maintain student attention

e Using signals to increase teacher-student interaction rate '

Lesson 2, Motivation {30 minuies)
e Setting clear behavioral and academic expectations
e Providing consistent feedback
e Using group management systems to increase student motivation

_Lesson 3, Corrections {30 minutes)
e Correcting errors immediately and effectively
e Using a standardized correction procedure 10 remediate student errors, regardless of
instructional materials '

Cost: $75.00 per lesson (includes trainer guide and 1 workbook)
$200.00 for set of three lessons
$3.00 per extra workbook ($9.00 for a set of 3)

To order, send your check or purchase order to:

Association for Direct Instruction
P.O. Box 10252
Eugene, OR. 97440
(503) 485-1293
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ADI MATERIALS PRICE LIST
| Theory of Instruction '

: - Siegfried Engelmann & Douglas Carnine , : |
Membership Price $20.00 - List Price $25.00 B

Direct instruction Reading

Douglas Carnine & Jerry Silbert
Membership Price $24.00 | List Price $30.00

Direct Instruction Mathematics

Douglas Carnine, Marcy Stein & Jerry Silbert
Membership Price $24.00 List Price $30.00 .

Teach Your Child To Read in 100 Easy Lessons

Siegfried Engelmann, P. Haddox & E. Brunner
- Membership Price $12.00 List Price $15.00

Generalized Compliance Training

_ Siegfried Engelmann & Geoff Colvin |
Membership Price $16.00 List Price $20.00

Structuring Classrooms for Academic Success

S. Paine, J. Radicchi, L. Rosellini, 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 listed 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. Orders are to be paidin U.S.
Funds, in advance. Purchase orders are also accepted. Please allow 4 weeks for deliv-
ery. : :
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 PURCHASE ORDER TO:
Association for Direct Instruction
P.O. Box 10252
Eugene, OR. 97440
(503) 485-1293
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Join the Assecia’tionfr Dife_ct'!ns‘tmc’étiien

| Membership Options:

. "A) Regular Membership: $15.00 per year (includes one year of DI NEWS and.a 20%
discount on ADI sponsored items and events). ' -

B) Student Membership: $7.00 per year (includes one year of DI NEWS and a 40%
discount on ADI sponsored items and evenis).

C) Sustaining Membership; $30.00 or more per year (includes regular membership
privileges and recognition of your support in the DI NEWS).

D) Institutional Membership: $50.00 per year (includes 5 subscriptions to the D/
NEWS and membership privileges for 5 staff people).

E) DI NEWS Subscription only: $7.00 per year (outside North America and Hawalii
$10.00 per year). ' ‘ ' '

ADI sponsored products and events include books and other materials published
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 Association, complete the bottom portion of this form and mail it, with
your check in U.S. funds to: '

Association for Direct instruction
P.O. Box 10252
Eugene, OR. 97440

__.__._,_.___._._.,_.__.._._____.____.._.__.__..___.,__,_.___.__._,_.__._..___,.___._.______._____

Check one: .
| wish to become an Association member. Please enroll me as a:

Regular Member ($15.00 annually)

" Student Member ($7.00 annually)
Sustaining Member ($30.00 or more annually)
Institutional Membership ($50.00 annually)

| wish to subscribe to the DI NEWS only ($7.00 annually; $10.00 outside North
 America & Hawaii) ‘

ettt
R
PR
R

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

School District or Agency:

Position:
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The Association for Direct Instruction and Science Research Associates announce.

July 31 - August 2, 1989
The Grand Hotel » Houston, Texas

Advanced Academic Training Credit Approved!
' College Credit Available!
Special Hotel Room Rates!

A Sessions

Design of Direct Instruction Programs—Bob Dixon
Receni Research in Reading and Comprehension—Russell Gersten
Reading Mastery 1 & 2
Reading Mastery 3-6—Peqgy Eggleston.
Teaching the Corrective Reader—Gary Johnson
B Sessions

Supervision of Direct Instruction Programs—Gary Johnson
Design & Implementation of Research—Russell Gersten
- Language 1 & 2—Marylou Garza
Direct Instruction Math—Carolyn Schneider
Direct Instruction Spelling—Bob Dixon

Registration Information

Where-When: To be held July 31 — August 2, 1988, at The Grand Hotel2525 West Loop South, Houston, Texas, 77027.
How fo Pre-Register: Please fill outthe pre-registration form. Enclose with check or Institutional purchase arder for the
proper fee. Send application to the Association for Direct Instruction. Pre-registration before July 1 guarantees space
in preferred sessions. A confirmation will be sent to all pre-registrants. This form covers Institute pre-registration only.
This does not constitute pre-registration for college credit or lodging.

Training Fees and Discounts: The fee for the 3-day Institute is $65.00. Association members receive a 20% dlscount
($13.00). 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 aquotation. Ask for Bryan Wickman ai (503) 485-1293. The member and group discounts cannot
be used together. Choose the discount that will benefit you the most. The fee does notinclude lodging or meals, with
the exception of the reception on Manday afternoon. All tfraining materials are included in the fee.

Lodging: The Asscciation has negotiated a special $45.00 singie ar double room rate for the week of the Institute with
The Grand Hotel. We encourage out-of-town participants to take advaniage of the convenience of the free, secure
parking, excellent location and quality service that the Grand will provide. Qut-of-town pre-registrants will receive a
reservation envelope along with their session confirmation. }f you would like to make reservations by phone you may
contact The Grand Hotel at{713)961-3000. You need to tell themyou are with the AD! Institute to receive the reduced
rate. Early reservations are recommended.

Credit: This Institute has been approved for Advanced Training Credit. Houstan Independent School District is the
spensoring agency. An optional 1 quarter creditis available through the University of Oregon for an additional fee of
$32.00. Information will be sent 1o preregistrants.

Relunds and Cancellations: A 100% refund will be issued if a written request is postmarked by July 1. After that, an B0%
refund will be given. A written request must be received by our office before any refund wili be made.
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. pttend the

. August 14-18, 1989 S
- Sarr Lake CiTy Rep Lion © Sair Lake City, Utan
=l_ﬂ"[,hé pas;[ 4 years the Salt Lake City Direct Instruction Institute has come to be one of the

most popular summer training opporunities that ADI offers. This year there are new Pre-
institute workshops as we;li as new Institute sessions. Join us for 2, 3, or 5 days!

Pre-InsTiTutE WORKSHOPS

Solutions to Classroom Discipiine Problems Supervision: Teaching Others to Use DI Programs
) —Randy Sprick —Phyllis Haddox
__Adapljng Conient Area Curmiculum for Low Performers Direct Instruction for Severety Handicapped Learners

—Marilyn Sprick —Ann Arbogasat

Tre THiRD SaLT LAKE CITY DI INsTITUTE
Institute Opening Remarks by Randy Sprick

"A" Sessions: "B" Sessions:
DISTAR Reading Mastery | & il » Loxi Calmes DISTAR Reading Mastery | & It  Phyllis Haddox
Comective Reading, Comprehension « Phyllis Hadtlox DISTAR Arithmetic | & Il » Adrienng Allen
Reading Mastery il - VI » Gary Johnson Teaching Expressive Writing « Loxi Caimes
Effective Speliing Instruction » Pepe Quintero Reading Mastery i - Vi+ Pepe Quintero
DISTAR Language | & i + Adrienne Allen : Corective Reading, Decoding = Gary Johnson
Managing Chronic Behavior Disorders  Geoff Colvin Managing Chronic Behavior Disorders « Geoff Colvin
WeEK SCHEDULE
| Monday, August 14, 1989 Tuesday, August 15, 1983
12:00 - 1:00 Pre-Institute and/or 8:30 - 11:30 Pre-Institute
PRE ’NS TITUTE Institute Registration Workshops continue
1:00 - 4:00 Pre-institute 1:00-4:00 Pre-Institute
Workshops begin Workshops conclude
Wednesday, August 16, 1989 Thursday, August 17, 1989
8:00 - B:30 Institute Registration 8:30 - 11:30 "A" Sessions Meet
8:30 - 9:00 Institute Opening 1:00-4:00 "B" Sessions Meet
’NST’TUTE 9:15 - 11:30 "A" Sessions Meet . Friday, August 18, 1989
' 1:00 - 4:00 "B" Sessions Meet 8:30 - 11:30 "A" Sessions conclude
4:00 -5:30 SRA Reception 1:00-2:00 "B" Sessions conclude

Y] Direct InsTRUCTION NEWS, SPRING, 1989




ReaisTrATION INFORMATION -
Where-When: To be held August 14-18, 1989, at the Salt Lake City Red Lion, 255 South West Temple, Salt Lake
‘City, Utah, 84101, R AR _ o LA R R
How fo Pre-Reglster: Please fill out the pre-registration form. Enclose with check or Institutional: purcha e
for the proper fee. Send registration to the Association for Direct Instruction. Pre-registration befo uly 1
guarantees space in preferred sessions. A confirmation will be sent to all pre-registrants.. ' This fo T Covers
Institute and Pre-Institute workshop pre-regisiration only. This does not constitute pre-registration for coflege
credit or lodging. . o .
Tralning Fees and Discounts: The fee for the 2-day Pre-Institute workshop is $75.00 ($60.00 for ADI Members). The -
fee for the 3-day Institute is $145.00 ($116.00 for ADI Members). H you attend the full 5 days;the feeis $195.00
($176.00 for ADI Members). Groups of 5 to 9 participants receive a 10% discount. Groups of 10-19receive a
20% discount. For groups of 20 or 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 notinclude lodging or meals, with the exception of the social on Wednesday. All training materials are
“included in the fee. _ -

Lodging: The Association has negotiated a very special $60.00 single, $65.00 double room rate for the week of
the Institute with the Salt Lake City Red Lion. We encourage out-of-town participants to take advantage of the
convenience of the free, secure parking, excellentlocation and quality service that the Red Lion will provide. Out-
of-town pre-registrants will receive a reservation envelope along with their session confirmation. If you would like

to make reservations by phone you may contact the Red Lion at (801) 328-2000. You need to telf them youare -
with the ADI Institute to receive the reduced rate. Early reservations are recommended.

Caollege Credit: We are currently making final arrangements for College Credit and Inservice credit. Details will
be sent with registration confirmation.

Refunds and Cancellations: A 100% refund will be issued if a written requestis postmarked by August 1. After that,

an 80% refund will be given. A written request must be received by our office before any refund will be made.

T T T e T M e e T e e e e e . — - — ——— A — —— . e et i — — — — —— — .

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

Name:

Agency:
Street Address:

City, State, Zip:

Phone: : Position:

I am an AD! Member: Yes No
Please send college credit information: Yes No
Please register me for the following:

_ lwish to attend a Pre-Institute Workshop only. | have enclosed $75.00 ($60.00 for ADI members).
!will attend the workshop titled: -

___ lwish to attend the Institute only. I have enclosed $145.00 ($116.00 for ADI members). My “A”
and “B” session choices are listed below.

IIAH
HB!I.
—_ Iwish to attend the Pre-institute and {he Institute. 1 have enclosed $195.00 ($176.00 for ADI
members). | will attend the workshop titled:

My “A" and “B" Session choices for the Institute are listed below.

IIAII
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- The Association for Direct Instruction ANNounces

Sessions

A Teaching the Beginning Reader

A Reading Il and Fast Cycle

A Reading il-VI

A Arithmetic | & 1

A Beginning Language

A Corrective Reading, Comprehension

A Overview of DI Programs

A Developing Effective Stafl

A Solutions to Classroom Discipline Problems

A Overview of DI Research and Theory

A Instructional Techniques for Severely
Handicapped Learners

B Teaching the Beginning Reader

B Reading Il-V} '

B Corrective Reading, Decoding

B Advanced and Corrective Math

B Effective Speiling Instruction

B Introduction to DI Technigues
‘B Supervision for the Classroom Teacher

B Diagnosis, Corrections & Firming

B Managing Sernious Emotional Disturbances

B instructional Techniques for Severely -
Handicapped Learners

C Reading Mastery & Literature

C Teaching Facts and Fact Systems

C Efiective Spelling Instruction

C Expressive Wriling Instruction

C Adapting Content Areas for Low Performers

C Options for At-risk and Special Needs Students
C Video Disc Instruction in Math & Science

DI Supplemental & Transitional Activilies
Advanced Supervision Techniques
Compters in Education: DIAL

Recent Research in Reading

Overview of DI Research

D

D

D

D

D

E Teaching Study Skills
E Teach Your Child 1o Read in 100 Easy Lessons

E Compters in Education: The Classroom Assistant
E Recent Research in Reading

E Overview of DI Theory

E Model for a DI Preschool

Feaﬁm'ed Speakers:
Zig Engelmann @ Paul Weisberg
Other Presenters:

Wes Becker, Randy Sprick, Bob
Chamberlain, Maria Collins, Geoff Col
Suzanne Fitch, Ann Glang, Mary
Johnson, Georgia Layton, Kathy Madig

Dixon, Ann Arbogast, Jane Carter, Larry

vin, Gary Davis, Terry Dodds, David Evans,
Gleason, Phyllis Haddox, Tracey Hall, Gary
an, John Noell, Pepe Quintero, Jerry Silbert,

Marilyn Sprick, Marcy Stein, Linda Youngmayr

e —
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- Conference Registration Information
Where-When: To be held August 7-11, 1989, at the Eugene Hilton Hotel and Conference Center, in downtown Eugene,
Oregon.
How to Pre-Register: Please fill out the registration form. Enclose with check or Institulional purchase order for the proper
fee. Send application ta the Association for Direct Instruclion. Pre-registration before July 7 guarantees space in preferred
sessions. Any session with less than 20 participants may be cancelled. A confirmationreceipt will be sent to all pre-registersd
participanis. THIS FORM COVERS CONFERENCE PRE-REGISTRATION ONLY. . THIS DOES NOT CONSTITUTE PRE-REGISTRATION FOR COLLEGE
CREDIT OR ROOM RESERVATION. ' '
Fees and Discountis: The conference registration fee is $160.00. Assaciation members receive a 20% discount ($32.00
off). Groupsof5to g panfcipanré 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. The member and group discounts cannot be used to-
gether. Choose the discount that will benefit you the most. The lee does not inciude lodging or meals with the exception of
the picnic, and coffee each morning. Al iraining materials are included in the fee. New members are eligible for the 20%
discaunt when membership application and appropriate fees accompany registration form.
Lodging: The special conference rate at the Eugene Hilton is $44.00 per day for a single. Doubles are $52.00 ($26.00 per
person) plus tax. We will send you a reservation envelope for the Eugene Hiltbn. [Jo NOT SEND ANY ROOM RESERVATION MONEY
TO THE ASSOCIATION :
College Credit: Anoptional 1, 2or 3 hours of college credit through the University of Oregon Summer Session are available
at an additional cost of $32.00 per quarier unit. Persons interested in college credit should so indicate on the pre-regisiration
form. We will send additional information on college credit along with your conference pre-registration confirmation. Do nor
SEND ANY ROOM AESERVATION MONEY TO THE ASSOCIATION
Refunds and Cancellations: A 100% refund will be issued if a written request is postmarked by July 21. After that an
B80% refund will be given. A written request must be received in our office before any refunds will be made.
Optional Events: Monday there will be a picnic at Skinners Butte Park to get acquainted. A meal for you and 1 gusst is
included in the registration fee. Wednesday from 4:00 to 5:00 there will be a special conference presentation. Paul McKinney
will address the conference and we will present the 1988 ADI Awards for Excellence in Education. Afterward, there will be

~an opporiunity for conversation with trainers and other conference participanis.

Conference Registration Form

/| Flease fill out the registration form completely and mail to ADI. ‘ ' N
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)

Street

City _ State Zip
Phone |

Agency Affiliation Posiﬁon

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

“A!l
[13 B”
either C G~

111910
orD &E D
IIE”
| am an Association for Direct Instruction member:  Yes No
i will altend 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 Fee Check PO# By
\ /
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The Associa

46

tion for Direct Instruction and Science Research Associates announce

‘August 21 —23, 1989

North Tahoe Conference Center Lakefront
Kings Beach, Nevada

Special Keynote Speaker
Siegfried Engelmann

Trainers inciude
Carole Allen
Roni Edgmon

Linda Youngmayr
Kathy Madigan

‘Sessions include
Orientation to Direct Instruction
‘ Effective Spelling
Corrective Reading, Decoding -
Supervision and Monitoring of DI Programs
Teaching the Beginning Reader
Expressive Writing
A Literature integration Model
Beginning Language |
Bridging the Comprehension Gap through Content Area Reading
Literature in Reading 5 &6

Cost: $90.00
des Reception on Sunday and Lunch on Wednesday

(Inclu
For a complete brochure contact ADI
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" The Association for Direct Instruction and Science Research Associates announce

August 28 - 30, 1989

Sheraton Tacoma Hotel ® Tacoma, Washington
A Sessions

~ Corrective Reading, Decoding—Gary Johnson
Language 1 & 2—Ann Glang
Reading Mastery 3-6—Marcy Stein
Expressiv Writing—Bob Dixon
Design of DI Programs—Bob Dixon
Direct Instruction for Low-Performers—Ann Arbogast

B Sessions

Direct Instruction Spelling—Bob Dixon
Supervision of DI Programs—Gary Johnson
Reading 1 & 2—Ann Glang
Corrective Reading, Comprehension—Carole Allen
Direct Instruction Math—Marcy Stein
Direct Instruction for Low-Performers—Ann Arbogast

Registration Information

Where-When: To be held August 28 — 30, 1989, at the Tacoma Sheraton Hotel, 1320 Broadway Plaza,
Tacoma, Wa. . ‘

MHow to Pre-Register: Please fill out the pre-registration form. Enclose with checkor Institutional pur-
chase order for the proper fee. Send application {0 the Association for Direct Instruction. Pre-registration
before August 1 guarantees space in preferred sessions. A confirmation will be sent to all pre-registrants.
This form covers Institute pre-registration only. This does not constitute pre-registration for college credit
or lodging. -

Training Fees and Discounis: The fee for the 3-day Institute is $30.00. Associationmembersreceive
a 20% discount ($18.00). Groups of 5 o 9 participants receive a 10% discount. Groups of 10-19receive
a 20% discount. For groups of 20 or more, call for a quotation. Ask for Bryan Wickman at (503) 485-1283.
The member and group discounts cannot be used together. Choose the discount that will benefit you the
most. The fee does notinclude lodging or meals, with the exception of the reception on Monday afternoon.
All training materials are included in the fee.

Lodging: The Association has negotiated a special $65.00 single , $75.00 double room rate for the
Institute with the Tacoma Sheraton Hotel. We encourage out-of-town participants to take advantage of the
convenience of the free, secure parking, excellent location and quality service that the Sheraton will
provide. Out-of-town pre-registrants will receive a reservation enveiope aiong with their session
confirmation. If you would like to make reservations by phone you may contact the Sheraton at {206) 572-
3200. You need to tell them you are with the AD! Institute to receive the reduced rate. Early reservations
are recommended.

College Credit: An optional 1 quarter credit is available through the University of Oregon for an
additional fee of $32.0Q0. Information will be sent to preregistrants.
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' There is 'Sﬁ” time to sign up for these -Da’_'rev?e?cfii-:‘""::__-_55
. Instruction Conferences! R

Houston, Texas e July 31—August 2
Texas DI Institute

Kalamazoo, Michigan » August 7—10
Kalamazoo Conference
Eugene, Oregon © August 7—11
15th Eugene DI Conference

Salt Lake City, Utah e August 14—18
Fourth Salf Lake City DI Institute

Lake Tahoe (Kings Beach), Nevada e August 21—23
Second Lake Tahoe Conference

Reading, Pennsylvania e August 21—23 ~
The Second Eastern Pennsylvania Conference on DI

Los Angeles, California e June 29—30
Los Angeles DI Conference

Tacoma, Washington ¢ August 28--30
Puget Sound DI Conference

Enrolliment form for Houston, Puget Sound, and Lake Tahoe

-_..._...._.._................___,.,_..___...,_—__._..__.__—._.._..._._.._.._..._._.___.._._..__._..._.__.._._

Piease print your name & agency alfiliation as you would like it to appear on your name tag.

Name:

-Agency: |
Street Address:
'_City, State, Zip:

-‘Phone:

| am an ADI Member: Yes No
'_ | wish to attend the institute. ! have enclosed $

My "A" and "B" session choices are listed below.
llAl!
ﬂBlt

For office use Conf Fea Chack PO# By
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Introducing the newly revised version of
SRA’s Corrective Reading Decoding.

Corrective Reading Decoding—SRA’s highly
acclaimed remedial reading program that turns reading
failures into successes—is now more effective than ever.

The newly revised 1988 edition contains features
that you’ve asked for: new story reading procedures and
workbooks enhance comprehension; daily timed readings
to improve reading rates and decoding fluency;
and printed word lists in student books eliminate
the chore of writing long lists on the chalkboard.

Corrective Reading Decoding has proven that
students who have not been able to learn to read with
other programs, can master the skills and succeed. Key
to this program’s effectiveness is its direct instruction
approach and built in management system. All
lessons are scripted to provide carefully sequenced
tasks and enough structure to assure that students
experience a sense of accomplishment.

To find out more about how Corrective Reading
Decoding can work hard for you, mail the coupon to:
SRA, 155 N. Wacker Drive, Chicago, IL 60606;

Attn: School Division Marketing Dept.

ol R e R R Rl R e R

] Yes, I want to know more about the newly revised version
of SRAs Corrective Reading Decoding. Please send me a ]
brochure today,

[] 1d like to know more about other SRA products, too.
Please send me a 1988 School Catalog.

[] Please have an SRA Representative contact me about SRA’s
newly revised version of Corrective Reading Decoding.

Name
Address
School

City, State, Zip

mmmmmmmmnmmﬂ

¥

Telephone # Good time to call
22 EE mmmm:ﬂmmmmmuu&

PERGAMON
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