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" From the Fiel dL ot t,e?s_ =

Dlrect Instruction ‘ Eo
(To the tune of ”Down in the Boondocks”) '

Angela D. Martinez

(Choros)

D1rect Instructlon, Dlrect Instructron, :
Working with what works, oh yes, that's what we all believe in. i+ -
All kids learn, research based, mastery is what we must embrace' o
Lord have mercy for what works, Direct Instruction! - .

One fme day they learned how to teach effecnvely
To guarantee that all klds learn,
Skills and strategles o
If they succeed, then we succeed
 We'veall met wrth sucess,
Working hard to get it right,
Direct Insﬁ’ﬂct_ion is the best!

{Repeat Chorus)
Direct Instruction!

Every time we teach a lesson we ask ourselves these things;
Did the kids feel good about themselves"’

Did they master all the skllls? :;-' o

Were our signals clear and pacing qu1ck?

Were our corrections done the r1ght way?

We want to do the best we can,

To teach GREAT everyday! '

{Repeat Chorus)
Lord'have mercy for what works, D1rect Instruction.
Lord have mercy for what works, Du'ect Instructlon

' Note from the author I rewrote the words to the song “Down in the Boondocks” and
performed it for a Drrect Instructlon training sess1on Ipresented ]ast November What a
blast!

I hope my pass1on for Direct Instruction was felt by t_hose attendmg the workshop This
passion was 'passed onto meé by Ziggy and his ]J.felong efforts to'improve instructional
programs, de]_wery, student performance, and the overall educational system. I feelitmy

'rrussmn to “spread t_he word " It is our students’ successes that te]l the tale.
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The NCTM’s Empty Promises

Editor's Comment: The following series of letter exchanges and articlesillustrates the risks involved
in widespread implerneﬁtd}ioﬁ'bf teaching practices that have not been tested first on a small scale.
The National Council of Teachers of Mathematics (NCTM) has violated the fourth statemeit in the
philosophy of Effective School Practices: “Experiments should not be conducted using an entire
generation of Americans” (see inside front cover). The first letter below is the NCTM response fo
parent Allan Bloom's request for “data which is not anecdotal, prospective or extrapolative that
justifies the adoption of the NCTM practices and methods.” The NCTM reply indicates that there are
no data YET to suppart the teaching practices currently being implemen ted. In fact, the “Assessment
Standards” will not be released until 1995, 4 years after the widespread adoption of the “Teaching
Standards.” ; :

When the NCTM granted us permission to reprint their letters, they added the October 24
addendum, which implies that the report of the National Assessment of Educational Progress (NAEF)
attributes a general nationwide rise in mathematics performance to the effectiveness of the NCTM
teaching standards. The letter exchange befween Allan Bloom and the authors of the National
Assessment of Educational Progress report clarify that this interpretation was not implied. To
evaluate the effects of the NCTM practices on student performance, one must look at the specific

 locations where the NCTM practices have been implemented. We have included recent news stories
from several such places: Texas, Oregon, and Boise, Idaho. All of these places are intplementing the
NCTM teaching practices. Oregon showed “flat” results and a downward trend in math scores on
the Oregon Statewide Assessment, a measure designed toalign with the NCTM goals in mathematics
instruction. The Texas Education Agency (TEA) recalibrated their statewide measures befween the
earlier and the more recent testing occasions. Though TEA reported improved scores, the reprinted
editorial by John Pisciotta raises considerable doubt as to the veracity of these claims and points out
that recalibrating the measures makes comparisons impossible. Why would anyone recalibrate the
ruler in the middle of an experiment? The front page story from Boise, Idaho, one of the first big
districts to adopt the NCTM practices, indicates that scores have definitely decreased on standardized
tests over the four years that the NCTM practices have been in place there. The article includes some
claims that students might be learning complex problem solving skills instead, but please no tice, there
are no data reported to verify these claims.

A more responsible evaluation of NCTM practices would compare the new NCTM practices with
viable alternative instruction on measures of the kinds of performance they claim to value, rather than
simply looking at national trends on measures of performance they claim not to value. The NCTM
has not acted responsibly in this way. Without evaluation data, the NCTM standards seem nothing
more than empty promises. '

9 September 1994 your school district’s administrators and board of
trustees have correctly stated.

Allan H. Bloom

5916 Sam Snead Trail
Billings, MT 59106

Dear Mr._Bloom:

Thank you for your interest in our organization. We
received your request for “data which is not anec-
dotal, prospective or extrapolative that justifies the
adoption of NCTM practices and methods in situa-
tions such as ours.” First, this reply is to inform you
thatI am not aware of any research study that relates
the “adoption” of NCTM's Standards to improved
scores on the Iowa Tests of Basic Skills, a fact that
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Enclosed is a letter written by NCTM's president,
Jack Price, which provides a brief explanation of the
Council’s documents that delineate NCTM's stan-
dards for the mathematics curriculum, mathematics

 teaching, and assessment in mathematics.

The standards emphasize the importance of stu-
dents growing comfortable with mathematical prob-
lems that occur in actual life. The curriculum
Standard’s themes of problem solving, connections,
reasoning, and communication transcend reliance
on paper and pencil tests to assess students” apti-
tudes and achievement in mathematics. While the



Sta.ndards recognize the importance of such tests,
they also emphasize the necessity of students being
able to tackle and solve everyday mathematics prob-
lems in non-academic settings. This concern helps
explain the rather widespread support the Stan-
dardshave among both business and academic lead-
ers.

The curriculum Standard’s themes of
problem solving, connections,
reasoning, and communication
transcend reliance on paper and pencil
tests to assess students’ aptitudes and
achievement in mathematics.

Thesechanges in emphaseshelp explain why data of
the type that you requested are not yet available.
Presently researchers and teachers are conéid‘e:ing
how educators might assess the success of Stan-
dards-based curricula. Undoubtedly, one aspect of
any evaluation will entail mathematical proficiency
in the areas similar to those measured by the Iowa
tests. Other areas needing to be assessed are new, as
are methods to assess those areas. Textbook pub-
lishers and test publishers are in dialogue with NCTM
in efforts to develop performance assessments, open-
ended assessments, and assessment of problem-solv-
ing skills (as opposed to the assessment of purely
computational skills).

The number of variables that are involved in assess-
ing a school’s curriculurmn de not lead to a simplistic
research model or a simplistic interpretation of re-
search findings. This fact was prominently brought
tolight as a Council-supported project, Recognizing
and Recording Reform in Mathematics Education,
began its work to study the effects of “The Stan-
dards” in classrooms and schools. This is still a
work-in-progress.

Transitions, such as the current push toward re-
* forms in mathematical education, take time and are
often uncomfortable, unsettling, and fraught with
misunderstandings. We trust that the learning and
teaching of mathematics in Billings will soon begin
to show measurable improvements. ‘

Sincerely,
W. Virginia Williams, Ed.D.
Field Services Coordinator

Dear Colleague IR -

The Nahonal Councl.l Df Teachers in Mathematics
(NCTM) has been a leader in mathematics education
reform since its i inception in 1920. NCTM's Curricu-
lum and Evaluation Standards for Schoo! Math-
ematics and Prafesstanal Standards far Teaching
Mathematicshavebeen embraced by education lead-
ersnationwide and are the foundation for the math-
ematics educahon reform movement that is cur-
rently sweepmg the natmn

. NCTM is cu'rrently in the process of expé.ﬁdi.ng the

standards for assessment published in its Curricu-
lurn and Evaluatmn Sta.nclards This iew document,
Assessment Standurds s for SchoolMathematics, will

‘be released in March 1995 These three documents

are rnore commonly referred to as the Standards.
A

NCTM’s Standards have heightened expectations
for what students. must learn about mathematics
and for what teachers themselves must accomplish
as professicnals in the classroom. The vision of
these direction-setting documents depicts mathemat-
ics as a means to solve problems, reason, communi-
cate and make mathematical connections. This ap-
proach goesbeyond students’ knowledge of various
mathematical practices, such as counting, memoriz-
ing mull—iplication tables and simplifying algebraic
expressmns, by focusing on students’ understand-
ing of real-life apphcatmns of mathematics.

Curriculum-and Evaluation Standards for School
Mathematics, published in 1989, describes the dra-

~matic changes needed in mathematics education.

Specifically, it draws upon the reality that students
must possess a suitable mathematics background to
functionin today’s complex informational and tech-
nological society. The 54 standards detailed are
presented in four distinct sections: Kindergarten-
4th grade which consists of 13 curriculum stan-
dards; grades 5-8 which consists of 13 curriculum
standards; grades 9-12 which consists of 14 curricu-
lum standards; and evaluation which consists of 14
standards for evaluation and assessment.

Professional Standards for Teaching Mathematics,
published in 1991, focuses on the very heart of
education: teaching. It offers ways mathematics
teachers can create a successful learning environ-
ment for every student and promotes the profes-
sional growth of teachers with standards for evalu-
ation. This document includes 24 standards outlin-
ing the support, training and evaluation required
for good teaching and 55 vignettes depicting out-
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standmg mathemahcs teachmg Recommendahons
for change are designed to create classrooms where
instruction is focused on problem solving and real-
world apphcatlons so each student has an opportu-
nity to develop his or her own mathematical power.

Assessment Standards for School Mathematics, to
be released in 1995, espouses .the vision that to
develop mathematical power in all students assess-
ment needs to support the contmued mathematics
learmng of each student. 5ix standards supporting
this vision are offered as critieria to }udge the appro-
priateness of assessment act1v1t1es :

In short, the Curnculum a'nd E’ualzmtz’an Standards
for School Mathematics tellswhat needs to be taught
in school, the Professional Standards for Teaching
Mathematics depicts how this bold vision for math-
ematics education can be implemented, and the
Assessment Standards for School Mathematics re-
flects the values and goals associated with an assess-
ment system that must be achieved if the reforms
envisioned in the teaching and learning of math~
ematics are to become a reality.

The reform of mathematics curriculum and instruc-
tion, as described in the Standards, is directed to-
ward achieving two major results:

1. Student performance will shift from a narrow
focus onroutine skills to development of broadbased
mathematical power. Among other things, students
will be able to perform mental calculations and
estimates with proficiency; know which mathemati-
cal methods are appropriate in particular contexts;
use calculators and computer software confidently
and appropriately to perform:mathematical tasks;
and make decisions based upon the collection, rep-
resentation and interpretation of real data.

2. Teacher performance will shift from authoritar-
ian models based on “transmission of knowledge”
and “drill and practice” to student-centered meth-
ods featuring “stimulation of learning” and “active
exploration.” Teachers will help students learn how
to verbalize their mathematical ideas; explore math-
ematical questions with careful reasoning and disci-
plined understanding; and understand fhat some
mathematical questions have more than one right
answer,

To date, more than 40 states and the District of
Columbia have aligned their mathematical curricu-
lum to meet the NCTM standards.

4 ErrecTivE ScHooL PRAcTICES, FaLr, 1994

To assist teaehers in the classroom unplementatmn
of the Standards, NCTM has undertaken the task of
formulating an Addenda Series, focusing on a spe-
cific grade level and content area. The Addenda
Series, to include 22 booklets, features classroom
activities, assessment suggestions, and uses fortech-
nology with direct references to the Curviculunt and
Evaluation Standards for SchaalM_utkematzcs

NCTM has also developed numerous pro;ects, pro—
grams and information packets that depict I*_hevalue
of mathematics education and the benefit of paren-
tal involvement in mathematics education. Work-
ing with schools, businesses, local commumtles and
other educational associations, NCTM is. educatmg
thie public about the important role mathematics
plays in our schools, on the job and in I'_he home.

With more than 110,000 members a.nd over 250 affili—
ated groups located throughout the Umted States
and Canada, NCTM is the largest orgamzatlon dedi-
cated to the improvement of mathematics education
and meeting the need of mal*hemahcs educators
nationwide.

Respectfully,

Jack Price
FPresident

Addendum, October 25, 1994

The National Assessment of Educational Progress
(NAEP), a project of the U.5. Department of
Education’s National Center for Educational Statis-
tics (NCES), was established in 1969 and is the only
assessment of its kind. This nationally representa-
tive assessment provides information about theedu-
cational performance of our nation’s students over
time. Mathematics assessments were conducted in
1973, 1978, 1982, 1986, 1990, and 1992. A 1993 NCES
publication, Executive Summary of the NAEP 1992
Mathematics Report Card for the Nation and H‘te States,
includes the following statements.

“For the nation, there were statistically significant
increases in average mathematics proficiency be-
tween 1990 and 1992 for fourth-, eighth-, and twelfth-
grade students, both publicand private schools com-
bined. Eighteen of 37 states and territories that
part1c1pated in the grade 8 Trial State Assessment
Program in both 1990 and 1992 showed significantly
increased average mathematics proficiency for I-_‘helr
public-school students.” (p.1)



NCTM s Empty Prommes o Co.r':tinﬁéd'

”Wlthm and across parhmpatmg states and territo-
ries; ’rhere was considerable vanatlon in perfor-
marice.” (p 2) S

”NAEP s 1992 mathematics assessmient mcluded
nearly 250,000 fourth-; elghth- and twelfth-grade
students attending approximately 10,000 schools
dcross the nation and the states. The assessment
itself was forward- ~looking, comprlsm gseveral hun-
dred questions at each of the grades assessed. Con-
sistent with standards developed by the National
Council of Teachers of Mathematics, many ques-
tions requ1red students to construct their responses
and some questions asked for expla_nal:lons of thelr
reasonmg " (p 4) ' :

Commentmg on the NAEP report whe_n it was re-
leased 8 April 1993, Secretary of Education Richard
Riley made the following Statements. “Today’s re-
port on mathematics achievement provides early
evidence that curriculum standards and asséssments
can work to improve student performance... ap-
plaud the National Council of Teachers of Math-
ematics for the work they've done in establishing
standards that are now in use, or bemg cons1dered
for use, in more-than 40 states.”

Virginia Williams

Reprinted with permission.

5916 Sam Snead Trail
Billings, Mont_a_na 59106

TI‘t_e Last Best Place
‘September 23, 1994

W. Virginia Wﬂhams, Ed.D.

National Council of. Teaehers of Mathemahcs
1906 Assocmhon Drive

" Reston, Virginia 22091

Dear Dr. Williar'ﬁ__s:

Thank you for your letter of 9 September which
enclosed another by Mr. Price on the subject of
NCTM's curriculum and standards. I am gratified
that you troubled to respond in detail to my ex-
pressed concern. On the other hand, I must say that
you have intensified that concern. While I have no

predisposition toward criticism of education, Iwant

‘mathematics.”

=

to forward my reaction more as catharsis for mé
rather than in any hope of changmg your approach.
As you point out, NCTM is a big outfit, your pro-
gram is W1despread a.nd I am only one parent,

Asa firm believer in public education as a corner-
stone of American democracy, I have been con-
cerned at w1desprea_d and growing criticism of edu-
cation for years. Since my retirement from a very
different profession about four years ago and since
my interest is focused’ because I have a sixth-grade
son who likes schooland does very well, T have been
looking into some of the prablem areas in detail. The
basis for my personal concern and probably the
most dlsturbmg aspect of much of what passes for
reform in education’ today is its dlssoc1at10n from
reality because it proceeds from “vision.” Very
simply: v1s1on—dream—_fantasy

Vision is excellerit when postulated as ob}ectwe
or goal but in the absence of the discipline test,

. performance and assessmént data, it is experimental

and risky. Frankly, I think it is. unprofessional and
therefore reprehen51ble that you would expose the
core object of your professmn, t.he chlldren, to un-
necessary risk.

Maybe I can clarify: ttus by a metaphoncal ex-
ample or two. Would you subject your children to
unverified medical treatment? How would you
react when you learned; after committing to the
treatment, that it was experimental? Or I wonder if
you would send ornie of:your children off to college
with a fully qualified pilotin an- airplane whose
airworthiness had not been demonstrated and veri-
fied? I suspect your answers must be no, with anger
and no. Certainly my son’s life isnot at risk with you
and your organization but his intellectiial develop-

‘ment is and there isnobody in this world more dear

to me—1I suppose that ‘accounts for my emotional
reaction to what you are doing. -

For your information, an initial anecdotal reac-
tion to our new math curriculum (not from my son)
just yesterday was “it's harder than last year—I hate
Like you, T trust learning and teach-
ing of mathematics here will soon show measurable
improvements, But Iwish Iwas certain and I wish I

. knew who would get fired if it doesn’t.

Very f:ruly yours,

Allan H. Bloom

ErrecTive ScHooL Pracrices, FaLr, 1994 5
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5 The Last Best Place
November 3, 1994

Dr Gary Ph].lhps, Assoc1ate Commrssmner :
Education Assessment Division

U.S. Department of Education

555 New Jersey Avenue, N.W,

Washmgton D.C. 20208

Dear Dr. Pl'ulhps

Iamengagedina dlalogue by correspondence to
ascertain the efficacy of .the National Council of
Teachers of Mathematics standards for mathematics
curriculum, teaching, and assessment. Ina letter to
me, an official at the NCTM headquarters has stated
that there are no known data. demonstrating im-
proved scores to justify” the adophon of their stan-
dards. In other correspondence, this same official
cited a reference to one of their standards in an
executive summary of a 1993 NCES publication Ex-
ecutive Summary of the NAEP 1992 Mathematics Report
Card for the Nation and the States. Although she did
not say so, my inference is this reference is meant as

“an endorsement of the efficacy of their standards by
the U.5. government.. : :

While I have been u.nsuccessful inidentifying a.ny
direct experimental datato support these standards
for curricula, teaching arid assessment, T have found
other direct data (Raising Mathematics Problem-
Solving: ‘Do the NCTM Teaching Standards Help?

Grossen and Ewing, Effective School Practices, Spring |

1994) which seem to demonstrate a better way to go.

What was the basis for your endorsement of the
NCTM standards a.nd how did you evaluate the ADI
study?

Very truly yours,

Allan H. Bloom

Mr. Allan Bloom

591

6 Sam Snead Trail
Billings, Montana 59106

Dear Dr. Bloom,
Iam enclosmg a copy of the Executive Summary of

the NAEP 1992 Mathematics Report Card for the Nation
and the States, which you reference in you recent

6 EFFECTIVE ScHOOL Pracrices, Farr, 1994

. 5916 Sam Snead Trail

letter The Na’nonal Center for Educahon Sta’nsl:lcs
N CES) neither endorses nor opposes the standards

'developed by the Nat1onal Counc1l of Teachers of
'Mathemahcs

- The statement referencmg the NCTM Sta.ndards
is on page 4 of the Executive Summary. of the NAEP
1992 Mathematics Report Card for the Nation and the
States: “Consistent withstandards developed by the
Nahonal Council of Teachers of Mathematics, many
questlons required students to construct their re-
sponses and somie questlons asked for explanahons
of thelr reasoning.” :

Thank you for your 1.nqu1ry about the NAEP
mathematics assessment. If you ‘need additional
information about the NCTM standards, contact Dr.
Roy Truby, Executive Director of the National As-
sessment Governing Board at (202) 357-6938. . His
address is 800 North Capitol Street NW Sulte 825,
Washmgton, D.C. 20002-4213. : SERE

Y.oux.s truly,
Gary Fhillips

Associate Commissioner e
Educat1on Assessment D1v151on e

From: The Oregonian, Saturday, October 1, 1994
Report: “Math scores falter,” page E3

- Despite less money overall for schools
'Oregon ‘students last year posted improvements
in reading and writing at the third, fifth, eighth
and 11th grades, according to the report.

. Oregon ranked first among the 23 states in
which a large namber of students take the
Scholastic Assessment Test, the most widely
used college admissions. test.

But test scores for math were flat in the
third, fifth and eighth grades and actually
declined for 11th-graders, the report showed.
Paulus said parents must press local schools for
‘more and better math 1nstruct10n to reverse
-that. '




' We Measure up, :
The results show declme agam i aII-

The Bilings Gozefls™ . .

B SAUE OUH SGHOOLS

Plummetmg test scores -
are sign of thmgs to '
come

HE FIRST SENTENCE nf a

major front page. Gazette article.:
on Dec, 7 guotes a University of - {3
Montane director who says our .=
-are paying tor |t Our school beard can-
- timies to re]e:t any action to investigate
.“the situation and does nothing while the
- treqid worsens, .

high school gruduates can't

write whole sentences and sdys thatcals
- lege reniedial instrugtion of high. schiool :

subjects is widespread end incredsing.;
It was also repotted the governor is

considering measuras which will not ‘al=- . ;

fow: kids to leave  high school without
proving they can read, write,

winter morming,
Mennwhile back in dur pnze—wm-
ning schools, in November the adminis-

tration quietly presented and our school

‘board quietly received a tlosely held re-
“port burisd within which was an update

of Schicol .District: 2 wide  Iowa. Test.of .

Basic - Skills results This lest, which

measures the core education learning
- our kids démonstrated’ compared.toa di-: .
'~ verse refeyence group of three hundred
thousand American childred, s the best

" and’enly indicator available: to- see how-

core subjects from last year-<= the fifth

- year of steady décline: Last year; for the,

first. time, math computation: was below

the’ national average, This year spellmg_ :
- teactiing demands on teachers and class

joins math below the national average::

. Some crificize- the test as old: and .
fraught with error and it is certain 1o be

less 1han perfect, It is, nevertheless; the
best. we've got at the momcnt ~and we

and ‘so’

math. This discouraging edcation reali:
ty is as subenng and shnrp asa Muntana, :

“Alan H.
i Bloom

- Education
obgerver

They will wait until next year when
we will use updated test. For what reason

“and in expectation of what? These data

indjcate the likelihood of a situation so
serious that updated test only can be ex-
pected to‘confirm what has been evidént
for. years. In the meantime we will have
lost anotlier year before they ask the ad-
mnmstratmn to do — what?

" When' the board is absolutely, no

: foolmg aratind; -100 percent sure that

there might be a problem with core edu-
cation, what then? Last year, the super-

" interident -asked_ for $13,000 to investi-

gate The tequest was granted but nuth«
mg_seems to have happened. -
1t is interesting that these core edu;

considerations, scheduling priarities, non

foofr techniques should be investigated.

“The only other possibility is that nothing -
“Js' wrong with what we are daing; it is just .

that students are getting dumber.

: EFFECTIVE SCHOOL PRACTICES, Farr, 1994

ca tion indices continue to decline at the .
! _same time fundlng for education in-Dis~ "
“trict 2-is increasing. The cause of this. .
:poor- dnd worsening performance Mgt .«
be complex, difficult to determine and to,
fix. Student demographics; curricular

the last electlon

BloomTakeSHISCase to the Billings Gazette -.

. fusday, Decermber 27, 1994

Wl“ convene a- commmee and seek out-

stele Relp 1o f’gure what 5 going off and.. . -
o about it. How long will it tnkcl_
revcrse. ‘it

what

e downward ‘trend,

and ge .
year “ggo?- Su e may wonder whether

ot be able fo compute and spell
the average ‘of a third oF a mil-

lion American-children from -all social,.-

ecanomic,: ethnic and regional, strata in

“this. c' ntry: who have laken the same ' v

CTUAL ‘this rale my son now in the 51xlh' B
grade will be: strugglmg to get into col-

lege by -the: time things could change.

Most af hts time in school will Have been .

spent-in’ &' delenomtmg system. ‘There

hasi been-not - single elementary pro-

it i ploce in Billings in _the past
the specific purpase of which

was i0;improve the ablF

read; Write and cnmpu!e i

making learning fun, developing higher

_order skills and & bold new [anguage ap-

prodch, " Confideénce” in~core education
emphasm sinks lower when I réad of edu-

. catdrs:.enthusing - over: mith . programs
- that make students happier because they
are taught' what they: want to learn and -

lace  students in- their .. .

others:-which '
proper niche! designed . to attract ‘'sub-
stantial, wealihy industiy’ to Moiitana. -
Why would ‘wealthy' or any‘industry
come .o Montana when our. graduates
't fedd: write and compute?
Allan H. Bloom was a candidate for
School District 2 Board of Trustees in

-@ur edication profes mnals'perhaps .

ity of s:udents to.

d we are lost in a° ‘morass of -

at §75,000.00 yearly the' = = "
terprise in’ Montana —
. nto. this- fix, can curre.ct it,.
_Why can't we get started now? Why tan’
we. ot demonstraté interest with some™
sensé.of urgency to learn why cur child-

7
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Education Agency’s New Criteria In
Rankings of Schools

late

John Pisciotta

Reprinted from The Houston Post, August 21, 1994, with permission from the quthor.

Remember the story? -

The dateline was Lake Placid, N.Y.; the time was
February 1980. And the headline? U.S. Upsets
U.5.S.R. for Hockey Championship.

The 1980 achievement of the American Olympic
hockey team was amazing. An achievement every
bit as amazing was announced on Aug. 2 by Texas
Education Comnissioner Skip Meno. Texas public
schools have produced startling gains in student
achievementbetween'the 1992-93 and 1993-94 school
years. The Texas Ed_ué.ationAgency classifies schools
into four categories based on student achievement
on the Texas Assessment of Academic Skills. The
four categories are low-performing, acceptable, rec-
ognized and exemplary. Approximately 5,000 of the
more than 6,000 public schools in Texas received the
acceptable rating. (For various reasons, a few dozen
schools were not rated.) The table in the next col-
umn shows the “Miracle of 94.” There was a huge
drop in the number of low-performing schools, from
326 to 55. Meanwhile, the number of recognized
schools doubled and the number of exemplary
schools tripled.

The Miracle of ‘94

92-93 '93-94
Low-performing 326 -~ 55
Recognized © 256 504
Exemplary 22 64

Wow!! What a heartening achievement. Texas
public schools are significantly improving the edu-
cation of our children. School reforms implemented
in recent years are working. - Our taxes are being
used more effectively. S

Unfortunately, this glowing assessment may not
be justified. The TEA changed the way TAAS tests
are used to rank public schools. The changes estab-
lished for the 1993-94 school year have brought

8 Errecrive ScHoor PracTices, Fari, 1934

criticism of the TEA scorecard. The Republican
gubernatorial candidate, George W.: Bush, has
claimed the new TEA procedures are giving a false
picture of school improvement. . :

There are several ways that the TEA has changed
its ranking system. -

‘One change is that the grade level tests, given in
the areas of math, reading and writing, have been
made easier and have been graded easiei'. ‘Also, the
grades included in the TAAS testing were expanded
from. 4th; 8th and 10th to include four additional
grades: 3rd, 5th, 6th and 7th. Since primary grades
have performed better on TAAS than upper grades,
the additional grade-level testing may have boosted
school rankings. The final change was in the pass
rate calculations used in the school rankings. While
other changes may have some significance, this ar-
ticle focuses on changes in the pass rate standards.

The dividing line between low performing and
acceptable schools is based on the percentage pass
rate ori TAAS examinations. ,

In 1992-93, a school’s pass rate was measured by
the percentage of its students that passed all three
sections of the TAAS test. Toavoid low-performing
status, 20 percent or more of aschool’s shidents had
to pass all TAAS tests. ' :

For 1953-94, the TEA stopped focusing, on the
overall performance of individual students. The
pass rate was measured in terms of the percentageof .
students passing individual TAAS sections. To win
the acceptable designation, a school had to have at
least a 25 percent pass rate on - all three sections of the

* TAAS test. That s, at least a 25 percent pass rate in

math, a 25 percent pass rate in reading, and also a25
percent pass rate in writing. '

A school that dropped under a 25 percent pass
rate on one or more sections of the test would be
placed in the dreaded low-performing category.

Just looking at this summary of the “old math”
and “new math” standards, itisnot obvious whether
the standard for school success has been raised or



lowered. I will examine. th.lS issue by looking at

soine hypothetical examples of s5chool performance. -

My overall conclusion is that if the TEA scorecard
showsthata school’s rankmg has lmproved parents

Table 1 ,TAAS 'Teet' Contearisons L

EXAMPLE 1: 10%=10%

Student 1 passes math, reading and wrltmg Students 2-10 fail
math and reading, but pass writing. This table shows that this
school is low-performing under thie old and new standards.

3k

OO Do =T h L W R =
v

pr,

EXAMPLE 2 10%—40% e S
Student 1 passes math, readmg and wntmg The falllng students

again pass only bne exam, but the passesand Ezulures are distrib-
uted over the three exams. :

- .

OO Do 1 LA R U RS e

—

EXAMPLE 3: 10%=70%

Students 2-10 fail just one test instead of two as in the previous
éxample. Their passes and failures are distributed eve'n[y over
the three tests. A school with no student improvement jumps
trom Iow-perfurmmg to the recogmzed category.

Math Readmg ] Wntmg

3k

O DD N LA B D) R e

—

and c1t1zens eannot be confident that an 1rnproved
school rankmg is the resulf of better education. The
change mayhave resulted frorn the TEA snew math,
10%== 10% :

5! Ie shows a school that would have
ended up r the: w—performmg category with both
the old math ( 992—93) and the new math (1993-94).
Assume the school has 10 students. You can think of
each student iti’ the table as representing 50 or 100
students to geta more reasonably sized school of 500
or 1,000. L ' :

Student One passes the math, reaclmg and writ-
ing tests. Students 2-10 fall math and readmg, but
pass writing.” £ :

The table for Example 1 shows that th15 school is
low-performmg under the old and the rew stan-
dards. With only | Student One passing all tests, the
school has a 10 percerit | pass rate. Since the 1992:93
standard required a 20 percent pass rate to be ac-
ceptable, the school is low-petforming. '~

Now look at each individual'test to see where the
school comes out undet the TEA's new math. The
school has a 100 pefcent pass rate in writing. How-
ever, this doesn’t cotint because of the performance
in math and reading/The school has only a 10 per-
cent pass rate in math-and reading. The school is
low-performing because it had to have at least 25
percent pass rate on each section to gam an accept-
able ranking, HLITR

The first example of school rankmg is not very
realistic because all failing students have the same
strengths and weaknesses. However, the example
does show the possibility of a school’s receiving the
same designation under the old and new stanclards
10%=40% : aE L

In Example 2, Student One is stﬂl a superstar,
passing all TAAS tests. The failing students again
pass only one exam. However, the passes and fail-
ures are distributed over the three exams.

This school that was low-performing in 1992-93
becomes acceptable” under the TEA's' new math.
Using the old math, this school again has a 10 per-
cent student pass rate because Students 2-10 did not
pass all the sections of the TAAS.

However, with the new math’s definition of suc-
cess, we see that 40 percent passed -the math, 40
percent passed the reading, and 40 percent passed
the writing sections. Without a single student pass-
ing one additional test; the school “achieves” the
acceplable ranking with a new math calculation.

This second example of school ranking shows the
fundamental impact of the TEA's new math.

In general, where A) many students have a mix-
ture of passes and failures on the three tests and B)
where these passes and failures are broadly distrib-

F
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uted over the three sections of the test, the school’s
percentage pass rate increases. A school can ad-
vance its rankings simply because of the TEA's new
math. ' '
10%1:700/0 '. . F I A A

The third example shows an even more astonish-
ing possibility: A school with no student improve-
ment leaps from the low performing designation,
past acceptable, and into the recognized category.
Students 210 fail just one test instead of two asin the
previous examples. Also their passes and failures
are evenly distributed over the three sections.

- Using the old math, the school in Example 3 has
just 10 percent of its students passing all three tests.
The school is low-performing,.

- However, when we look at the performance with
our new math glasses on, we find that 70 percent of
the students passed each of the three sections. The
TEA’s requirement for the recognized school desig-
nation is a 65 percent pass rate. The formerly low-
performing school has become a recognized school.
(In addition to the overall pass rate of 65 percent or
better, to get the recognized ranking the school
would have had to meet certain other requirements,
such as achieving a high attendance standard.)

1 do not suggest that the jump from low-perform-
ing to recognized is a common result of the TEA’s

'new math. But the very possibility of this happening
illustrates the substantial likelihood of a school’s
moving from low-performing to acceptable (or ac-
ceptable to recognized) with little or no improve-
ment in student performance. When the TEA re-
leased the 1993-94 school ranking on Aug. 2, mem-
bers of the education establishment and Gov. Ann
Richards went to great lengths to argue that the new
standard had very little impact on the Miracle of 94.
Texas Education Commissioner Skip- Meno was
quoted in the Dallas Morning News on Aug. 3 say-
ing, “The evidence is there that the (1994) standard
is very equivalent.”

While defending the new procedures for 1993-94,
the public school education establishment has gen-
eraily conceded that there had been some lowering
of the standards.

The Fort Worth Star-Telegram reported Aug. 2
that TEA spokeswoman Della May Moore stated
that if any school was rated higher on the new math
standard than the old standard, the names of the
schools would not be released. ‘

Commissioner Meno stated that if the old math
standard had been used with the 1993-94 TAAS
tests, the number of low performing schools would

have been 60 compared to the 55 under the new

‘math,

© 10 ErrecTIVE Scroot Pracrices, Farr, 1994

But the Dallas Morning News cited a “state analy-
sis” indicating that if the 1992-93 standards had
been used with the 1993-94 TAAS resulis, the num-
ber of low performing schools would have been
169—not the 60 indicated by Commissioner Meno.

Another glaring contradiction’ comes from the
Dallas Independent School District. According to
the Miracle of ‘94, the number of low-performing
schools dropped from 37 to seven in DISD. A DISD
official told the Dallas Morning News that the num-
ber of low-performing schools would have been 21
under old math calculations. This is a difference of
14 schools for one school district. Commissioner
Meno claims a difference of just 5 schools for the
entire state. e

Finally, the Austin-American Statesman cited 2
source close to Gov. Richards as stating that if the
new math had been applied to the TAAS data for
1992-93, there would have been.406 schools in the
low-performing category rather than 326. This im-
plies that the new math standard is actually a higher
standard. This contradicts Commissioner Meno, the
source at TEA and DISD-—all of whom agree that
some easing of the standards has occurred.

Investigating the complexity of changed stan-
dards and the contradictions within the public edu-
cation establishment is not very enjoyable. How-
ever, itis enormously importantbecause it strikes at
the heart of the issues of public school accountabil-
ity. Texas voters, taxpayers, parents and teachers
should have good information on the performance
of publicschools. Our elected officialsand the Texas
Education Agency have decided that TAAS tests
and school rankings should be the main yardstick
for school accountability.

By dramatically changing the standards for the
1993-94 school year, the TEA has made clear-cut
comparisons virtually impossible and has damaged
its credibility.
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ic Arithmetic =

" Continued

‘Pamela F, Meals
" . Publisher

Ralph'Pdore - .
;Edi(orial Editor . ... .

‘academic performance ,

A Friday news story. by Statesman edu-'
" cation reporter David Woolsey: outlined
“'the current math problem'facmg the Boise

E;‘:' 5

-A’ school district where students can't
- accurately multlply, divide “or -subtract.’
-failg: the course, -If fixing' the: problemi -
..’ means hav1ng youngsters spend more time’
. practicing basic math by rote, then fne,; so.
- be it. But make certain they get. the‘ basic
.'.Vcomputatmn skills. :

.News that basn:" arrthmetlc uxnps

. fourth: graders in'the Boise School Dlstnct‘
* “'pits one of the essential three R's on'a
S shaky stool, When you realize that studies -
show that students have trouble w1th ‘the -
’ other two R's — read1ng and r1t1ng == you -

can see why parents:in. Idaho are }ommg

-the growing national ehorus to. revam

pubhc achaools.

‘ ’I‘hey want three thlngs resultg,

1nc1ude

- H In51stmg on the bas1cs At the Srery
least,’ parents and taxpayers etpect--hlgh;

Enghsh language correctly Yet'
ing number of them can’t ’_Tests 8

dents out of a realistic assessment of the1r

schools:” Fourth- graders’ ‘computation

" gcofes on the Towa Tests of Basw ‘Skills

are among the lowest in the: ‘éﬁﬁ“ and

Reprinted from The Idaho Statesman, February 5. 1995, with permission. All rights reserved.

~ John A. Costa
Executive Editor. .

Susan Whaley L
. Editorial Page Writer = . "

 Now ¢olleges and bu
CHunriecessary time ‘and money’ teachmg re-”

cent graduates remedxal skllls in math and'f-' a
,Ianguage B

nalf of all hlgh school students recewe A's
and B's. Such high grading cheats stu:"

- Carolyn Washburn R
Ma 'aging'Edimr s

Elva. Villarreal
- Community member’

Editorials appearing tnder *Our View™ reflect the opinion of these 'ée’itar_ml bpqrd membef:

e_nc

below the natlonal average
In'shott: too: many kids can't put perieil

to paper and te}.l you that B6 times J equals
R i I SRR

Dlstnct ofﬁcmls aren’ t exactly sure why

.that 18, but one thing is clear: Five years
. ago, Bmse began placing more emphasis
.an dec1phermg word problems than on
“getting the rlght answer m math calcu-
“lations.. . ¢

Not: surprxsmgly, those students who ‘
learned math before the system’ changed e
high school juniors:and: seniors — do
much: better. Their computatxon slﬂlls are.

:.above the national average.

TooA many high school stu&ents already__“
are only marginally @ 'ped to ‘compete.
sses alike spend

‘Boise can' It afford "0 send 1ts ch11dren o

_,_:;{out into .the world_ unprepared fori:the !
ﬁworltplace A strong secondary. educatmn—_ S
10 ,al system 1s essentla] to the‘future of the e
. area. " -
Fortunately, the Bmee School Dlstrlct" T
recognizes that changes: are needed and'is
“taking - action, including” strengthen.mg
‘}students computatmn skills: I‘or the most *
. part, Boise is.blessed: with. a safe,’ clean
..-and, to a great.| extent satmfactury publlc
- school system. . :

But the. mo're ce' ] ._lex wur]d etudente
live in today makes powerful new demands
for a more agg'r'esslve cirriedlur” and a

higlier staridard of achxevement from atu-

dents and teachers alike: © * ©

et et
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Op@mg Address, Eugene Dlrect Instmctmn

.:Conference

Jean Osbom

Assocmte Dlreétor of Center for the Study of Reading
Umversu'y of Illinois, Champaign, Illmms

DlrectInstructmn Past, Pr__é_sént, Future

sons. Weare here to exchan ge 1deas, learn more, and
find out what's new. We are also here to see old
friends, make new ones, and r_heck out the best spots
in Eugene. But I suspect a: compelhng interest in
effective teaching—and the resulting effective learn-
ing of our students—is what really brings us here.
The title of this conference, “Twenty Years of
Effective Teaching” certainly implies that an anni-
versary is being honored. And indeed, that is the
case. [t was twenty yearsago,inJuly of 1973, that the
first Direct Instruction’ Conference took place in
Eugene, Oregon. About 200 people attended that
conference. Not quite 500 people are at the confer-
ence that begins today. Between 1973 and now, I
estimate that about 8000 people have taken part in
the Eugene Direct Instructmn conferences. I thinkit
goes without saying that each.one of these events
- has focused on effective teaching, and I certainly will
say that as a result, thousands of children in Ameri-
can schools have benefited from what teachers and
administrators have learned at the conferences.
From my point of view, however, the title, “20
Years of Effective Teachmg,’f doesn’t take a long
enough view. To tell youwhy, I have tobring up the
name of a particularly. effective teacher whose name

is closely associated with Direct Instruction—and -

that is Slegfned Engelmann I won t call him the

has provided us W;th a number of effective teach-

ers—thank heavens. ButI will permit myself to say
that this particular effective teacher has made it
possible for thousands of other teachers to learn a lot
about effective teaching, and therefore a lot about
helping their students become successful learners.
Ziggy Engelmann has been éngaged with eifec-
tive teaching for more than the 20 years acknowl-
edged by the title of this conference. This longevity
allows us to celebrate three anniversaries. 1) 20
years of Direct Instruction conferences in Eugene, 2)
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Ziggy’s 25th year at the University of Oregon, and 3)

the 30th year of the-beginning-of-it-all. It was 30
years ago this summer that Ziggy began working

~withagroup of children on a grant that Carl Bereiter,

a professor at the University of Tlinois, had received
from the Carnegie Corporation.

I am honored to have been asked to open this
conference, and even though I have established that
this is a triple celebration, I will continue with my
plan to give the talk titled, “Direct Instruction: Past,
Present, Future.” This title implies sequence: I will
start with the past, move to thé_pf_e_éen_t, and end up
with the future. But, I will warn you that my past
with Direct Instruction is more extensive than my
present, and that I will talk more about the past than
about the present. Ihope you will agree that in this
case, the past does lend insight to the present and
perhaps even forecasts some of the future,

Someone once asked me to write a little essay
about what it was like to work on an instructional
program with Ziggy. Becausel had spent a number
of years sitting besude him as we worked on lan-
guage and reading programs, I figured it would be
an easy task to write about these activities and thus

. giveanidea of Ziggy at work—which, by the way, is

somethmg he does a lot of. Here is what I wrote:
He is sitting at an old, beat-up typewriter dashmg
out a page of important prose. Many typed pages

areé stacked on the table next to the typewriter. A

smile of pride is on his face because he is thinking of
the many students—students otherpeoplehavegiven
up on—who will learn from what is written on those
pages. :
I imagined an audio component to th1s para-
graph. Peppy music was playing in the background.
Children’s intense but happy voices, in group-re-
sponse mode, were heard in the furegrou.nd
Although this paragraph, and its audio accompa-
niment, provided a description of Ziggy that was
clear and perhaps heartwarming, it was much too



simple, and: therefore decewmg What d1d""need to

add? How about the cru.mpled-up p'apers' thathave -

been tossed across the room? What about the open
bag of potato chips next to the typewnter? ‘What
about the anguished helper (Cookie, Doug; ]erry,
Phy].hs, Su51e, Bernie, Steve, me, or someone else)
‘whois sitting in the corner, clutchingamuch altered
‘scope’ and sequence chart? ‘And ‘that ‘imaginary
sound track doesn’t reveal the quality: wofithe Ziggy
" yoice—loud and outraged, Nor does it inform us of
the content of the utterarices that remark (colorfully)

upon the shortcomings of un1ver51ty professors, the. .

short51ghtedness of publishers; the limitations of

some school administrators, the' problems with the

Umted States Department of Education, the worri-

some c¢ondition of the state of Orej goni's Department

of Education, and the stup1d1ty of the man down the
- stréet—and of his dog -

" Well, I could never figuire out how to put 1t all
together, so' 1 resigned from the task of describing
Ziggy at work. But, in preparing this talk, T decided
to try again. I decided to concentrate’on the begin-
nings of Engelmann’s life as an educational inter-
ventionist, becauselam one of its few witriesses.  To
convey these beginnings to this dudience, T put to-
gether a collection. of snapshots that I-wish I had
taken 30, 28, 26, and 24 years ago. I will" give the
period of each’ snapshot the place, dESCl‘le the
event and glve an mterpretatlon i

: SNAPSHOT 1

Period: Early fall, 1963.

Place: College of Edueatlon, Un1ver51ty of lllmms
Champaign, ]ll].no1s :

Event: This" prcture is placed in" one of the tmy
second floor offices in the College of Education. The
office belongs to Carl Bereiter who is sitting at his
desk, Ziggy is sitting in a'small chair néxt to Carl's
desk. He is too big for the chair and too-big for the
office. Thave distanced 'rnyself'and am sitting ona
chair in the'comner of the room. This is'my first
gTOWN-up job, and I can’t figure out what the job is.
Carland Z1ggyboth look wild-eyed. Ziggy is pound-
ing Carl’s desk ‘with his fist: These two men are
engaged ina big discussionthat 1sbordenng onabig
' argument Offin the comer of the room, Tam lookmg
alarmed.

Because I was there, I can report what they are
discussing. The topic is Carl’s Carnegie Corpora-
tion grant “The Acceleration of Intelléctual Devel-
opment in Young Children:” Ziggyis proposing all
kirids of radical plans for‘accelerating the develop-
meént of young minds, arid-at the same time settling
some daunting questions about the development of
children. He is claiming that it's all environment—

i

-and that any child can be taught anything. Carlis
“unwillirig to’ abandorn heredlty asan important con-
. tributing; and sometimes liiniting, factor in the de-
‘vélopmerntof human bemgs Ziggy proposes to split

up forty sets of identical twins and to provide one of
each pair witha superstlmulatlng environment and

let the other one grow up in the direst poverty,
; deprlved of phys1cal and mental stimulation. Carlis

proposing caution;

1 can also tell you what I was thinking and why I
looked alarmied: Is this what working ata University
islike?  Iwpn'tlet themyget near any twins I know.
All these gliys éver dois talk. I can’t see how we are
going to accelerate the intellectual development of
any child, T'don’t think this is where I want to be.

Tnterpretation: ‘These long-winded meetings were

probably essential t6 the development of the ideas
that were the’ foundatlon of the first Bereiter Engel-
ménn preschool: i They were also essential to the
"ofﬁeial“'educ"a'tion'alf education of Ziggy. Carl was
his mentor, in the best sense of this now somewhat
overused word. Wewill look at thenext snapshot to
f].nd out how the 1dea for the preschool came about.

SNAPSHOT 2 : S ‘ :
Period and Place: ‘-'Same as above but a couple of
weeks later. e

Event: Carl and Zlggy are look.mg at me; I am hold-
ing upanissue of Life Magazine, I am showing them
a full-page photo of a little boy in a New York city
classroom that is rori by a psychologist named Mar-
tin Deutsch. ' I am:telling them that. the article is
about helpirig’ children who are likely. to fail in
school, and that-Martin Deutsch has ‘organized a
preschool for’ poor children to teach them things that
will improve their achievement in regular school.
Ziggy (or maybe it is Carl) says: If we work with
children whio come from families where everyone
does poorly in school, we can more easily measure
the effects of what we are doing to accelerate their
intellectual achievement. Carl (or maybe itis Ziggy)
says: You're right. Let’s do that Let’s fmd some
four- year-old kids. -

T have warked W1th the pnne1pal in an elemen- _

tary school on the north end of town,”. says Carl.
“I'll get the kids.” « .~ :

~*You’ll find lots of fam111es who can use what we
can' offer, says Zlggy, not yet really knong what
we had to offer, - o

i ”Iea.n, you fmd a p}ace and orgamze the car pools "

says Carl.

“And T thl.nk At last t.hey have stopped talkmg I
think we’re going:to have some action. (Sexism
wasn’t anvitem in 1963, so without missing a beat, I
found a space in a campus church and convinced
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some of my r1ght~rnmded women fnencls to drive
into the riorth end arid car pool the students, )
Snapshot 2 featuresa plcture withina picture, Ziggy
really likes the Life Magazine: :picture that I am
holding up. It shows an intense looking four-year-
old boy standing next to the toy stove in the kitchen
corner-of the preschool. - He .isuvigorouslty stirring
something in the toy frying pan. The.caption at the
bottom of the page reveals what he is. saymg “I'm
just cooking up these goddamn.grapes.”
Interpretation: This was an important day in the
careers of each person in thatroom, and to the school
‘and the life-achievement of a-lot of students in
American schools. That Carl Beréiter was an ambi-
tious-—and already prolific—educational researcher
meant that the project would be a research project
and that very soon books-and.papers about the
project would be appearing in the academic press.
‘And that the project: would be discussed at meet-
ings—which leads us to Snapshot 3. :

SNAPSHOT 3

Period: About 18 months later

Place: The annual American Educational Research
Association conference, in a session being held in a
meeting room in a downtown Chicago hotel.

Event: Phil Reidford, Dave Brison, Carl, Ziggy, and

I are members of a panel. Lots of serious looking
academic people are in the audience. They are
attending this session on a newly fashionable sub-
ject: theeducation of poor children, Remember, this
is long before the Head Start program was estab-
lished. Carlis atthe lectern talking about the progress
of the students in the preschool. Phil, Dave, Ziggy,
and I are nervously examining our notes. We will
soon kalk, in turn, about how the children are learn~
ing reading, arithmetic, and language. Everyome,
except Carl—-who has done this sort of thmg be-
fore——is very nervous.

Interpretation: This session was well attended and
well received, but Ziggy thinks more people should
have been there, and that the press should have been
there to report on the importance of this work. “We
will turn American education around,” he says to
me after the meeting.. But it turns out that Ziggy,
Phil, Dave, Jean—and even Carl—should have been
even more nervous. Unbeknownst to them, a lot of
those serious looking and seemingly agreeable aca-

demic people in the audience are going to be detrac- .

tors, mockers, attackers, and enemies. And it turned
out that not all the detractors, mockers, attackers,
and enemies were in that room.  Some were in
residence at the University of Illinois College of
Education. Next, we'll see a:snapshot about that
situation.
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"Event:.

SNAPSHOT4 L

Period: One year later. A R
Place: Un1vers1ty of Ilineis College of Educatmn,
Wes Becker’s office.

Carl and I are walkmg mtu Wes Becker s
office, Wes, because of his interest in educatmn, has
just moved from the Psychology Department to the
College of Education. Carl and1are ready toexplain
thesituation to Wes. Carl, who has moved toCanada,
is on a visit to the Illinois preschool project. The
project is moving forward, we now do. pre-school
and kmdergarten The kids are domg well. But
because no one in the College likes it very much, it is
threatened with extinetion, Carl and Jean have the
idea that Wes might be able to provide the leader-

ship (and the protection) that the University admin-

istration would accept-<-and thus permit the project
to be continued. Much to their amazément, even
before they sit down, Wes says,’You've come toask
me to work with Engelmann. I'mwilling to do that
because | think those classes are the most l.nterestmg
thing going at this University.”

Interpretation: Wes Becker's actlve mterest in those
classes not only saved the program but turned all of
us into “official” behaviorists. - Which, of course,
would lead us into more trouble with some of the
academics who were in the meeting room at the
AERA meeting. (lalso feltthat sometimes that label
got in the way of people seeing what we really were
promotmg, which was instruction.)

That we were held together turned out o be very
important, because it was only a few months later
that a. man named Robert Egbert ca_lled from the
United States Office of Education and presented the
project-with an offer to take partina Plaru'“led'Var_ia-
tion program for Head Start and something called
Project Follow Through. We were being asked to
take part in a comparative study of different instruc-
tional models, to be one of those models, and. to
organize classrooms in school districts throughout
the country. - Becoming a part of Project Follow
Through also meant we had to gear up to work in
first, second and third grades. Someone said, “Sure,
we'll be pleased tobecome part of Follow Through.”
So, we all got to work. But, in the midst of all that
work, a 'big move occurred. The next snapshot
shows what happened.

SNAPSHOT 5

Period: Summer, 1968.

Place: The airport in Champaign, Illinois.

Event: Ziggy is climbing up the steps to get on an
airplane to fly to Eugene. He looks worried. Ilook
sad. Iam at the gate, waving good-bye. It was the
move of Ziggy and most of the Direct Instruction



. DI Pas‘t, Present, and Future o

FoIlow Through staff to the Umvers1ty o.F Oregon

.Interpretatlon But, as it turned out, I needn’t have
looked so sad. It was because of the nation-wide
nature of Follow Through that T continuéd to meet
Zig and a whole bunch of other people-in various
school districts throughout the country. Our task
was to help. teachers learn to be Direct Instruction
teachers. 1 also continued to Work on programis, as
did a lot of ofher people involved with the Follow
Through project. The next snapshot givessomeidea
of the nature of the Follow Through actw1t1e5

SNAPSHOT 6

Period: The entire Project Follow Through penod :

Places:. Lots of thém—Tupelo, Mississippi; Wash-
. mgton D.C.; Dayton, Ohio; East St. Lou1s, Illmo1s,
Grand Raprcls, Michigan; Ocean Hill-Brownsville,
New York City; Williamsburg, South ‘Carolina;
Uvalde, Texas; East Las Vegas, New Mexico; Rose-
bud Indian Reservation, South Dakota, Srmthvdle,
Tennessee—and more.
Everits: The events of Project Fo]low Through cannot
be shown without displaying an entire photograph
album of snapshots and _wriling an-accompanying
book. WhatIwill try to convey here in a sort of photo
montage are the huge amounts of travel, optimism,
frustration, planining, negotiating, and effort that were
associated with the Project. Lots of familiar people
appear in this montage; some are from the Follow
Through staff and others are teachers and adrinistra-
tors from the schools in which they worked: -We can
see Doug, Linda, Susie, Liz, Gary, Bob, Jim, Alice,
Ruby, Geraldine, FPhoebe, Glenda, Eunice, Jim, and
many, many more. Several images of Ziggy appear at
the center of this picture—they show him looking
exhausted, trinmphant, enraged,-and disappointed.
Interpretation: For Ziggy and the Direct Instruction
Follow Through staff, this is a period of superhu-
man exertion, major triumphs, enormous rages, and
big disappointments. Zig looks exhausted because
the work is overwhelming and can be accomplished
-only by the exertion of enormous amounts of effort.
The 15 hour work days have gone on foryears. Zig
looks triumphant because of the achievements of
students and their teachers in the most unlikely
classrooms in schools throughout the country. His
rages are causéd by obstacles (reasonable and un-
reasonable) that stand in the way of achieving the
major changes in American education he had talked
about at the AERA meeting in Chicago. I have come
to believe the disappointments he faced in Project
Follow Through were inevitable and were (and still
are) based in the nature of the American educational
syste_rn. But, in the next snapshot, we see some of the
best aspects of the American educational system.

Continued
SNAPSHOT '7 : T
~ We have another photomontage In the fore-

ground are a whole bunch of [llinois people who
have settled into:life in Eugene, * Zig, Doug, Susie,
Gary, Karen, Carol; Liz, Jessica; Don, Linda~and
even more are- clustered together. They are learning
to cope with’ the' mountains, the ocean, tall trees,
rain, rhodod_en_dro_ns the counter cultiure—and the
Eugene Arrport . Ziggy is.in one corner of this
picture. He'is ini the: rruddle of a forest and is sitting
on a motarcycle. - He has discovered the thrills,of

. planting trees in h;_s,__qwn forest; and of motorcycle

riding. But the most iriteresting aspect of this pic-
ture is that lots. of other people are walking into the
picture. There are teachers and administrators from
school districts in Oregon Washmgton, California,
anid-in fact, the whole counttry:.. There are under-
graduate and graduate students: who are attending
the University of Oregon to learn about Direct In-
struction teaching, supervision, and program writ-
ing. - Other people appear—the curious and the
devoted. In fact, lots of people in this room are in
this picture., The next plct'ure shows yet another

group of people.

SNAPSHOT 8 o
Period: From 1966 to the present
Events: This is another photo montage The SRA
editorial offices in Chicago are in the lower left hand
corner. Ziggy is talking to an editor. -He looks
pained. She looks irate; I know what he is saying:
“What, you want to add cormmas. to that sentence?
No way.” An executive of SRA, looking grim, isin -
the right hand corner. He is talkmg to.a regronal
manager. I also know what he is saying: “What?
SRA is supposed to provide teacher training? [
thought these programs taught themselves.” In the
upper part of the picture, you can see that thehomes,
garages, and cars of the SRA staff associates are
loaded with Distar boxes. Up in the right hand
corner are pictures.of. the. staff associates talking
earnestly—and: on: occasion, deviously—to public
and private school curriculum directors, reading
coordinators, committees of teachers, and individual
teachers, They are telling them about these unusual
programs. And in the middle of this picture are the
programs; .- :

Distar Readmg -

Distar Language

Distar Arithmetic

Reading Mastery

Morphographic Spelling

Spelling Mastery .

Reasoning and Writing

Expressive Wriking
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Corrective Readmg
Connecting Math Concepts
"+ -Corrective Mathematics: - ;o5

-Mathematics Modules: - |
Interpretatlon The Jnterpretatlon is very su'nple
Lots of people worked very hard to create lots of
Direct Instruction programs. - The piograms were
edited and published in Chicago, and.then sold by
the SRA Staff Associates. Lots of téachers and stu-
dents tried out those programs:and found.them
useful. But of course this simple interpretation
doesn’t get anywhere close to.the drama and stress
that were—and still are——l.nvolved in every one of
these activities. S ' ‘

There are no more snapshots to descnbe—wl'uch
means | am finished with the past and that we are
now at the present. The period is summer, 1994 and
the place is the Hilton Hotel in.Eugene. The eventis
this large roomful of people who are here to learn
about and discuss Direct Instruction programs. To
set us up for this meeting, I am going to list a few of
the somewhat unusual general principles that are
features of each one of the Direct Instruction pro-
grams. The programs feature:

1. A commitment to the belief that all children
can achieve if taught well, and in some cases,
persistently - :

2. Carefully designed instruction

3. Classroom tryouts that are the basis for pro-
gram revision

4. A very rational, levelheaded, and unroman-
tic approach to teaching and learning

In the prevailing climate of educational theory,
policy, and practice, none of these general principles
is particularly fashionable, Nor is it particularly
fashionable to evaluate the success of educational
theories and practices on the basis of student perfor-
mance. But oddly enough, it is fashionable to ask if
theories and practices are research-based. So, I will
ask the question. “Are Direct Instruction programs
research-based?”. The short answer to that question
is, “Yes.” Thelonganswer, whichincludes explana-
tions of how and why, is another talk. But I will
make a strange pomt about research-based and 5.
Engelmann.

. In program after program, no matter what the
subject, Ziggy has demonstrated the ability to ana-
lyze the knowledge structures implied by the sub-
ject matter and figure out what the learners need to
know to grasp, understand, comprehend, “own,”
utilize (whatever term pleases you) that subject
matter. Purthermore, he has demonstrated the abil-
ity to design and sequence instructional tasks, as
well as practice materials, that permit teachers to
teach and students to learn and understand this
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sub]ect matter. In domg all of tl'us Z1ggy has often
figured out in advance ‘what educat1onal research
later establishes, -, s :

Before leaving this. pomt about the research base
of Direct. Instruction programis, I want to give you
and idea of how Ziggy's m51ghts not only: have
predicted the topics of current research about read-
ing, but also some of the conclusions. Ihave selected
three topics from research about reading.

1. Schema Theory. One of the most agreed upon
results of the research of the past 20 years inreading
and cognitive psychology is that the new informa-
tion, facts, and ideas that we learn get: hooked into
the information, facts, and ideas that we already
possess. The more we already know about a topic,
the easier'it is to learn more. This notion is at the
heart of the organization of the content of all of the
Direct Instruction programs, most espec1ally Read-
tng Mastery 11, IV, V and VI, 1challenge you to see
any. evidence of that kind of plannl.ng in a main-
strearn reading programi.

2. Acquisition of Vocabulary. Some of the most
respected researchers in the fields of linguistics and
reading comprehension have demonstrated again
and again that the probabilities of new words being
learned is very low when they are presented in one
vocabulary lesson, and then read in one paragraph
in one story. For students to learn new vocabulary
so that they “own” the new words requires repeated
encounters with those words. Think of the number
of times students encounter new vocabulary in Read-
ing Mustery III, IV, V and VI. They discuss what the
words mean with their teachers, they read them
many timnes in their textbooks, and encounter them
again in their workbooks and skillbooks. Ichallenge
you to find that kind of care in other reading pro-
grams.

3. Beginning Reading. The latest d1scovery in
beginning reading instruction is phonemic aware-
ness. Phonemic awareness implies that students
understand that spoken words, in addition to ‘con-
veying meaning, contain individual sounds.” And
that it is the sounds of spoken words that map
directly onto the letters of the written words. . The
first Distar Reading program, published more than
20 years ago, contained numerous exercises that
helped children become phonemically aware. These
exercises, only slightly refined, appear in the latest
edition of the first level of Reading Mastery I chal-
lenge you to find such attention te this important
aspect of beginning reading insfruction in, other
reading programs. I could go on about some other
important aspects of beginning reading instruction
that appear in Distar and Reading Mastery I, for
example, rhyming practice, attention to spelling
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patterns repeated readl.ngs, and the m-lportance of
relating the words in the student text to the sound/
symbol relatlonsh1ps bemg taught in the student
lessons Biit, my time is rurinifig out.: .
“Idonot want to leave the present w1thout talking
about the economics of Direct Instruction: To find
oSut SRA’s current views of the ecoriomic viability of
the Direct Instruction programis, I calledJack Chapel,
Vice-president of SRA. Jack has been involved with
Direct Instruction programs ever since they were
published. He reports that Direct Instruction pro-
grams areé enjoying a significant increase in both
interest and sales and believes this'is due to the
general concern of educators and parents about the
achievement of children who are at risk of acadernic

failure. Most particularly, he believes that the reau-

thorization of the Elementary and Secondary Edu-
cation ‘Act will provide even greater opportu:ut1es
for the school-wide u:nplementatlon of Direct In-
struction programs. Thisis good news for the present
and the future.

I want to make one more point about bot_h the
present and'the future. AsIpointed outearlier, and
some of you know all too well, the educational
climate is not uniformly sympathetu: to Direct In-
struction programs. Education is known for.its
swings, fads, and fashioris—and for its varying ap-
proaches to instruction. I will list a few-of the
approaehes that have surfaced in the past 20 years:

Open Classrooms -

Language Experience Reading

Child-Centered Curricula

The New Math

Discovery Learning

Higher-Order Thinking Skills

‘Invented Spelling

Process Writing

Literature-Based Reading Ins truction

Whole Language :

Content Area Standards

Teacher Empowerment

Qutcome-Based Instruction

Portfolio Assessment

School Restructuring s
The inniovations on this list were and are often
surrourided by ¢ontroversy. Support for many of
them s based on strong belief systems and very little
data. Many are exasperating. Some make us mad.
Some have elements of good ideas, and in fact some
will stay with s in'one form or another. I think you
will feel better about that last statement when I say
that I feel totally confident in adding Direct Instruc-
tion to the list. It has been around for as long as any
of the innovations on the list, and I predict it will be

‘with us for a long time—long after some of these

entnes are relegated to the same status as Dick and
Jane readers. . :

The list of edueatlonal innovations, with Direct
Instructiofi programis added to it, permits us to slide
very quickly into the future, which if you will recall,
is the last sectioniof my talk. I will give some advice

for anyone involved with Direct Instruction pro-

grams, and next—-»and finally—I-will delve into the
past to reveal a’‘message that should give all of us
confidence as we face the future:

1. Keep the intérésts of the students foremost ds
you work in classrooms arid make administrative
decisions about what'to teach and when. I have
friends who can argue for hours about the merits of
individual opera singers. ‘These people are knowl-
edgeable, opinionated and: passmnate about their
beliefs. But their arguments do no harm, because
there are no victims. The singers keepon singing. In
contrast, educational arguments—and subsequent
decisions—are often made on:the basis of factors
that have very little to do with the best. mterests of
the students.” These arguments can have victims—

those studernts who do not leamn very well in ap-

proaches that are only supported by passxonately
hLeld good intentions. - -

2. Keep data about student performance and use
it as the basis for making changes, and supporting
what you are doing, : :

3. Avoid odd bedfellowsmnot all people who
support “Back to the Basics” are aware of the com-
plexity of learning “the basics.”. Not all people who
support phonics instruction know the difference
between an effective and systematic beginning read-
ing program and a pomtless program of skill and
drill. - :

To conclude my talk I am gomg to d1p agam into
the past. I hope yoiur will agree that this particular
message from the past illuminates both the present
and the future. Here is how I got this message.

Last spring,-at the most recent meeting of the
AERA, I met Bob Egbert.. Bob served for years as the
National Director of Follow Through; and later be-
came Dean of Education at the University of Ne-
braska. He is now a professor at the University of
Nebraska. - Bob asked about Ziggy. I told him I
would be putting together a talk to celebrate 20
years of Direct Instruction conferences in Eugene.
“Are you going to talk about Follow Through?” he
asked,

“Of course,” T 5a1d

“Well, Id like to say something about Ziggy and
Follow Through,” he said.

“Write him.a letter,” I said, “and send it to me.’

And he did. Here it is.

R —
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Iuly'.:ii' 1994 .

Dear Zlggy, :
~No one who was not there dunng the earIy years of
Head Start and Follow Through can know how much
your initiative, intellect and com_nuh:nent'conmbuted
to.the development.of those. programs_ You simply
shook off criticism and attempts ensorsl'up and
moved ahead, because you knew:you were right. and
that what you were doing was u:nportant for kids.

Lest you think that censorship is too strong a
word, let me remind. you that many in the early
education field did not want your p’rogram included
in Follow Through.: As con.fu:mmg evidence for my
personal experience and memory 1 cite the- Head
Start consultant meetinig held in, I think, September
1966, in which a group of consultants, by their shrill
complaints, stopped: the full frelease of a Head Start
Rainbow Series pamphlet which described an ap-
proach to working with children that was somewhat
more direct than the approach favored by main line
early childhood educators—but one that was much
less direct than the orie you and Carl Bereiter were
then developing and usifig. The endorsement of
Milton Akers for ir_l'clus:io‘r_l of “all” approaches in
Head Start and Follow Through Planned Variation
made our task much easier.

Zlggy, despite what some critics have said, your
program'’s educational achievementsuccess through
the third grade is thoroughly documented in.the
ABT Reports. © Your own followup studies have
validated the program’s longer term success. Iam
completely convinced that more extensive studies
of multiple outcomes, which the Department of Edu-
cation has been unwilling to fund, would pr0v1de a
great deal more evidence for your program’s suc-
cess in many aspects of the lives of its graduates.
Rather than reciting or debatmg Program success,
however, I wantto relate four briefincidents, eachof
which tells something"that I treasure about Ziggy
Engelmann. Eachone of these little stories carriesits
own descriptive title:-

1. The Horse Race.- (Z1ggy is cornpetltrve ). Eor
Ziggy Engelmann, life consists, in part, of a series of
exciting competitions, Tll never forget ourSponsor
Meeting in “Febiuary”1968 when we Feds were tip-

" toeing around, trying to get all sponsors to accept an
evaluation which would permitexamining programs
in relation to each other. Ziggy didn’t ease our task
when he said, “Let’s cut the crap. This is a horse
race, and we infend to win.” - Incidentally, he also
brought a different level of -honesty, if some in-
‘creased discomifort, to the disciission.

2. I Promised Some of My Friends... (Ziggy is
forthright.) This incident occurred in April in the
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'audltonurn at 110 lemgston Street in Brooklyn— o

the New York City Board of Education. : This was
New York Clty s own version of the earher sponsor
selection meetings held in Kansas Clty ‘InNew York
City, parents; teachers, and prmc1pals had assembled
to hear Illinois, Kansas, Bank Street, New York Uni-
versity, and others describe-their. models so that
they could make sponsor selections. School people
Werte iri one part of the audrtormm, parents were in
aniother; and Feds and Sponsérs were in a third.
Following the presentations, a principal s stood and

‘spoke at length about how thrilling it was'to see

parents and teachers coming together iri a common
causé. He then asked if someone could help him
understand how some of the approaches (meanmg
behavioral approaches) could help New York City’s
young, poor children. After a very softly worded,
conciliatory response by one sponsor,. Ziggy, who
had been shifting from foot to'foet throughout the
question and the initial sponsor answer, stood up
and said, “I promised some of my friends that I
woiuldn’t say-bullshit today, so I-won't,” He then
wert on to question how parents and school people

could work together when they were seated sepa-

rately, and continued with Teferences to the so-
c‘alled'_success of current early education programs
for New York City’s children. He concluded with a
description of his own program, and predicted its
likely success.

3. The Mustache. (Z1ggy is not always conven-
tional.) Some time after the New York City incident,
Houston school district’s Federal program repre-
sentative asked us to take a group, including some
sponsor representatives, to Houston to meet with
the “deputy” superintendent and others. Of course
we invited Ziggy. The day -before the meeting,
Houston's representatlve said to me, “Oh, by the
way, | was instructed that there should not be any-
one with a mustache.” (Yes, I do know that in 1994

- this sounds strange.) We did a quick memory check

of who would be in Houston. - The only person we
could not be sure would not have a mustache was
Ziggy. " (Dick Snyder was not going.) Then we
decided that principle was more l_mportant to Fol-
low Through than having the largest city in Texas so
we proceeded without any formal checks. When
Ziggy arrived, he had no mustache, only a beard.
The meeting was successfil, if.a little cool.

4.  The Teacher. (Yes, the man is a Teacher!)
Lawrence, Kansas, July 1968. The UanE].'Sll’y of Kan-
sas model was having its first summer workshop for
teachers. . Don Bushell had invited Ziggy to do a
demonstration lesson. My:image of that occasion is

still crystal clear. Ziggy was at the front of the large

classroom when a half dozen five-year-old children



audjence and had'tobe encouraged tosit inthe semi-
circle in front of Ziggy." “How’ 1n_ ‘the world,” I
thought, “will this large, imposing frian who hasnot
been educated as a teacher cope with this impossible

situation?” I need not have been doncerred: Within -

three minutes the excited youngsters, now on the
edge of their chairs, were calling out answers: indi-
vidually or in unison, as requested; to the most

”dlfflcult” of Ziggy’s challenges and questions.. By .

the end of the demonstration lesson, ‘the children
had learned the matenal that nggy taught; they also
had learned that they were very smart. They knew
this because they could answer all of the questions

tt ught in: They were shy in front of the Iarge _

grams, per sé: ‘Almost smgle-handedly /¢

dsout of ourintellectual and programmatic compla-
cency Your ‘work forced us to confront critical:
issues of how t

should be; but it is greatly advanced from where 1t
would have been'without Ziggy Engelmann

| o'provide better education foryoung
“children. Ch1ldren s education today is not where it

that Ziggy had assured them v Were too hard for them' '
: . ‘- My sincere’ grahtude, nggy

_ nk afl of express that kind of gratltude
Thank you very miich.

Failing Grades
produced by Dr. ]oe Freedman, M D P

"A harcl }uthng wdeo that exposes the growmg drsaster of progresswe educauon
E Alberta Report SR

Two Canachan doctors present an analy51s of educational research mcludmg the data from Pro]ect
Follow Through, the largest educational study funded by the U.S. Government, in'a very graphic, easy to
understand format, as they identify and deburk the main myths that are keeping North American
students from excelling. These myths include; that coaching students individually works better than
addressing the whole class at once; that children’s self-esteem is pr uisite t0 learning; that a spiral -
curriculum, that recycles the same information every year, is superior'to a sequential program; that
student performance will i improve if children are encouraged to work at theu' own pace rather than
meet the expectatlons of the teaeher >

For a copy of the 76 minute VHS v1deotape and the two aceompanymg booklets'(the essay a.ncl anno-
tated blbhog'raphy), please send check or money order for $17 95 US ($19 95 Canad1an funds) payable ‘
to the Somety for Advancmg Educanonal Research, to S ; :

Soc1ety for Advancmg Educahonal Researeh
+¢/o VICOM Limited
_ 11603—165 SI:reet
Edmonton, Alb erta
CANADA -TSM 371
The armotated blbhography may be ordered sepa_rately by sendmg $3 00 US to
Soe1ety for Advanemg Educahonal Researeh
- 57 Allan Close :

Red Deer, Alberta
CANADA T4R 1Ad

EFFECTIVE SCHOOL PRACTICES, Farr, 1994 21



Empirically-Based Truths About Direct Instruction (D)

. SaraTarver
University of Wisconsin, Madison
L __._-‘_DI is effec:twe atteaching hlgher order cogmtwe problem solving, as well asbasm academm skills and
+ .. strategies.

2. ‘Dlhas a positive effect ori students’ self—concepts and affectlve leammg, acadenuc success in school
. promotes fee]mgs of self—worth :

3 DI reading programs ar ffectlve at teaching both reading decodmg and readmg comprehensmn

'skﬂis and strategies. _ ...

4. DI is effective at teaclrung chsadvantaged students and mildly handmapped st-udents 4
Dlis appropnate for average- achieving students.

_ 6. Dlteachers are concemed with both the what of teaching (i.e. , the content and curriculum design)
and the huw of teachmg (ie., presentatmn techniques). '

7. DI progresses from structured teacher-directed lessons to less and less. structured mdependent
seatwork; it teaches students to apply independently what they have learned in structured lessons.

8. DIhas Iong~1asmg positive effects; students taught with DI in the early grades maintain achievement
gains, drop out of high schoot less often, apply and are admitted to college more often.

9. Dlis apprdpriate for presch'o'ol, elementary, secondary, and pOSEsecondary students.

10. DI is both challenging and rewarding for teachers; teachers can continue to learn more and more
about direct instruction and how to implement it more and more effectively across their careers.

Tifle of Manuscript: Observation of Direct Instructon Teaching Behaviors: Determining a Representative
Sample of Time for Supervisors

Authors: Nancy Marchand-Martella and Ronald C. Martella
The University of Montana -
Ben)arn.m Lignugaris / Kraft
Utah State University

Address for further information:
_Nancy Marchand-Martella, Ph.D.
‘Pepariment of Curriculum and Instruction
School of Education
The University of Montana
Missoula, MT 59812-1054

Abstract of Study—

The purpose of this study was to determine the optimal amount of time a supervisor needs to observe a teacher
to obtain a representative sample of his teaching behaviors while Direct Instruction is prowded These data were
gathered across two Direct Instruction prograrns——Speilmg and Reading Mastery—presented by a teacher with
over 10 years of Direct Instruction experience, A Direct Instruction chservation instrument and rating form were
used to gather and summarize these data across 3-, 6-, 9, 12-, 15, 18-, 21-, and 24-minute observation sessions.
Results indicated that although there were minor variations in the percentages of teacher behaviors and scores
received based on these percentages, the length of observation did not greatly affect the grade given to the
teacher, Additionally, the least amount of time required to obtain a representative sample of the teacher’s
instructional behaviors was 12 minutes. Implications for supervising preservice teacher-trainees and making
data-based decisions on trainee performance are discussed.

22 EFrFeECTIVE ScHooL PracTices, Farr, 1994




T L PR T

What a pleasure 1t is. to be here among s0 rna:ny
kmdred spirits in this Mecca for Direct Instruction
and what an honor it is to have been mV1ted to
address this esteemed audience, There isno place I
would rather be on this hlStOI‘IC occasion..

In this address, I will tell the story of my own
search for mstrucnon that would enable teachérs to
teach all students more effectlvely In the tellmg of
my story, I will share some of the more important
lessons thatThave learned across the yearsand some
déja vu experiences which suggest that the so- ~called
profession of education, asa whole, has not learmed

the same lessons that T, as an md1v1dual educator,
- have learned. T offer my experiences as examples.of

the kinds of circularity in education which Doug
Carnme wrote about in an article in ADI NEWS in
1992: '
Pre- professmnahsm is charactenzed by _
dogma. A scientific lcnowledge base to gwe
the practitioner expertise and confidence is
lacking.... Dogma leads educators in circles.
(p:26)-

I believe that such circularity has been mani-
fested, not only as repetitions of the same old mis-
takes, butalso as recreations of the same old wheels.
1 will offer a few examples of both of these types of
circularity.

My search for effective mstruchon hasled me into
many instructional lands. In the early years of my
search , I journeyed through the land of Language
Experience with its story charts and trade books (the
land we know today as Whole La_nguage) and the

lands of New Math and Discovery Math (lmDWn by

many today as the land of Cognitively Guided Math)

1 lingered far too long in the land of Perceptual—
Motor Training (known today as the land of Sensory
Integration Training) and theland of Modality Match-

ing (known today as ‘the land of Learning Styles) I
dwelt in the land of Orton—G1llmgham for more than
a decade. In more recent years, I have travelled
through the lands of ECRI, Behavior Modification,

 Cognitive Behavmr Mod1f1cat10n Learnmg Strate-

gies, Mnemonics, Readmg Recovery, and the ever-
enticing land of milk and honey knownas Metaland.
At various points in my travels, T stumbled across
bits and pieces of what has come to be called “Direct

'story, 1 shoulcl _
'a:nd fall to make

farm in northern Lou an ur miles outside a
small town with a popt about 350. The
school I attended in that town had no more than 250
students in grades 1-12.. Just cutside of town was
another school, a two-room: frame school that the
blacks attended Although there were more blacks
than whites in the parish, the number of black chil-
dren attending schoal was much smaller than the
number of white cl’uldren attendmg school because
the black children, once _they were, ‘old enough and
strong enough to wield a pull a cotton sack,
were in the cotton fields, and not in the classrooms.

From the beguuung, 1 loved to go to school. And
Imissed it during those long, summer months when
school was out. So, I created my own school, a
school in which T could be the teacher. I convened
younger children from homes and shacks within
walking distance of my ‘house to be my students
(usually 7-10 students)., Some were my younger
cousins who, like I WEI‘E log
do tobreak the monotony of the days (this was in the
elevision), some were the children of
white sharecroppe whose ' pare_nts (both of them)
were busy workmg n ‘the cotton fields from dawn to
dusk, and a few were black children who were not
yet big enough or strong enough to work in the
fields and whose parent (singular in nearly all cases)
was also working i the fields.

Every afternoon 1 would: gather my students on
the veranda of the old farmhouse in which I lived to
“play school.” 'How well I remember laboring to
teach my : students all that T had already learned in
school. T prepared ‘math sheets, language sheets,
and spelling lists. T. remember fmdmg it particularly
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challengmg to teach la.nguage Teachmg my stu-
dents to identify and write sentences with subject- -

verb agreement, for example, was exceedingly diffi-
‘cult because my students, in speaking, said things
like “1 is” and “They was.” I remember how those
kids taught me that, if they were going to learn this
stuff that was not only new, buit also contradictory,
my instructions were going to have to be very clear.
And they taught me that being clear isn't always
easy; itinvolves not only carefully worded explana-
tions, but alsc a variety of examples (e.g., some
sentences with plural subjects, some with singular
subjects). When I attempted to. ‘teach ‘my students
nath, they taught me to g‘tve them easy examples
before moving to harder ones.”

These were some of the’ more ‘obvious lessons 1
learned in this earliest stage of my teaching career.
More important, perhaps, were the subliminal les-
sons that I learned, lessons whleh didn’t come into
consciousness until many years later. Ilearned that
the student’s learmng is & function of the teacher’s
teaching. Even then, ['seemed to sense that the
details of my instruction were all-important and I
labored to perfect.those details. Ilearned that stu-
dents are great teachers of teachers.” When my
explanations were unclear or my examples insuffi-
cient, the students let me know by giving incorrect
responses and when I had improved my explana-
tions and examples sufficiently, they let me know
that by giving correct responses. [ learned that clear
instruction benefits all students. To be sure, one of
my students might need instruction in the decoding
of simple coc words while another needed instruc-
tion in more advanced reading strategies, but clarity
benefited all of them. It benefited my cousins who
went to school regularly, had a few books in the
home, and had parents who would read to them,
and it benefited my other students who had no
books in the homes (except for the Sears Roebuck
catalog that was kept in'the outhouse, and perhaps
a Bible) and who, in most cases, had no adult to read
‘books to them even if there had been books.

Inthis earliest stage of my career, the thought that
some of my students might not be able to learn had
neverentered my head. I my naive state, Lexpected
that all of them would learn if I taught them, and it
seemed to me that they did.

I went on to become a real teacher. First, I was a
regular classroom teacher in that small town in which
1grew up. Then Imoved to Richmond, Virginia, in the
middle of a school year and applied for a teaching
position. [remember being interviewed by the person-
nel director who asked if I would be interested in
teaching in a junior high school in which some highly
innovative things were going on. For example, all the
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. seventh graders who failed the year | before had been

putinto one home room. The personnel director was
looking for someone to be the homeroom teacher of
that group and also teach math and reading tlasses of
“slow learners.” The personnel directorexplained that
they had difficulty filling that position on a permanent
basis and that there had been a succession of substitute
teachers. He mentioned that the substitute at that
particular point in time was a retired army sergeant

“whowaseagertoreturn to hisstatusas aretire¢assoon

as-a permanent replacement could be found. “When
asked if [would accept the job, [, with all of the naivete
of one from a small rural school district; sald "Sure rd
love to,” and [ took the job. ‘

It didn't take me long to learn why the retlred
army sergeant was eager to leave. This junior high
school was an inner city school that drew students
from the lowest socioeconomic nelghborhoods in
the city. It was a school in which kids often-brought
weapons to school (the weapons of the day were
likely to be knives, rather than guns like today, but
nonetheless they were lethal weapons) ‘and police-
men often roamed the halls to confiscate weapons or
to question kids about things that had gone on in
their neighborhoods. There were gangs. It was not
unusual for teachers to get to the parking lot in the
afternoon after school to find that their tires had
been slashed or their car windows broken.

During the seven years that  taught at that school
I saw many young teachers arrive with big smiles
and bright ideas only to leave after a few short
months in tears. They, like I, came with ideas about
providing their students with opportunities to learn
social studies and citizenship by reading meaning-
ful and interesting materials like newspaper ar-
ticles, magazines, even comic books rather than the
traditional, boring textbooks. And they came with
ideas about providing their students with opportu-
nities to learn math in the context of real life situa-
tions. I remember that one teachér planned to have
her students learn math by operating a small busi-
ness in which they would buy t:shirts, decorate
them in the art department, and then sell them, or
attempt to sell them, at a profit.

These teachers, at first, were very eénthusiastic
and eager to support their students ag they engaged
in these learning activities, but it didn’t take long for
their enthusiasm to turn to disappointment and
their smiles to turn to tears. And the sad thing is
that, when most of those teachers left, they hadn’t a
clueas to why theirbrightideas and their innovative
practices hadn’t worked. Because they didn't see
the flaws in their well-intentioned practices, they

- concluded that the kids simply were not capable of

leamning,.
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- It.fook mie a'while to figure out what went wr‘dng', .-
but eventually it dawned upon me-that it was'the-
teachers who hadn't learned. They hadn‘t leatned
that the kids, if they are to be ‘expected - fo° read"
meaningfil and mterestmg materials; must first be -

taught toread. "And it was the teachers who hadri’t

learned that the kids, if they are to be. expected to

compute profits and losses, must first be taught: to
compiite. The so-called innovative practices of the
teachers required the children to apply ‘skills:and
strategies which they had never learried: Few stu-
dents in that school ¢ould dec¢ode well enough to
read a newspaper and evén fewer could perform the
mathematical operancms tequired  to’run 4 small
business successfully. Ttdidn't take me lorig to learn
* that the students lacked these fundamental aca-
demic bu11d1ng blocks because I 'was teaching; or
attemph.ng to teach the lowest performmg students
in the school - ‘

The's'o called' innovative practices of:
the teachers required the children to
'apply skllls and strateg1es whlch they _
had never learned

To give you some idea of what my remechal
reading and math classes were like: I taught five
classes a day with 30-35 students in each ‘class.
Among my students weré some who today wouldbe
labeled “cognitively disabled,” others who would
be labeled “behaviorally or emotionally disabled,”
and still others who would be labeled "learnmg
disabled.” Nearly all of them would be labeled “at
risk” and nearly all of them were disadvantaged.
When I started teaching in that school, less thanvhalf
the students were minority students. When I left
seven years Tlater, over 75% were mmonty students.
The lessons thatT learned from the kids in thatinner
city junior high school have had a lasting impact on
my thinking about kids’ learning, teachers’ teach-
ing, and schools that should be places wher” teach—
ers teach and kids learn but too often are niot.

"First, those kids taught mie that what I had been
taught in'my education courses in college sunply
didn’t work. ' T had been taught that, if teachers
provided students Wwitha vatiety of interesting books

or ‘other reading’ materlals, the students would be

motivated to read theri and, if motivated to read
them, they would read themn. The trade book market
flourished and T read dozens, if not hundreds of
trade books in order to select the most highly moti-
vating ones for my students. But it didn’t take me
long to learn that kids can’t Tead what théy can't

-

read.  No ‘maltter’ how great the motlvatlon, they
simply can‘t do-what they have not learned to do.’
Very few of the kids in the school read at grade level,

most were significantly behind in reading, and many

_ were nonteaders:+T had ‘more than a few students

who could) no_theven read and'write their own names.
Itbecamieclear to me that; for most of the kids in this
schiool; ‘something-other than immersion in trade
books would be required. Obv1ously the profession
as a whole did not learn the same lesson that Tas an
individual ediicator learned: during those years, for
if it had; How ‘could ‘there’ be 5o many educators
today who'advocate immersion and support as the
primary vehicles fof i increasing academic achieve-
ment and reformmg our schools.
' Aboutthé imé thatTwas becoming disenthralled
of the immerse-and" support appreach, I began to
hear about a'néw’ and very different approach to
educating children with learning problems which
came to be called “perceptual‘miotor training.” Still
determined to find something that would work for
my students, I travelled to Phl]adelphla to learn to
usé one of those perceptua1~m0 f-programs——cme
that emphasized creeping and crawling exercises
and wedring a patch ‘over the noridominant eye
while reading: ‘And; at that}umor high; Tconducted
an experimental program in which I took the 15
poorest readers in the school (all boys) and had them
creep and crawl-across the-gym floor for 45 minutes
aday. How I loriged for the day when they would
get up'off their kiees, pick up their books, and start
to read. But, rieedless to say; that didn’t happen. It
was in the late 1960’s that I finally ‘gave up on
perceptual-motor training. Tt was almost a decade
later before the profession as a whole seemed to
have learned the same lesson that1had learned.
During’ tll'lé..t'd_E_CEl:dE, research had accumulated to
show conclusively that perceptual-motor training
had no positive effect on academic learning and, for
a time, perceptual-motor training faded from the

‘educatlonalscene Butunformnately, the profession’s

collective meémory is short, and, in'recent, years, we
have'seen some of the perceptual-motor programs
reemerge under a variety of names, including “sen-
sory integratior training.” This is a prime example

‘of the profession’s going around in circles and re-

peatinig the same old mistakes.

" Today it is hard for me to believe that I ever
béughtintoa creeping and crawling approach which
obviotisly could:not teach students to read without
the aid of somiethifig like magic. It isalso hard for me
t6 believe that it took so long to “see through” the
rhetoric of the immeérse‘and support approac‘h to
teaching reading. But I'suppose that I shouldn’ tbe
too hard on myself, bécause; apparently, it is taking
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.the profession. a‘_ lot, _longgr._:"=__Ndf[ethéléssg-gl- Séﬁie‘

times feel a little ashamed:toad: at.I was such
easy prey for sometimes well-interitioned and some-

times not-so-well-intentioned educators, psycholo-
gists, and business persons;’ whose tests; training
programs, and tradebooks Were sellinglike hotcakes.
‘It self-analysis, Lhave often:asked.myself why 1
was such easy prey.-Llike to’ think-6f myself as an
intelligent, moral, and somewhat politically astute
persorn. How isit that Iboughtinte:educational fads
-that, today; make absolutely mo sense to me. .The
- only answer that I've been able toicome up with is
this; 1 simply didn’t know what would work. Ihadno
-model of instruction that works.:. I had long since
‘discarded the primitive practices that I used in my
schoolon that verandaback in Louisiana because, in
college courses, I had been enlightened about the
merits .of child-centered approaches based.on
Piagetian theory and I had been enlightened about
the demerits of teacher-directed instruction. -. ...

'How is it that I bought into educational
fads that, today, make. absolutely no

sense to me? The only answer thatI've
- been able to come up with is this: I
' simply didn’t know what would work.

:  After I became a teacher at the inner city junior
high school, I began to notice that the public, too,
. was being enlightened, It was during my years at
that school (mid to late 60’s) that-one of the junior
high's feeder elementary schools (there were three)
was featured in Life Magazine as amodel progressive
school. In the article, the school was described as a
child-centered school in which children learned
through discovery and mantpulation, a school in
which children learned to read and write by writing
their own-stories and reading them. It was claimed
that children from schools like this were to be our
leaders of tomorrow—persons who would lead the
way to victory in our War on Poverty (today it is
claimed that kids from so-called “child-centered”
schools will become the leaders who will save our
rainforests). Needless to say, lwas morethanalittle
puzzled by that Life Magazine article, because [ was
teaching the junior high kids who had gone to that
elementary school, and [ had already noticed that
the kids from the other two feeder schools tended to
be better students. In fact; it had become quite
apparent to me that the very poorest students inmy
classes had gone to the elementary school that was
being described as a model school. And, for the life
of me, I couldn’t understand how these kids who
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biggest lie is the easiest to sell. .

. had becomeiso frus’tra_teg:l_}éy school failuré ﬁha:t_the:y
opted ifor. violenceand. gangs rather than learning

were to become our leaders. What [.learned from

- that Life Magazine article was not eéxactly what the

authors intended: :What I learnied, instead, was a
lesson that Bob Dixon taught in his keynote address
at this corference last year. It goes like this: The

... The Lifﬂ'.:MﬁS’ﬂZfﬁe_ -article app 3 a:ze_d‘, at. 'a.lzs.o.u‘t. -_r_n.he

same time that I'was beginning to get pretty frus-

 trated with this whole teaching business and [ was
“on the verge of leaving it when I happened to find a

ctguple of bits of instruction that seemed to work, at
least to some extent. First, [ found and read Jeanne
Chall’s Learning to Read: The Great Debate. What an

_eye-opener! Chall'sconclusion that beginning read-

ing programs which emphasize the code are supe-
rior to beginning reading programs which empha-

size mearning made sense to me and I began to look
for effective.ways of teaching the code. .

+1didn’thavetogo far tofind the Orton-Gillingham
approach because it had been used in clinics and
private schools on the east coast for a long time. 1
attended conferences and workshops up and down
the coast and became quite an expert on the Orton-

'Gillingham method. In case you don’t know it, it's

a highly structured, multisensory, code-based ap-

. proach to the remediation of reading, writing and

spelling problems. In the junior high where I was

" teaching, I conducted another experimental pro-

gram, using the Orton-Gillingham approach this
time. I'm glad toreport that this time I saw nonread-
ers learn to sound out words and read simple sen-
tences and paragraphs. "This progress in decoding

was encog:_aging to me and to the s_tud_ents'; but, as
-encouraging as it was, I soon began to sense that the
Orton-Gillingham approach was not complete, I

began to suspect that a complete reading program
should contain fluency and comprehension skills
and strategies as well as decoding skills and strate-
gies.. .. . S
we of the positive examples that I found while
teaching at junior high was a math example. Inmy
math classes for slow learners, [ had been teaching
“New Math.” In the New Math program [ used, kids
we_r:e__expec_:t.e_d to count, add, and subtract in Base 2
and Base 5. L have no words to tell youhow frustrat-
ing that was for both me and the kids—frustrating,

_because many of my students could hardly add and
"subtractin Base 10. Ihad assumed that most of them

could count in Base 10, but that assumption was
challenged when I found and read a book by a man
named Sharpe, a book titled These Kids Don't Count.
In that book, Sharpe made the point that kids don’t
understand our number system because they don’t
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-kniow how to count.” The'student'who' can really
.count; said Sharpe; can start with any number-and
“-count forward or backward by any number to any
-specified humber. If one can really count; one can
-start at 27, for example, and count forward by nines
to 90 or start at 27-and ¢ount backward by nines to 0.
-AsIread the book and thought aboutit, I began to
see that it probably would be pretty easy to teach
kids to mailtiply and divide if they ¢ould indeed
count like this. After all, multiplication is counting
forward by the same numiber again and again and
division can be conceptualized as ¢ouriting back-
. ward by the same nuinber again and again. . Asking
‘whatis 21 divided by 3 i$ the same as asking, “If you
start’ with: 21, how many times must-yéu count
backward by 3 to get to 0?” “Although I found
Sharpe’s book intriguing, and I used his counting
actvities with some of my students; I soon sensed
that this counting approach, too, was incomplete
and I didn’t really do much with it or even think
much about it until several years later when I visited
a Follow Through site and got my first glimpse of
After leaving that junior high in 1970, I'took a job
asadiagnostician in one of the first learning disabili-
ties programs in the state of Virginia. During the
two years that I held that position, I happened to
experience two things that influenced my thinking
- and my career in ways thatI could not even imagine
-at the Hme. - S RN
- First, I attended a conference at which Barbara
Bateman delivered the keynote address and talked
about the things she had written in her book titled
Essentials of Teaching: In the course of her talk, she
recommended’ another book by a man named
Siegfried Engelmann—alittle yellow papérback book
titled Conceptual Learning. I bought it, started read-
ing it and found: that I couldn’t put it down until I
had finished it. When I did put it down, I knew that
I just had read something that made more sense to
me than anything I had read before in ‘the educa-
Honal literature, = i 0 e o el e
- The second experience was a visit to one of the
experimental sites for Project Follow Through. This
was in the early 70’s and word was getting around
about this huge federal project that was designed to
help us win our War on Poverty and I was eager to
learn more aboutit. At that time; I'didn’t know the
name of the instruction that I was about to observe;
in fact, [ didn’t even know that differenteducational
models were involved in Follow Through.- I only
knew that I was to observe Follow Through: “And
when Idid, Isaw disadvantaged preschoolers sound-
ing out words and saying'them fast and I'saw them
“getting it going” and skip counting by- different

numbers. ‘AndTsaw these very young kids payi;:g

- attention and erijoying learning in stich a way and to

such an extentthat Thad never before thought pos-
sible. As I watchéd this amazing demonstration of
instruction;+I thought, “There’s no way that the

juniorhighikids thatI used to teach would have been

so far behind-in‘reading and math if they had been
provided with-this:kind of instruction when they
were preschoolers.” - P
- Atthe time thatT visited that Follow Through site,
I didn’t kriow that the instructional programs being
used: were authored by’ the same man who had

_ written Coricéptual Learning, the book with which I

had been so imipressed. ‘But I went on to find and
teid other books:by Engelmann—Give Your Child A
Superior Mind and Preventing Failure in the Primary
Grades and eventually'I.did niotice the name Engel-’
matn on a DISTAR kit arid put the pieces together.
About the time that I was putting these pieces to-
gether and becoming increasingly impressed and
intrigued by this new Direct Instruction approach,
my life tooka turn and Direct Instruction was put on

- the back burner. '1'decided: to take a leave from

tedching to enroll in'dectoral studies at the Univer-
sity of Virginia: - Even' though the professors with
whom I studied: knew nothing of this new Direct
Instruction, they taught me a lot that Icould relate to
whatI already knew about instruction and for their
expert tutelage I shall be forever grateful.

From Jim Kauffman, I got a firm grounding in
behaviorism and learned a lot about the behavioral
methodologies that were becoming so popular in
special education in the 1970’s; ‘As I learned about
methods of reinforcing appropriate behaviors. and
ignoring inappropriate behaviors, and about sys-
tems for measuring and recording behaviors, I kept
thinking, “If I had only known these things when I
was teaching in that junior high, I could have beena
muchi.more effective teacher.” . .. .

But, Ialso remember that something in the back of
my head kept hinting that this behavior modifica-
tion approach, great as it was, was lacking some-
thing, At first T couldn’t'put my finger on what was
missing, but I remember the particular class discus-
siori during which it began to dawn on me. Jim was
describing Precision. Teaching. -He showed how
specially prepared logarithrmic sheets could be used

. to record student behaviors and related this to rein-

forcement for improvements in performance. The
behavior to be recorded, in this particular demon-
stration, was number of words read correctly and
the reading material or instructional stimuli con-
sisted: entirely of one word list. The only instruc-
tions that the student received prior to reading the

list was “read these words.” .
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" As I looked at the word list. T

Iearme Chall had. reported that "esearch favored

begmnmg reading approache b c;h_Words were
controlled on the basis on phor tic regularity and I
remembered that the Orton: Hingham folks: in-
sisted that letter-souind: €o. nderices be se-
quenced in a parhcular way and:that word lists be
constructed to contain only letter-sound asso-
ciations that had been taught. ut Tcouldn’t see any
rhymieé or reason to: the word:lis “béing used in this
; : ‘ 1 “]f theré' is an
underlymg structure to thls hst 1 thought, “ithas to
be a frequency- of-usage structure nd not a pho-
niefic structure,” :
- I wanted to-hear some rahonale iy that hst but
none was offered “And since the whole'discussion
was focused on how to record and. reinforce student
responses, I could only conclude’ that behaviorists
are much more concerned with methods of measur-
ing student responses and prmc1p1es of structuring
the consequences to follow responses than they are
with:structuring the instructional stimuli to which
the student is to resporid, Furthermore, it seemed to
me that there was a lack of concern for how isolated
stithuli (a list of words; in this case) are related to the
whole from which they have been extracted (the
whole of “reading” in this case). In my.thinking,
structuring that to be learned to communicate rela-
tionships was as meortant as structurmg the conse-
quences for learning. - SR :

Inshott, itseemed tome, and still seems
to me, that the pure behavioral
_ approaches arelimited, severelylimited
" 'when it comes to academic learning, by
. their failure to structure that to be
learned with the same care that. they
| strgctqre the cons equences for Iearmng

Infact it seemed to me that careful structurmg of
that to be learned could enhance the effectiveness of
this behavior mod-approach in two ways. First, it
could increase the chances: that the learner’s first
response would be the correct one. that would be
deserving of positive reinforcement. Secondly, it
could increase the probability that thelearner would
learn something about the structure of our written
language system that would enable her to general-
ize and read new words. In other words, it seemed
to me that, in the abserice of a carefully structured
word list designed to reveal the alphabetic code of
our written language, kids would be much less
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likely to.dmc'dv'er the code.: And for the life of rne: I

couldn’t figuré out how kids could learn to read new. -
words that they had niever seen before w1thout learn— '
ing thatcode: s fi. TS
In short, it seemed to me, and st111 seems to. me,
that ‘the pure behavioral approaches are limited,
severely limited when it-comes to academic learn-
ing, by their failure to structure that to be learned
withi ‘the sarrie care’ that they structure. the conse-
querices for learning. : e ‘
Ifou.nd theoretical supportfor my grewmg aware-
ness ‘of ‘the importance of ‘structuring that to be
l_ea_rn_ed in:other courses that I took as a doctoral
student: Inachild development course, I was intro- .
ducedto the. cognitive theory of Jerome Bruner,
who, ina: book trtled The Process of Educatzan, wrote:

. To aid -.the lea_me.r_ in making conn.echon.sf a -

. “bodyof knowledge must be structured in

“such a way that a learner can use the proposi-

“fions acquired to-generate new knowledge,

. ‘coniclusions, or propositions, In_other words,
in learning how to make cormnections, the .-

.- learner “learns how to learn” .... .To learn

- structure, in short, is.to learn how thmgs are
related (pp 6-7)

Bruner wrote that in 1960 Yet the pure behav-
ioral approaches that were so limited by their failure
to structure the knowledge to be learned predomi-
na_ted___m. spec1al education well into the mid. 1980’s.
However, special educatorsdid eventually conclude
that, although behavioral methods can be used suc-
cessfully to change some kinds of behaviors, they
arenot siifficient to change academic behaviors and
promote hlgher order learning, It was not until the
1980s that I came to recognize that which is missing
in the pure behavioral approaches was Zig
Engelmann’s “sameness ana1y515" of the knowledge
to be learned. ‘

- Itwasina psycholmg-ulstlcs course thatI took as
a doctoral student that I began to understand, in a
very rudimentary way, why it is important that
students be taught the phonolog1ca1 structure of our
spoken language system~why they should be taught
for example, that spoken language is composed of
phonologmal units of different sizes. As I was ac-
quiring this understanding, a little voice in.the back
of my head kept saying, “Remember whatyou read
in -Engelmann’s book, Preventing Failure in the Pri-
mary Grades. Remember that he recommended that
young children be taught that spoken sentences can
be segmented into words (for we can’t assume that
kids know this when they start school), Remember
that he went on fo say that, after teaching them to
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| segment sentences mto words, we should teac'_h them
to segment words: mto parts; startmg with words.

suchas‘cowboy’ and. ’hamburger before moving on
to the. harder task of segmentmg words such as
‘ham’ mto ’h/a/rri AT

Today we refer to the| se gmentatlon of words mto
phonemes as: phDI‘lEIl'llC segmentation.” . The
learner’s awareness.that words can be segmented
into phonemes is called “phonemic awareness.” A
very impressive body.of researeh has shown conclu-
sively that phonemm awareriessis our best predictor
of reading success.in: school. :In an interview for
“Failing Grades,” a v1deotape produced by Dr. Joe
Freedman and:the- Society for:Advancing Educa-
tional Research Marilyn Jager Adams said that in-
creased knowledge of phonernic awareness is the
single most important pedagogical breakthrough of
this quarter century. I couldn’t agree more.

It is.interesting:to note; however, that several
_well -knowri .educational researchers are devoting
their efforts to' the development of print and com-
puter programs designed to teach phonemic seg-
mentation. WhatI know of these programs leads me
to believe. that the authors are unaware of the fact
that h.Lghly effective methods of teaching phonemic
segmentation have been with us since the earliest
DISTAR kits were published. Perhaps these educa-
tors are suffering from a lack of instructional aware-
ness.. Most of us in this room know what to do to
teach kids to segment words into phonemes; when
we do that, the kids necessarily become aware of the
fact that words can be segmented into phonemes.
© Awareness of whatis involved in a task comes about
as a natural byproduct of effective instruction in
how to perform the task.

Despite the fact we in this room have known how
to teach phonemic segmentation and its byproduct,
phonemic awareness, for more than: twenty years,
the profession as a whole has remained completely
ignorant of that know-how. - Currént attempts to
develop phonemic segmentation programs. are
viewed as ground-breaking efforts when in fact they
are prime examples of educators Wastmg time:and
effort to reécreate the wheel. _ ‘

+Unfortunately, I have seen no. ev1denee to 1nd1-

cate that the new phonemic segmentation wheels
will function as well as the original phionemic seg-
mentation wheel created -by-Engelmann,. Bruner,
Osborn, and their colleagues over twenty years ago.
Furthermore, I believe that'many of-the. new pro-
grams are doomed to failure because they are de-
signed to teach phonemic segmentation in isolation
from other prereading skills. In a complete-reading
program, such as Reading Mastery, phonemic seg-
mentation: exercises are carefully integrated with

rogram, at the Un1ver51ty of V1r~
y.;studies of: leaming chsablhtxes
.the direction of my. adv1sor
an Hallahan From hlm I

that verbahzahons pla in helpmg luds to control
their mol_.’or- cus thelr attenhon, and
store things.

Eventually, it oecurred to me that the so—called
attention and memor -:.'problems of students with
learning- disabilities just might. be linked to their
inadequate tisé of language Aswas begmnmg to
think like this,. g voice in the back of my head
kept saying,”Remember: what youw saw: ‘when you
visited that Foll Through site where teachers
were using those DISTAR . programs. . Remember
how the kids- were answerinig out laud and remem-
3 'zn verbal mteraehons
with the teacher’ throughout the'lesson, Remiember
how the teacher sometimes modeled verbalizations,
then led the children through tHe verbalizations a
step at a time, and then tested the chlldren to see if
they remembered and coul perform the verbal:za—
tions all by themselves

As I remembered these’ things, [ thought “Aha,
now [ know why those kids were payingattention to
the lesson and why they Were remembermg what
they learned.” 'And I went-on to conduct several
studies in which child: earning disabilities
were tanght to use verbalizitions asan aid to memory
and. attention-studies Which: showed that teaching
students with Iearnmg 5 ' use certain
verbal rehearsal strategre idi merove their perfor-
manée on short-term memory tasks. Unfortunately,
the kinds of short-term'metnory tasks used in those
studies bore little resemblatice to the academic tasks
that students were requ1red to perform in the class-
room. ‘And, unfortunately, 1mproved performance
on:the laboratory task was not -accompanied by
unprovements in academic learnmg

. By and by, we professronals who were conduct-
ing research:with these laboratory tasks came to
ack.nowledge thatlimitation and to recommend that
researchers: focus their research on academics and

Iy
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- develop prog'rams for teachmg st'udents to verballze
as they are actively engaged in. acadermc learnmg in
. the classroom. Interestmg, isn’t it,:that this recom-
mendation came forth from the research community
years after some people who had been workmg with
kids in ¢lassrooms had already developed highly
effective academic programs that employ student
verbalizations. You and I kriow. who those people
are (many of them are here ini this rooin with us right
now) and _you and I know that st-udent verbahza-

programs they developed
Unfortunately, most’ educahonal researchers do
not know what you and I know'about the details of
those programs and the effectiveness of those pro-
grams. And, unfortunately, this is but one more
example of educational researchers wasting years of
effort and millions of tax dollars in attempting to
recreate the instruction :wheel-or, to put it more
aptly-in attemptmg to'recreate a smgle spoke in the
instruction wheel : o :

Included among the unsuccessful
models were:several which, today,
would be included in the rubric of
construct1v1st approaches to teachmg—-
a Language Experience model, a
Piagetian Cognitive Curriculum model,
a Bank Street model, and an Open
Education model. Unfortunately, some
of those constructive ‘approaches are
still popular today, despite a dearth of
evidence to support the preposterous
claims that they are effective with all
students, including disadvantaged
students and students from culturally
_dlfferent backgrounds. o

Other examples of researchers attempting to recre-
_ ate the wheel have become apparent to me during the
18 or so years that I have been a professor at the
Umve_rsrty of Wisconsin. Some of the more important
examples come from Metaland. As the study of
metacognition came to the fore in the 80’s, I learned
that this mentalistic process called metacognition has
two major components-an awareness component and
a regulation or monitoring component. As I learmed
still more about the instructional approaches that were
being recommended to teach students important
metacognitive strategies, alittle voice in the back of my
head kept saying, “What IS the big deal here?”
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The"Direct' I_netru_c_tion.prog'ramséwhich,' by this
time; T had come to know quite well-contain more
metacognitive:strategies-than I have time to count,

_ever though they arenotcalled “metacognitive strat-

egies.” Remember that I had concluded seve'ral
years earlier that awareness of any given strategy
comes about as a natural byproduct of our commu-
nicating that'strategy through'effective instruction.
This is noless true of so~called metacognitive aware-

. néss than of other kinds of awareness—-phonemic

awareness, ‘for -example, which is sometimes re-
ferred to as a form of metalinguistic- awareness.
And, [ soon came to conclude that the kinds of
instruction being promoted by the metafolks to teach
the regulation ‘or monitoring .component -of
metacognition were clearly inferior to:the kinds of
monitoring instruction included in: Dzrect Instruc-
Hon programs. . - :

Togivea couple of examples: When we! teach k1ds
to edit their own writing in the way that we.do when
using the Expressive Writing program or the Correc-
tive Reading program, we are teaching them to use
metacognitive monitoring strategies: o

And when we teach them to discriminate: one
strategy from another and to select the particular
strategy that is most appropriate for a given situa-
tion, we are teaching them the most holy of all the
metacognitive functions—the executive function. We
do this when we teach kids:to discriminate situa-
tions in which it is. appropriate to use calculators
from situations in which it is not appropriate to-use
calculators, and we do this when we teach students
todiscriminate word problems that can most apprao-
priately besolved by multiplication from ward prob-
lems that require addition.

-To summarize my perspective on the SO- called
cutting edge metacognitive instructional approaches,
they are but one more example of educators devot-
ing much time and energy to the recreation of one or
morespokes of the instruction wheel. This unneces-
sary waste occurs, I believe, because educational
researchers simply do not know that the kinds of
metacognitive strategies that they are researching
have already been included in Direct Instruction
programs and are already being taught effectively
by Direct Instruction teachers. When will we'learn
that educational research should begin with the
most effective instruction known at any peint in
time and build on that base to produce even more
effective instruction, for even.the most effective
instruction known can be improved? -

History suggests that educational researchers are
not the only educators who-are ignorant of Direct
Instruction and of research which documents the
effectiveness of Direct Instruction. Far too many
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.admrrustrators teachers and school board mem-

bers are equally 1gnorant 1t seems to me ‘that this -
: .wrdespread state of 1gnorance could: have been

‘avoided if:we had learned the lessons: that should
‘have been learned from Project Follow: Through

- It was i the late 1970s; after:I: had:moved to ..

Wisconsin, that the results of- Follow. Through were
published. I was delrghted toget my ‘hands. on
reports of the findings and 1 was edger to share this

‘monumental success story with my students and my - p
. andbe ableto dESCI‘le their lurutatrons more clearl
Ctomy students.. My awareness of what is probably

colleagues I began to include: the Follow' Through
findings in my courses and to-attempt to call the
-findings to the attention of my colleagues—profes—
‘sors in the School of Educatron P

When will we learn that educational

research should begin with the most

effective instructionknown at any point

intime and build on thatbase to produce

evenmore effectlve 1nstruct10n, foreven
the most effectlve mstruchon known
| 'can be 1mproved?

But it drd_n’t take long for me to see that most of
my colleagiies were not particularly interested in
hearing about instruction that works with- ‘disad-
vantaged students. - In fact, most of my colleagues
chose toeither completely ignore the Follow" Through
findings or to misconstrue them to such an‘extent
that the resulting mterpretatrons bore little resem-
blance to truth. ‘And, as those who know the Follow
Through story know well; the'education professron,
as a whole, responded in like fashion and failed to
. learn the important lessons that could have been

learned from Follow Through. What happened in

the aftermath of Follow Through constifutes what I
believe to be the greatest educational tragedy of this
, century-a ‘tragedy, because those events. had the
effect of denying to educators and taxpayers: accu-
rate information about the most effective educa-
tional model that had ever, and still has ever, been
developed 'The magmtude of the effects of that
tragedy cannot be overstated.

As most of you know, the Follow Through find-
ings showed conclusively that the Direct Instruction
model was much more successful than a variety of
other models at teaching disadvantaged kids in
grades K-3 to read, spell, work arithmetic, VAN'D
were several which, today, would be included in the
rubric of constructivist approaches to teachmg-a
Language Experience model, a Piagetian Cognitive

'and skills have been acqulred

Included among the unsuccessful models .

_Currrculum‘ odel a Ban.k Street model, and -an
'Open Educahon, model,- Unfortunately, some of
those: constructrve approaches are still popular to-
.day, desprte a dearth of evidence to support the

~ preposterous. claims-that they are effective with ail
: students; mcludmg drsadvantaged students and stu-
_dents from culturally different backgrounds.

o Over the last decades, 1 have devoted much study
and thought to: the so-called constructivist ap-
roaches so thatI rrught come-to know them better

the most crrtrcal limitation was heightened consid-

'.'_erably_'whm-I_read_an article by Carl Bereiter, pub-
: :_hshed Review of Educatwnal Research in 1985 He

'Efforts to explaun leammg as a- constructlve
process. rur: into the- paraciox of hayving to
* attribute to the Jearner prior knowledge that
_isatleastas cornplex as thenew- leammg tobe
explamed (p 201) .

The construchve approaches are based on the as-
sumphon thatstudents mustcon tructtheu ownmean-
ing if learning is tobe meamngftﬂ “The fact is that all
too many students lack the knowledge and the sldll
required to construct any kiri of gensible meaning

" from the kinds of unstructured leammg‘envrronments
.that are prevalentrn ot schools; Furthermore, acquir-
ing the hrowledge and skills requn'ed to construct a
sensible meaning is ]_l_kely to be more: d].fﬁcult than

constructing meaning once Lhe requrs1te lcnowledge

»The constructlve approaches are based
“on the assumptmn that students must
' construct theirown rnearung if leamlng
is to be rneanmgful The fact is that all

«:'?':=--v‘_too many students. lack the knowledge
~and the skill requlred to construct any

'kmd of'sens_rble meaning from thekinds
of unstructured learrung environments

; Q‘ that are prevalent in'our schools. :

Learnmg to decode words, for example, is much
more difficult for most poor réaders than is learning
to construct meamng from passages after they have
learned to decade adequately To expect a non-
reader to consl:ruct mea.nmg from a written passage
is to-expect her to construct meaning from nothing,
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for [:he written words on [:he page are hke nothmg to
her. ‘Builders do not construct physn: ‘structures
out of riothing and learners do not construct cogni-
tive structures out of nothing,. No thing haseverbeen
constructed out of nothing a.nd not 'ng ever wﬂl be
constructed out of nothing. " e

It seems to me that educators ‘who are relyl.ng on
the constructivist approaches today are making the
same old mistake that 1 and other well-intentioned

teachers made in the ]umor h1gh school ‘where 1

taught many years ago. We'a ed that the stu-
dents had already acquired a basic knowledge of
how toread and how to compuif and thatby provid-
ing the students with’ opportunities to apply that
knowledge, they would become even better readers
and computers. But the students didn’t have that
basic knowledge and they ‘didn’t acquire it in the
process of applying it, for how'in the world can
anyone learn what she dgesn’t already know by
applying what she doesn’t already know.

In summary, let e say that my journey in search
of effective instructiori-has been an exciting one-
always interesting and: challengmg, sometimes frus-
trating and dlsappomtmg, ultimately rewarding.
Rewardl.ng, because the search resulted inmy know-
ing the most effective instruction ever developed-
Direct Instruction.” To’know is the greatest reward
forlearning. Justto know Durect I_nst-ructlon is cause
for celebration. '

I have also béen rewarded in" other ways for
knowing Direct Instruction. Ihave been rewarded
with success storiés from teachers whom I have
taught and stories f_r,o_m parents- of children who
have been taught by those teachers-stories of how
teachers who were at the point of burn-out and
ready to give up on hard-to-teach students became
successful teachers of those students and regained
their professional self-esteem after learning how to
use Direct Instruction effectlvely, and stories of kids
who were thought to be. unable to learn, but who
blew the minds of those around them after having
been taught with Direct Instriiction. “Each of those
stories is cause for celebration.

I could tell other success stories, but I don t need
to because you in this room have your own collec-
tions of success stories, each one cause for celebra—
tion. I don’t have the words to'express adequately
my gratitude to so many of you who have worked so
hard to create Direct Instruction, Words are inad-
equate to express my appreciation to Zig Engel-
mann, in particular, for without Zig there would be
no Direct Instruction as we know it today. Se, I'm
going to offer a very simple; but sincere, “thank
you.” And I know that many of you, on this 20th
anniversary of the Association for Direct Instruc-
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tion, are-also expenencmg strong feelings of grati-
tude, soI"'m going to provide an opportunity for you
toj ]om in that sunple ”thank you "It goes likE th1s

My tum (surlg to Happy Blrthday tu.ne)

'We thank you dear Zig,
We thank you dear Zig.
We thank you dear Ziggie,
. We thank you dear Zig.
Do it with me (auchence part1c1pates)

. We thank you dear Zig.
_We thank you dear Zig,
‘We thank you dear Ziggie.
We thank you dear Zig.
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N Blackb 0 ar d Jungle

Canadlan Broadcastlng Corporatlon- S

Repnnted fmm The New Pacrﬁc, wtfh perm:ssmn _from the zmthar

-Szegfr:ed Engelmann has made a career of challengmg the educatwn stntus quo H:s cambatwe

apprmch has won him few frrends, in spzte of the success af his prugm

In the summer of 1966, ‘seven poor black krds
walked into an Illinois classroom and performed an
astonishing feat. In front of a room full of university
students and two film cameras, t_hese preschoolers

solved problemis ‘of addition, subtraction, multlph- )

cation and fractions: They answered simple algebra
quesl:xons They even factored comphcated expres-
sions, sich as 9a + 3b+ 6e. “Idon’t know if anybody
has ever come close to domg what we did in teaching
math fo ‘these-disadvantaged ‘kids,” ‘recallstheir
teacher,’ Slegfned Engelma.nn, now an education
professor at the University of Oregon. “They hadn’t
started first grade yet That was from 2() mmutes a
day ‘of instiuction.”

~Almost thrée decades later, Engehnarm stilt shatters
all expectatmns aboutwhat poor children can achieve.
He has taught ghetto kids how to inderstand Homer
and Shakespeare.~ He has helped: “dyslexics” leamn
how to read, and enabled low performers to score
higher than ”g1fted children” on standardized: tests.
For severalyears d1straught parents fromacrossNorth
America have been brmg-mg their youngsters to his
riodest offices in Eiigene, Oregon. On otheroccasions,
Engelmann has traveled hundreds of miles, free of
charge, to help a struggling child.

His highly structured Direct Instruction program
outperformed 12 othier models in the largest educa-
tional research prolect in US history. His publishers
sell approxxmately $15 million worth of his educa-
tional programs every year. Yet, despite all_these
successes, Engelmann remains a pariah amonginam—
stream educators. That'sbecause he retuses to adopt
their most cherished teaching methods. " '

“The educational scene today is characterized by

medieval logic,” he snorts derisively. “It's an un-
professional ‘as medicine was in the 1500's when
they used leeches and put boiling oil o wourds.”
Engelmann could be considered the educational
equivalent of Martin Luther. With exuberance bor-

.dering o fanatlc:lsm, he attacks the educatlonal

establishment’s most sacred dogma like a 16th cen-
tury Protestant reformer going after the Pope: Brash

and outspok his adrrurers beheve he s the great-
est’ Amencan edueator of the -20th ‘century; some
opponents say Engelrnann s methods threaten our
children’s mental health:

"Zig,asheis often caIIed is amaverlck both inside
and outside the cIassroom At 61; he still rides a
motorcycle to work. ‘His hobbies melude riding
Harley Davidsons: dnd free: farmmg '

students’ progress,: he demahds-' it Whﬂe others
allow children to progress at: thei ‘own rate, he sets
rigorous standards for kids’ and éven more rigorous

* deadlines for teachers. Engelmann réjects lumping

kids of all abilities in one class to promote equality;
he still insists on putting slower learners in special
programs This hard-nosed approach has put him
on a collision course with school adrmmstrators
across North America. :

“In 1988; the California Curnculum Commission
ba.rmed the use of Engelmarm s Reading Mastery
series in public schools. State educators complained
that he made “excessive use of skill exercises.” En-
gelmarm, who doesn’t suffer fools hghtly, flled a
lawsult and won a smashing vu:tor}r

* Engelmann has had an uneasy relatioriship with
traditional educators ever since his teenage years
whenhe was sent to summer school for failing math.
The son of a doctor, he gréw up during the Great
Depression iri a blue- collar Chicago ne1ghborhood
“ A Tot of guys [ knew were as smiart or smarter than
I'was,” he recalls. “They didn’t get to go to college.
They ended up working in the Pullman yards and
the steél mills.” Perhaps those humble roots explain
why he has devoted his hfe to educatmg underprivi-
leged children,- :

Engeh:na.nn s colleagues all say he's an excep-
tlonal teacher. And not just with people. Once he
was at a house party where the host’s dog—a large

‘boxer--was happy. to fetch but refused to let go of
‘what was in his mouth.”A friend challenged Engel-

mann to train the boxer on the spot.
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drop it, he refused. So Enge_
smokein his face. He repeated th1

ann blew crgarette

fourth attempt, the dog obedi
comma.nd From this pomt o L
whatever was in his mouth. o

Owen says this reveals Ho / clever hls father can
be, but his real passion comes from a desure to help
children. “He gets hundreds of calls a yedr from
people who are askmg for his tune, which is obvi-
ously very valuable “ sayshisson. “I'veneverheard
him say no.” Engelgiann combines that dedication
with a single-minded zéal for'excellence; which he

apphes to virtually everythmg He took tip painting

in 1992. Over the next year, he produced dozens of
shimmering watercolours. -

He's also an eff1c1ency nut. Enge].mann s 1dea of
fun is compiling massive amotiints of data before
going out to plant comfers on his 120-acre tree farm.

He employs similar methods in the classroom.
His rapid-fire programs-call upon teachers to pep-
per kids with questions. The results are frequently
recorded with imimediate feedback. This approach
allows children to overcome academic obstacles
immediately. “As far as I’m concerned, he’s the
foremost person in: instruction,” says Sara Tarver,
head of special educatron at the University of Wis-
consin.

Not everyone is so 1mpressed with Engelmann's
emphasis on “stimulus-response.” Psychologist and
author David Elkind _ac'cuse_s him of “miseducation”
for accelerating children’s learning before they are
ready. Engelmann retorts that every child with an
IQ above 80 should know how to read by the'end of
the first grade. -

Elkind, whose developmental theories inspired
British Columbia’s controversml Year 2000 carricu-
lum (The New Pacific; Fall 1992), also claims Engel—
mann pays toomuch attentionto “right” and “wrong”
answers. This, hesays, cancause children to become
overly dependenton adult direction—in effect, forc-
ing them to become blind conformists. °

Tarver, however, says there is plenty of empirical
research that proves the success of Engelmann’s
methods. But she claims most mainstream educa-
tors aren’t interested in empirical research, and that
is why his programs have ndt come to dominate
regular classrooms across North America.

Last year, one of Tarver’s former students intro-
duced an Engelmann math program to the lowest
ranking group in her fifth-grade class. Three higher
groups continued receiving regular instruction,

34 ErrecTive ScHOOL PRACTICES, FALL, 1994

w1ce, and on'the -

By the énd of the year, the low performers had

' moved to second place, barely behind the master
‘group.’ NaturaHy ‘the ecstatic teacher was anxious

to share thesa results w1th the Parent—Teacher Orga-

dozens of otherparents ‘would dema.nd srmﬂar im-
provements ‘it theif children’s classes.

d think Cthey would come in a.nd say
‘How wonderful how'great.” This is not what hap-

‘ an ang'ry Tarvér. “The more sutcessful
you are, the more you are condemned for it in-our
school system UntrI the message gets out to the

Enge].marm isnot 4 bitter man In fact he’s qurck

to' laugh at his own' ‘foibles. " But he bristles with
frustration whérever the conversation turns toschool

_ administrators or facilties of education. “They give

teachers these rules, these procedures, and: they
have no'way’ of knowing what they’re saying is a
lie,” he' says. “If people knew ]ust how dumb they
were, they’d scalp ‘em.” ‘

Engelmann’s complamts dre enough to rattle any
parent’s confidence in public schools. He acciises
the educational establishment of cheating to obtain
better results on standardized. exams. He charges
mosteducation professors of knowing nothmg about
the technical details of instruction. He also claims
there is not empirical research ]ustlfymg freewheel-
mg “learn-at- -your-own-rate” Programsnow sweep-
ing across the educational lanidscape. -

Last year, Engelmann chronicled his crusade for
effective instruction in his book,” Wai Against tke
Schools' Academic Child Abuse. '

“At present, there are strong advocacy groups for
the spotted owl, the killer whale, the Alaska fur seal,
and hundreds of other endangered spec1es,”’ he
wrote.

“Paradoxically, millions of our kids are endan-
gered They will fail in school. They will suffer a
very realform of child abuse. Yetthese kids have far
lessreal advocacy than the spotted owl does. Rheto-
ric abounds, but the fact is that decisions affecting
their academic future are made by dilettantes whose
behavior strongly suggests that they are far more
concerned with their own status than they are wrth

- saving kids.”

Engelmann has found his calling in life, but origi-
nally he had not planned on becoming an educator.
He studied philosophy in university before hookmg
up with an advertising agency. - -

For one commercial he went lookmg for research
explaining how children learn. He could not find
any answers so he started to do his own experi-
ments. Before long he was running a preschool in



Blackboard Iungle *  Coniinued

: Cfucago w1th Carl Bererter, who mv1tedh1m to work

.at the University of Illinois. ,
... There, Engelmann and Bereiter developed the
ﬁrst Direct Instruction programs. ‘Through meticu-

- lous observatlon, Engelmannlearned that kids’ mis-

ttakes are almiost always: reasonable and often pre-
dictable. To him, the key was to anticipate these
errors ahead of time, then put the appropriate re-
sponses into the curriculum. But first these re-
-sponses were field-tested to ensure they worked.

~ Engelmann calls this his unique brand of con-
sumer protectlon ““Commercial programs used by
schools—=your schools—for teaching reading, lan-
guage, arithmetic, science, and social studies are not
field-tested before publication. They arenot shaped
by learrier and teacher problems., They are simply
made up by people who kriow no more about excel-
lentinstruction tha.n the typical copywriteror graph-
ics designer.

. By 1967 Bereiter had accepted a ]ob elsewhere,
and Engelmann needed an academic sponsor with
faculty rank. Professor Wes Becker accepted, begin-
ning a 25-year partnership that lasted unitil Becker s
retirement in 1992.

. Backin 1968, Becker and Engelmannhad achance
to compare their approach to 12 different instruc-
tional strategies in what was to become the largest
educational experiment in US history. Sponsored
by the federal government, the $1 billion Follow
Through Project was designed to determine what
works bestin teactung dlsadvantaged primary school
cthdrP_n _

| The Enge]rnan.n-Becker group ’s Du'ect Instruc-

tlon model was applied t09,000 children at 20 sites. .
In 1977; an independent. firm tabulated test results
and concluded that therr progra.m had outperformed

all others. -

" For chﬂdren who attended kmdergarten through:
third grade, Direct Instruction came firstinreading,
arithmetic, spelling, language, basic skills, academlc o

cog'nmve skills and even self-esteem. B

never widely mplemented because its pproach_'-'_

contradrcted the progressive dogra of

1y
. In'1970 the Engelmann-Becker team moved to the -
_ Un1vers1ty of Oregon because Illinois wouild not let -
them do teacher-training. Doug Carnine wasoneof. - - -
sites as partofa downs1zed Follow Through Project.
* The Umverslty of Oregon offers HLE's (handicapped

the early researchers. “Myself, Wes Becker and
Ziggy and alot of the people initially involved were
not tramed as educators, he recalls. “We had a
much more scientific background to our training, so
we had the mistaken belief that [educai:lon] was a
profession that was based on data.” '
Carnine says Engelma.nn s philosophical training
added intellectual rigor, buthis creativity was equally
important. “Kids would have trouble and Ziggy

~curriculum as a classi

f ':would be able to come up W1th lots of drfferent ways '
of approachmg the problem, 'he says. “Thatability
to. qulckly generate alternative solutions—and then

d evaluate them——was very different
typ ally get even in hrgher educa-

coll gu Barbara Bateman says Engel-
15 a unique. ablhty to see the world from a
cthd’s persp tive. “The man is an absolute educa-
tional genius hesays. . .- ..

Ifhe’s that goo ,youwould thmk poht1c1ans and
school superinténdents would be banging on his .
door looking for solutions. . But for the most part,
Engelmann is still a lo ly voice crying in the wil-
derness.. .. :i40

“Those who '
educational theor
ing in terms of tabloi
build medicine from slc
about learning.” - b L

Engelmann c1tes ]erome Bruner s popular spiral
ample. of academic child
at the suggested revis-
'ttmg stuff that had been

e demsrons, the Bruners, the
and the district, they're talk-
2 he says.: “It's like trying to
gans rather tha.n frorn facts

abuse: “Don't the'ykn
iting of topics’ requires

-recently taught on the shelf whereit will shnvel up?
Don’t they know that the consta_nt reteackung and

“‘relearning’ of topics that have gone stale from three

months of disuse is.50 inefficient and unpractlcal
thatitwilllead not to learning| but to mere exposure?

‘And don't they know that when the ’teacl‘ung be-

comes reduced to exposure, k1ds will understand-
ably figure out that they are not expected to learn

“and that they’ll develop adaptive: attitudes such as,

‘We're doing that ugly geometry agam, but don't

- worry. It'll soon go away and Wwe won't see it for a
", long t tune?”’

Educatron wrrter and former teacher Andrew
le.rforuk has tremendous respect for Engelmann’s

-mtellect but believes this sheer combativeness has
isolated him fromthe mainstreami. “Tt's unfortunate
“he doe5n’t have the stature he deservesin the educa-

t10na1 community,” says Nikifortik, “Because when
look at all the theorles, the one that is always

: excluded is the one that the researc_h shows works
"'fbest—and this is Direct I_nst-ructron

- Engelmann’s team- still oversees four primary

learner endorsement certlflcates) toestablished teach-

_ers. There is also a graduate program that turns out

teacher trainers. And every suminer, teachers from
across North America flock to Eugene for a week of
seminars on Direct Instruction.

The captain of the ship, Engelmann, has seen
some promising developments over the past two
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years. In 1991' ABC—TV’ “anehme"'program L

'.-hlghhghted academic succéss. at Wesley Elernen- .

‘.7 tary, a ghetto school in Houston, Wthh long ago -
L 'adopted his methods. " B

The program: showed ﬁrs -gt

- weére readmg “Macbeth” and outperfor'
: ban wl'ute k1d5 on standardlzed-‘test

HlS son Owen has been spendmg a lot of tu:ne in
Chicago, running in-service training sessions with
classtoom teachers, “All the kids are going to get
taught,” promises Z1ggy.-_- “No e of them dre going
toberipped off. Nobody is going to be sitting there

~in a group that’s not-appropriate for them ‘o1 W1th
a teacher that can’t teach them.” = SR

‘Three decades later, the cucle has been ‘com-
pleted. The son shuttles back to the family’s original
base to help kids in'the slums. Meanwhile, the.old
man continues-hi sade against trachtlonal edu~
cators. “True reform declares Engelmann, “will
occur only when'informed citizens become educai _ _
tionally literate and place demandsonschools, Feds, .
publishers and colleges of educatmn to put theu'
acl'mn where thelr rhetonc is.”

S Llst prlce $17 95
ADI member price: $14 95

Association for Dlrect Instruetlon N
PO Box 10252 Ry
Eugene, OR 97440
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n Educat:on Expenmental cumculum aims ta
. helped Iearnmg-dlsabled and regu]ar students.

By TAD SHANNON
The Fl:p,[sler-Guard :

Last year, Drew’ Mueller strug-'

gled io {inish his ‘schoolwark: He hiad

a hard time plowing throigh his =
zeading assipnments'to the quesﬁuns: -

at the end of the chapler

“1 don't llke ‘the iden. of gomg_

horne od’ rendlng ‘history books,”

says thel Monroe Middle School'

elghth-grader. sSetence is my tavai-
ite subject; but fast year, we'd reod

thase hig thick texthooks and { didn't

: nlwnys tumin my homewurk." .

’:Thls year, Muellers getl.lng A's

. ‘and B's in history and seience, hald-
“1ng hls own with smdents at the top
"ot the ciass.

Mueller Is am'ung n group of mid-

% die school stadents tn- half a_dazen

" Eugene and Springflel sthopls wha

. -8re learning seience and soclal stud~

les w[tn an experi ental curriculum.
iasizes blg cuncepts instead. .

i In another study aof:
... students, remed[a! and

» video-disc instruction in citemistry '
- scored as high on a test o! .conceps *

. Carniné analyzes
them" down: into-.three
probiems. solutions'and
Each'of the three conce
ther broken down, .=~ >

R , ) ! ’ .
eprinied f:rom The Register-Guard, January 13, 1995, with permission. All rights reserved.
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Prablems boil down to two types:

economic problems and those in-
volving people's rights. Lt
Solutions fall into five categories;
duminating, accommadating, fole
tng, moving and inventing,
And effects come in three forris?
solving the problem, failing o solve
the problem or creating a new pro
lem, Lo
By using that structure, students:
" are better able to make cornections
‘among historical facts and Hnk pas
and present events, Carmine éo
tends. DAL
The system works egpecially.-well’
for students who have troublg)ré-
membering details, paying attenild
in class, or writing and Speaking,
Carnine safd. Lo

Carnine concedes that soie edu- *

cators have criticized simila
proaches as too conirolling
think students learn best ‘through
self-discovery at their own pace. .

But Carnine contends that by giv-
Ing students well organized concepts,
they can make connections and dis-
coveries on theirown, . e

Evelyn Elder, who 7 {eaches
eighth-grade history with Carinine's
new history textbook at Monroe; aid
she is sold on the curriculum.:. ;-

Unlike traditlonal textbooks,
which feature questions at the end of
the chapter, Carnine’s chapiers dre
peppered with questions thrbugh_d_l_l_t
(Because it contains no glossy. pic-
lures, Carnine figures he'll be fucky |
to "only lose about §10,000” on it.) o

Elder has her students take tums
reading ouf loud from the text. When
they reach a quesiion, students:an-
swer and then go on. She said the
method glves students like Drew

Mueller a chance to succeed in .

class. S
“He used to beg me not to make:
him read,” Elder sald. “Now he
reads.” . Lo
Anne Williams, speciat education
teacher at Moenroe, said of tle
roughly- 10 special education stu-
dents taking Elder’s history class,
eight are getting As and Bs. "They
are doing much better,” Williams

sald, “They learn more and retain-
madre."”

Coap- ..
.-'_'_I‘heyw.' S

~ of {hings in'da medium.

*. . Williams said she has seen an im-
.. provement in students’ self-esteem
- because they na longer have to. ask . .
¢ir. teachiers -as many :questlons =
nd are better able to keep up with -

ework, -

elghti-grade history al Hamlin Mid-
e School in Springfleld, said she
has been impressed with Carnine’s
using it about a moenth ago; =

.si‘tlandfit,’ " she 'sald. “This book does
not have all the facls of the regular

In a recent unit on the American

.. Revolution, Powers said students
" prasped. the concept that the colo-
_ nists faced a people’s rights prob-
_~.lem, while from the British perspec-
tive, the problem was largely eco-

" nomic, o

“By using these main formulas

. they can ‘grasp; they can put their

ideas into nifty boxes and write their

*‘essays,” shesald.

Powers said she isn't yet sure
how well the program is working for
her top students, however. .

“I see a little boredom setting in
with the higher achievers,” she said,
“Are higher achievers being cheat-

ed? That's one of our questlons.® . -

At Monroe, teacher Sam Milier
organizes his Earth sciendé  class

around big ideas, presented graphi- -
cally with a videé disc player.” =~ <
In g class on-veleanos-and earth.

tephanie Powers, who teaches

‘history ‘curriculum since sfie.began
"Kids are saying, 'I really t'md‘er-' .
history book. For me, I could'go for

-4 little more {acts. But it —has
. mastered the concepts of history.”

“This stuff is not magical,” said
Miller, who has been using some of

* these methods since about 1987. “]
.-look at it as anelegant piece of in-
", structional art ~'a way of teaching
‘-.-that is efficlent;

“'meaningfulr

interesting and

At the beginning of the school
year, Miller gives all his students a
77-guestion test. He said. the highest
scorers typically get about 38 right.
By the end of the year, he said ali
students get 70 or more correct, in-
cluding special education _stud_eht_s.

. Miller said ‘he's convinced that
many students' problems stem ag
much from the curriculum as the in- -
dividual learning problems,

-“We tend to call it curricuium-
disabled,” Miller said. “Students are
perfectly capable of doing real well
If they have the curriculum to sup-
port it. I'd much rather find a way to

_ support a kid with well-designed cur-

riculum, than. excuse their learning
ﬂ:oblems by hanging a labef on
em.n s .

v

quakes, Miller's students watched s

presentation  organized around the' -

idea of convection — the movement

“Oné of the. bigaest blg ideas is

derstand that, they understand many

other .things - plate - teclitonics, -
ocean currenls and air movement.”.
Miller said .combining the-videa

- dise téchinology, which allows kids t6

* visualize “oncepls, and concentrat-
Ing on the big ideas, which helpsput
Information into'a confext, students
seem fo grasp scientific information
more easily. - :
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e

. ‘commissioner-
of education.

+ - The remark

. came durmg a
Coh o wides rangmg.,
i dpéechta the [
: . Greater. Heights:
- Area Chamber
= of Commerce at-
“ the'’ Wyndham’

- Greenspoint Ho-
‘- {el; Bush was
- asked il Lott, 80, Is cuns:dered ‘a

catiori Agency. a post 1 h‘eld hy

" Lioriel “Skip” Meno,

“He'd make a great replacement.
Bush sdid, ‘calling Lott “a fahu[uus
educator.” ; S

Lott, pringipal of Wesley Elemen—- !

tary in Aerés Home, said that he'was.
flattéred and surprised he was: bemg

approachd by Bush ur his: staff
about the job.

“Naturally,am be cons1dered fur

the highest post for education in the
staté for anyohe would be quite an

tionor, and just the jdea that il’s on :

somebody's rhind is quite mterestmg
dnd exeiling,” Lott said.

Hersaid: e would be receptive to
the offer, “but whether or not it
materializes is anothier question.”

-Houston: Superintendent Rod

Paige called Bush’s:comment about -

Lott “a’ curnphment to uur dlstnct."

- passible new head of the Texas Edu- e

ing teachers,
arentsto make mi

post a{ter Gov: Ann Richards leaves: ' - .-

- office next month. Othér: prospects.

are Lubhack school Superintendent

. Michael T. Moses:and:Dallas schoul =

trustée Sandy Kress.
Lott said he expects B

phasize basic' skills: He:'sa tha

“education is clearly In’ ‘trouble: -

“Texds when colleges are furced ta’

- “fdach remedtal coilrses to: many:
fréshmen’ and businesses must rest st
"educate employees, Eot
“The way. that we do thIngs In
education’In Texas and In this eoun-
-try has to'change, and 1 think ke was ™~
.‘elected with the anticipation that he
.would make changes,” Lot said: .
. Durmg ‘the . gubernatorial - éam- - -
palgn, Bush. complimented Lott on
several occasions, Including an Au-
.. gust- visit to Wesley. Elementary R
. - .School, ‘When he cal!ed him Yam. Lo
‘ ‘educatlon Hero,. .= BT
- Latt is known for batﬂmg ofx'iclal- o '
; dom to run his school as he sees fit. =
~.He pushes basie instruction, atriet
discipline’and a"phonetic approach.
1o readmg begmmng wxf.h kmdergar-
teners, " Co
~ Hé attrcted wldespread attention
‘jin1991 wher students at his predomi-
" nantly Black school logged scotas on .
;achievement tests that were far -
abave:average. The scores were so
good that Superintendent Joan Ray- -
mond aceused 4 Wesley Elementary. -
... teacher of hélping pup1ls cheat on
-'_thestandardlzed exams.. . -
: Ray’mnnd later’ apo[nglzed Eor the :
; ,remark “Lott since has. becomé =’
“"Whead: prmcapai” over three élemen-
tary schoois and & mtddle schuul in .
' Acres Homa : SRR :

Ch’romcie raporters Mslanie
Marklgy and-Armando Villafranca -
contnhulad to lh:s story
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Outstand" '_g Ads

':_hard. it is to mzun_tam_ Ehe _us_e_
environment. A state-adopted iz that is th
virtual antithesis of DI, & st 'éaiiéracy'that pu'nishes
any deviation from the state-a rpted‘ framework, a Ilmrted

' budget for materials, nnd teachers wha have recelved no
training in effective instrictio have only heard
negatives about DI, all miake it all the more: amazing that
Milly and her staff could nt DI so effectively.
Milly's leadership is inspiring. . .. 0

Lynn Helmke, coordinat_or“b'_f-. _specini education in
Dubuque, Iowa, established an.examplary special
education Direct Instruction ‘program theré several years
ago. Because the special education students from her
progfam were in many cases-outperforming the general
education students, the general edu¢ation teachers began
to ask if they shouldn’t also be learning how to teach kids
like that. As a resuli, Direct Instruction spread to general
education. Going above and beyond lhe call of her job,
Lynn has now organized a unique DI conference at which
educators from throughout the state (_:_.an ‘come to DuBugue
to hear about and observe Direct Instruction being used
during school visitations Lynn’s leadershrp is persua—
sive, well organized, and highly effectwe

Twenty-two years ago, Mollie Gelder became pnncrpa] of
Woodbridge School in Roseville Callforma, a low- .
achieving schDDI in an economicaily deprived area. She
began by getting her staff to focus on student performance
data. She did this by closely rnomtormg the performance
data of each of the students in her school herself. She
also observed her teachers closely, giving them specific
instructions for improving their skills. She insisted that
teachers forget about making excuses for poor students
low achievement by looking at horie and community
variables. For 22 years Mollie has remained adamant that
no child, regardless of her handicap or home language,
will leave Woodbridge Elementary unable to read.
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. ved to mterrupt'the T dmg penod eveh
the gardener at. Woodbndge waits untll after reading to
mow the lawn. Mollie’s dedicated hard work has pmd
off. Now Woudbndge scores are above the state averages
and are much higher than scores for schools wnh similar
socio-economic factors and remain so, even. though many
nej ghbonng schoals send their problem children to
Woodbndﬂe Molhe £ dedlcanon and cemmltment are
admrrable

M_oli_ié' G:e.l'_d.er, Outstanding Administrator

Euliania Hairston, principal of Martin Luther King
Elementary School in Seattle, has a long career with
Direct Instruction. She was the Director of the Campi /
DI program in Seattle School District. This program has
had a sucéessful 26 year history achieving outstanding
results using DI exclusively, Just recently, she became
principal of Martin Luther King Elementary, where she
has reinstituted DI. Consequently, achievement scores
showed a marked improvement over the past year’s
scores, with some individual students making enormous
strides in improvement. Her openness in communicating
with parents and étaff have reenergized the school.
Euhania’s leadership is persistent and remarkable.

Ken Traupman, director of the Institute of Effective
Schools, is a visionary who knows how to make things
happen. Ken created the non-public school system in San



.:'_"de ';".lop i mllhou dolla.r budget ‘and mzuntzun the mtegrity"_ﬁ :
“ofan 1rnp1ernentat10n as some ‘'of us can only dredm about;

':i' Ken's true testimony of effechveness is that chlldren who
" had been written off by the system, who had been labeled
unteachable or too retarded, have learned to reac[ write
and do artthmettc When a student labeled w1th a 40 IQ
ends up in three years ﬁmshmg Reading Mastery T and

loving metaphors' ‘_'yuu know it was the teacher who innde
nce., Ken pr vides his teachers with tr nmg,
'support and ‘most 1mportant1y, he understands instruc-
tion; Ken's leadershtp akes the _,rab of teacl'ung truly the
_]oy of teachlng T &

' j'ng Ten_'cher's R

Nancy Linda zl's classmorn serves as a model cross

categorical 'classroem whlch servesasa demonstratmn o

and training room for fellow teachers and’ support
personnel. She tses
is widely acknowledged throughout l\/hchlgan for siccess
in teaching. She frequently conducts in- servu:e pragrams

E makifig, “This proved a’'much more difficult task than’
'uvercommg the problems of poverty and Ixngmst:c
.dxfferences in teachmg the kids. The results_ di

Iexcluswely in her classmom and -

tenactty he managed to get Readmg Mastery

lmplemented and then worked as the consulting teacher.

Camelot EIernentztry faces the problems of low socio-
economics and many second language groups, including
Russia, Korean, and Pakistani. At the end of the year the

resuits were not only gratlfymg, but outstanding, consid- .
enng the character of the school. Malcolm thien faced the

now famﬂmr prublem of getting school ofﬁcmls ‘to share
the data wath the schoo] board and use it for decis

work. Steve is living proof that dn outstandmg, highly

]
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: 'competent DI teacher is nn I own 1to clo

Distinguished Service Award

Jerry Silbert received the Distinguished Service Award
for hls energy and dedlcatmn to effective useé of the
prograrns in, new 1mplementat10ns Expertenced DI
teéacher and program developer, Jerry knows what the
programs cando. He travels to Houston, Chrcago and
back to Eugene, v1srt1ng schools. offenng assrstanee,
sleepmg on couches and in ehurches ‘and. carrymg his
dlrty laundry in a blue duffle bag Apprec1at1ve recipients
of hrs personal investment in effective 1mplementat10ns
presented Terry with words of appreciation and praise, and
a-new and I:ugger duffle bag—so he can carry more dirty
Iaundry Due to Jerry s efforts, the Chicago White Sox
Charities have given ADI a large grant for implementing
‘Dlreet Instruction Readmg effectively in Chicago’s most
challenging inner-city schools. Jerry is now directing the
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. Earh ':Alcxander
‘ ‘Chlp Klger '

) Debr:_r‘Blumbe_rg

ADI/ Ciueago Wh e. 0X Chan' es: Drrect Instruetron |

Susan Dixon
Chuek Arthur
Barabara Dean

Pat Baur
Shirlee Lehnis
Rita Colton
Jan Hashrouck
Karen Garner i T e
Naticy Woolfsen R
Lortaine Killian
Pepe Quintero

Outst:mdmg Administrators

Ramon Alvarez, Ir.

Judith Hurle

Joel Davidson

Stewart Greenberg

Duane Bresee L

Phyllis Wilken s
Roberta Weisberg

Tina Rosen -

Thaddeus Lott
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:spread _
conference thls-zls your opportunlty to see keynotes

Sara'TenIer—Professor‘ Un|ver51ty of Wisconsin- Ma is

So Who Needs Standards? _
Zlg Engelmann—-Professor Unlversny of Oregon

On July 26, 1995, 400 of Zig Engeimann ] frlends admn‘ers colleagues and proteges
assembled to pay ‘tribute to the “Father of Direct Instructron *..The Tribute tape features: *
Carl Berelter Wes Becker Barbara Bateman, Cookte‘Bruner Doug ‘Carnine, and Jean
‘pioneers ion-—~and many other program. authors, paying .
ute to ng, but also a Iastlng“rem;nder of the

;a-Please send me

copies of Osborn/‘l’arver/Enge!mann Keynote tape e

coples of the Engelmann Tnbute tape

Cost 25 OO per tape, + 5. OO shlpplng & handhng

Name

':'Address % ST ol _ _

ADJ, PO Box 10252, Eugene, Or. 97440

-
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_'ABSTRACT Research has docu
- tory effects for two popular school reforms: whole

:language and “developmentally ‘appropriate prac-. -

; tice” asithasbeen defined by the National Association |
. fot the Education of Young Children. " This edition
*"summarizes the research- evaluating effects.of these -

Dlscnmma'tory Educahonal Prachce ririeis 85,
Ej‘ectme Sr:haol Pmct:ces Sprmg,

d dlsr_rmuna-.

" reforms on the upward mobility  and " learning of

. economically dlsadvantaged-chﬂdren, m.monty chil- - . -,
dren, and special educatio 1 erse
‘learners in programs incorpar: ting the popular “child-
centered” pedagogies. are less, likely to acquire the. .

' lower seIf—esteem than

Heterogeneous Groupmg .'md _.Vumcqum Design ...
Effective School Pmchr:es,

tools they will need for economic success and have

grams.

ABSTRACT: Heterogeneo s.groupmg isa superﬁ-' -
cial and ineffective solution to the problem of

discrimination in education. . Equal access to educa-
tion invelves much more than having equal access to

aseatin the classroom, This edition présenits reséarch -

summaries and perspectwes surrounding grouping
decisions. Research:finds. subject-specific homoge-
neous grouping most:effective in subjects that are
skills-based, such as readmg and mathematics. The
reprinted education’ survey. by the Economisé com-
pares educational systems around the world and
finds America’s attempt to provide equal education

for all a failed experiment. The Economist praises

Germany’s ability to turn ouit the most highly skilled

~ workers in the world. Both Forbes and the Econoinist

¢ criticize many of the currently popular American’
reforms, such as whole langudge and heterogeneous.

B group ing; for the medlocnty they seem to encourage.

T_xsl‘:mg of Effective Programs ;
- Effective! School Practices, monograph 1993 also ADI News,

Volume 12 No 5, -

Wholistic Approaches :
ADI News, Surru:ner 1992 Volume 11, ‘No. 4

ABSTRACT ‘This issue features a complete anno-
tated listing: of DirectInstruction, programs authored
by Zig Engelmann and his colleagues. Alsoincluded
are procedures. for obtaining funding, addresses of
fundmg sources and a model proposal.

ABSTRACT: Effechve mstructmn (e.g., Direct In-
struction,) provides wholistic integration of skills
that have been specifically taught. Wholistic pro-
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k grams that do not teach unportant.component skﬂls

1993, Volume 12 No 2 . - areinferior, A study is reported that shows that

ADT News, Vqume 1'1 Na, 2
dren’in t__radmonal pro—'

.$5.00
:.W nter; 1993 Volume 12, No 1

Historical Issue IT1
ADI News, VolumeS No. 4

$5.00

Hlstoncol_ Is_sue | R :
ADI News; Volume 7, No. 4.

- §5.00

students learning from Direct. Instriction programs
in ' mathematics achieve higher scores than students
learning from the new teaching standards promoted
by National Council:of Teachers of Mathematics. A
synithesis of studies in readmg shows that using Di-

‘rect Instruchon reading programs result in higher
. reading scores. than whole language programs that

provide no instruction-in component skllls, such as
decodmg Ll , S

ABSTRACT This edition mcIudes astudy compar—

ing the effects of four procedures forparents to usein - -

teaching reading to their children. - Parents using
Teach Your Child to Read in 100 Easy Lessons (see ADI

_ materials list for ordering information) obtained the

kughest reading improvement scores with their chil:
dren. This edition also reports a comparison of the
achievement scores of Wesley Elementary, a Direct
Instriction school, w1th ten other schools, the results
of acomparison of meaning-based versus code-based
programs in California, and other reports of the effec-
tiveness of Direct Instruction programs with special
populations. .

. $5.00

. 'ABSTRACT The hlstoncal series reprmt hjghhght
“articles and contnbuhons fromi earlier editions. The

" featured articles i in this edition are divided into the

' followmgsechons 1) Implementahonsf:rategles and

- issues, (2) Blirect Instruction research studies, and (3)

Research related. to DI's goals, .Rusgell Gersten's
response to a study that is ‘widely discussed among -
promoters of the current child-directed instruction
reform is reprinted in this edition; That study by’
Schweinhart, Weikart, and Larner is highly critical of
Di preschool programs. Gersten criticizes that study
primarily for using self-report data to evaluate delin-
quencyand for mterprehngnonmgmﬁcant differerices
as if they were significant. _ :

ABSTRACT: The featured articles in this issue are
divided into the following sectioris: (1) Introduction,
(2) Research studies, and 3) Management strategies.

These include a classic essay by Zig Engelmanin “On
Obsemng Learning,” a high school follow-up study
on Follow Through children in Uvalde TX, a meta-
analysis of the effects of DI in special education by
W.A.T. White, and other studies reporting the effects

ss 00



“of DI in teac_:h_ing‘“].:fﬁgl.ish as a Second Langua:ge! "
‘poverty level preschoolers, secondary students, and

moderately retarded children. Also included are
classroom managerrienit tips from Randy Sprick and

Geoff Colvin, along with a school-wide discipline ..

plan.

Beginning Reading Instruction...m. $5.00
Effective Sc}w‘ol Practices, Winter 1994, Volume 13; No. 1

ABSTRACT: Research still shows that systematic
phonics instruction with a code-based reader are
important components of effective initial reading
instruction and are notincompatible with mostwhole

~ OBEand World Class Standards.....uues...55,00
" Effective School Practices, Spring 1994, Volume 13; No. 3

' ABSTRACT: Thisissueisacritiqueof outcome-based
" "education: Criticisms from educational researchers
" and fromn the American Federation of Teachers are

féahired. Positive suggestions far education reform
- legislation are offered, as well as some guidelines for

evaluating standards. The standards of most states
are criticized: for their lack of rigor, for their non-
academic focus, and for their evaluation systems that
do not provide information regarding the effective-
ness of the school programs, butrather only evaluate

individual students. ' :
language activities. Read Keith Stanovich’s analysis o N '
of reading instruction issues in Romance and reality e
and Patrick Groff's review of Reading Recovery re- S L A L

search. Read how a highly successful school teaches Add $3.00 postage & handling per order.
reading to Spanish-speaking children. Edward Fry RIETE R Pfé’paia:'drdérs' only. :

also provides a set of tools for solving common read- _ S N
ing problems. ' : :

~ Achijeving Higher Standards in Mathematics..$5.00
Effective School Practices, Spring 1994, Volume 13, No. 2

ABSTRACT: The standards from the National Council of
Teachers of ¥ athematics prescribe teaching practice more than
they set standards for student performance. Several research
articles provide evidence that the NCTM teaching practices are
probably not the best practices forachieving the student perfor-
mance standards implied in the standards. -

s S oo 4 s Gl ConsIDERATE PUBLISHING
e — . . P.0. Box 10352
nderstanding U.S. History - fuere ORsm0

Described in Educational Leadership, School Psychology F_iev_iew and Learning Disabilities Quarterly

Instructional features that benefit all students: |

| Si_‘u:dé.nts enga.ge' in higher order thinking:

« Clearly written text organized around big ideds Analyze primary source documents

» Key vocabulary defined + Compare and contrast events and times

s Frequently interspersed questions « Give causal explanations that focus on multiple factors
« Alternative forms of test questions » Make persuasive arguments focusing on different

» Caoncept maps perspectives

« Cumnulative review of critical concepts and vocabulary « Write imaginative pieces focusing on “what if situations

+ Discussion questions designed to involve all students
o EE Research Finding: Significantly higher scores on essays
Research Finding: Effective for special education written about primary source documents. -

students in mainstream and resource settings.

-
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Theory af Instructmn ( I 991 ) :
by Siegfried’ Engelmaml & Daug!as Camme
Membershtp Pnce $32.00 ' o

The_ _,ureﬁre Way fo Better Spe!!mg ( 1993 )
by Robert C. Dixon
Membersiup Price: $8.75

‘Teach Yoirr Child to Read in 1 00 Easy Lessons (1983)
by S!egfrxed Engelmann, Phylhs Haddax, & Elame Bruner
Membersinp Price: $14.95

Teacher Monitoring Progmm ( ] 992)
by Colin Bird, Elizabeth Fuzgerald, & Margaret Fitzgerald
Membership Price: $15.00

Structuring Classrooms for Academic Success (1983)

by Stan Paine, J, Radicchi, L. Rosellini, L. Deutchman, & C, Darch

Membership Price: $11.00

War Against the Schools’ Academic Child Abuse (1992)
by Siegfried Engelmann
Membership Price: $14.95

Postage & Handling: {f your order is:
. $0.00 10 $20.99

$21.00 1o $40.99

$41.00 10 360,99

$61.00 1o £80.99
$84.00 or more

P& His:

54.00
§5.50
$7.00
38.50
$10.00

Outside the continental U.S., add 33 more

 List Pricé: $40.00
List Price: $12.00

List Price: $17.95

List Price: $15.00

List Price: $14.00 __

List Price: §17.95

| ADIMATERIALS PRICE LIST

Subtotal -

P&H

ADI Membersth Dues

Total

' (US Funds)

Please make checks payable to and send 10: ADI » PO Box 10252 o Eugene, OR 97440
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an
ition.of the theory of Direct Instraction, developed through scrup

i analyses to existing emipirical observation. Theory of InstrucHon is based ori'th
najor aspects of instructional design or curriculum development can be achiey
there may be many “theories” of learning, this is the only theory of instructios

The Surefire Way fo Better Spelling - .
~i7, +.+ by Bob Dixon

The Surefire Way fo Betfef Spellmg is atwo-part s_p'él]ing book for adﬁlts_.' PartIl

. ext about spelling and
learning to spell. PartIdoes not teach spelling. Partllisa sixty-lessor spellirig program, designed to” -~
help adults improve their spelling through self-study. The program in Part I featiures a morphographic
approach to spelling, similar to the approach used in SRA's Corrective Spelling through Morphographs, .~
and a sequence of instruction based upon Engelmann and Carnine’s Theory of Instruekon.. -~ .

.. Tedcher Monitoring Program
by Colin Bird, Elizabeth Fitzgerald, and Margaret Fitzgerald
The Teacher Monitoring Prograin is an aceredited training and assessment package for D.i_._r‘.e.c_['.-‘[hsl.ttucﬁﬂn .
users. It contains easy-to-use checklists, background notes, and research-based strategies designed to
allow teachers to assess and strengthen their own teaching skills. The Teacher Monitoring Pragramalso’
may be adapted and used for appraisal purposes with teaching styles other than DL - * ‘
War Against the Schools’ Academic Child Abuse
A by Siegfried Engelmann
In this penetrating examination of our public schools, Professor Engelmann vividly explains how
irresponsible practices have contributed to the paralysis of our school systems and injury tocountle$s
school children for decades. In an age demanding intellectual proficiency the cost to those children=- .= -
and our nation— is incalculable, i S

REVIEWERS AcCLAIM WALKER Boox

With reviewers acclaiming it a “future classic,” Antisocial Behaviar in Schools: Strategies and Best Practices” by Hill.
Walker and Geoff Calvin of the Univérsity of Orégon, and Elizabeth Ramsey has been published andisnow . | .
available: : LRI R : . R
The boak exarnines practical strategies for preventing and carrecting antisocial behavior in schools. It includes ™ "
approaches that show educators how to: ™+ - , ' ' :

« Design an optimally effective classroom environment.

» Establish a schoolwide discipline plan. . %

» Manage teacher-student interactions effectively.

« Conduct social skills training for entire classrooms of students.

» Involve parents. '

» Identify students at risk for developing antisocial behavior patterns.

» Develop a pull-out intensive social skills instruction program which includes “normal” peers,

* Prevent escalated, hostile teacher-student confrontations. Co

« Improve the antisocial students's social interactions, peer refations, and ability to abide by playground rules.

“The authors have produced the clearest and st practical guide to dealing with antisocial students an the fr::j&rkzt today,”
wrate reviewer Bob Rutherford of Arizona State Uitiversity, “I believe it will become a classic.” . L
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(503) 485 1293__

“Ca lyn Clttamlct
©-1422 S, 13th St
--T:Phjludelphl A]9147 v
+ Fax! 215« 551 _9790

,"'Susan Kandell T
[ ,212°8, Woodhams St
Plzunwe]l MI 49080 l753

‘ 'Kﬂth]een Schaefer
: 2668 Tareyton Cr.
Stoughton, W153589

Pat Clark .
' Phuemx Academy '
11632 Oak St. ¢
Omaha, NE 68144

o 'Paul Koeltzow™,
10318 Fern Dale Rd.
Dallas, TX 75238
214-341-5373

Diana Morgan/Thaddeus Lott
Wesley Elementary .
800 Dillard St

Houston, TX 77091

_Cia:k Walker
300 West 100700
Ftu Green UT 84632

Ken Trmipman "
248 Nutmeg St.
- San D]ego, CA 92103 -

Anna Mae G:Lzo
3027 Eilen Ct.
Marina, _CA 93933
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ould like to form a Iocal'c.hapter, contact ADI PO 10252 Eugene OR 97440 or call

... Cathy Watkins
'1956 La Linda Ct.
i7 - Turlock, CA 95380 -
© i cwatkins @koko.csustan, edu
" “Ursula Garrett
" "PO Box 241, Apt 169
_Kahuku Hawaii 96731

Chuck Mam )
"PO Box 8

Silvérdale, WA 98303

 Betty Williams

Dept. of Special Education

" ADBox25

Gonznga Univcrsity

. Spokane, WA 99258

o .jaahettt; Engel
-+ 343 Dungeness Meadows
Sequim, WA 93382

- ,:: He!en Munson, Tricia Walsh- Caugh]an
1603 NW 41st Circle
Canias, WA 98607

: Lnrry Chamberlain

1063 Stelly’s X Rd.
Brentwood 1324,

Vosiao, BC

Dorothy Ross

*‘Terry Fox Sr. Secondary

3550 Wellington -
Port Coquitlam, B.C.  V3B-3Y5

"V:cky V:ii:hon

148 Wolfrey Avé
Toronto, Ontano M4K 1L3




Cape I—Ienelopen H1gh_ School Lewee, Delaw e
Contact ACCDI PO Box 997 Rehoboth Beach DE 1997

; : ]uly 23*28
" 91st Annual Eugene Direct Instructlon Con{erenc
- "World Class Standards for the 21st Century” o
Eugene, Oregon ;
- New Feature Sunday, July 23rd Pre-Conference Sess1ons K
- Classroorn ManagementmRandy Sprick S
_ Study Skills=Anita Archer
o Becommg a D1rect Instruction. Tramer——Team of ADI Lead Tramer
" Contact ADI PO Bo', 0252 Eugene, OR 97440

]ul 3'_ _.August 2,
Salt Lake DI Conference N
Hilton Hotel  Salt Lake City, Utah -
Contact: Richard West SRA, 10924 S Shelbrooke Dr South Jordan, UT 84095

August 14—16
1995 Wisconsin Summer Corference on Effectlve Instruction
University of Wisconsin-Madison ® Madlson, Wisconsin
Contact: Chris Dzemske, Wlsconsm Center, Room 105
702 Langdon Street, Madzson, WI 53706

: August 16~—18
: ‘ - DI Summer Inst1tute - -
”Achzevmg a Balarice in-an Integ'rated Classroom
Seattle Pacific UmVErsn-y Seattle, Washington- .+
Contact Wllly Ertsgaard 2665 NW 95th, Seattle, WA 98117

| August 21-23

~Site TBA o Clucago, i
Contact ADI, PO Box 10252 Eugene OR 97440

October 26—27 ‘
21st Carmel Direct Instructmn Conference
Carmel Mission Inin ¢ Carmiel, Callfomla '
Contact: Wes Robb, 6527NColomal Ave, Fresno, CA 93704
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. -'Call _ r Posters t__md Presem‘atmns
let Annua Conferenee R
ciation for Direct Instructron

T The21st annual ADT, nference will include ekpanded opportumtles for pamc1pants to see and hear ©- .7
o about eﬂ'ectwe school practrces around the nation, “T'wo new types of presentations will be made ava:lable
- at the Eugene ADI conference this coming summer. Educators are invited to prepare either a poster
*“session, or Presentation for the ﬁnal day of the four~day conference These sessions wﬂl be scheduled
throughout the day. s ‘
Poster sessions will 'take place in several common areas in the Hilton conference center The posters
should be designed to v unicate clearly a project;. study, or model program. The sessions will also be
- scheduled to prowde conference paruc1pants with an opportunity for informal chscussmn w1th presenters.
Presentation sessions will be scheduled for one and one half hour periods throughout the day. These
sessions may be panel presentations, schoo[ success stones research Or projects reIated to eﬁ'ectlve
teaching practices in schools.
Persons mterested in presenting a poster or Imm—sessmn should submit an abstract and the attached
form by May. Ist. “Notification of acceptance will be made by June 15th.

%%ﬁ%%ﬁﬁ%ﬁﬁﬁ%ﬁ%%%%%%*&*ﬁ%&ﬁﬁ
'~ POSTER AND PRESENTATION APPLICATION FORM
' 218T ANNUAL ADI CONFERENCE
Please use thS form to ‘submit your poster or session presentauon abstract for the ADI Annual Conference
held July 24 to 27, 1995 in Eugene, Oregon. Abstracts should clearly describe the program,: research, or
desired information related to effective teachmg practices in order for the review panel to make a clear
Judgment of the presentatlon s quality. The text must not ewceed 250 words.

Please send the completed matertals by May lst, to;
. ADI .
21st Annual Conference Committee
PO Box 10232
. Eugene, OR 97440

1. Presenters
Name:;
Organizational Affiliation:
Address:
Telephoné Numbers: ,
Office:
Home: o
Co-Presenters: 3
Organizational Affiliation:

II. Session type: Research/Panel __ Poster

IIL. Title of Presentation:

IV. Abstract (250 words)
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10 VIDEO TAPES o
Intensive Training and Practice

~ with Facﬂltator s Guide/Participant’s Manual
from Developers of the L

Direct Instruction Medel

" The series may be used w1th teachers, assistants, tutors supervnsors
administrators and others who may have had no prior DI experience. It may

‘also be used as a thorough review of DI TEACHING or TRAINING
techniques for those with DI experience, including consultants and trainers.

May be used as baszs for college credit cour_se.g.

The first five tapes present intensive gre-service tralmng on the beglnnlng
lessons from READING MASTERY |/ FAST CYCLE |. Tapes may also be used
with individuals. The five pre-service tapes run slightly more than 6 hours;
however, since the off-screen practice sessions are an essential part of tra[nlng,
the totai pre-service time required-is at least 11 hours. The first tape which runs
37 minutes may be used separately as an orientation to DI for school
personnel, parents and community members. On the other tapes, rationale and
critical teaching techniques are presented for each exercise; ‘techniques
are demonstrated; participants .are lead through and ‘then practice
techniques. Periodically, classroom teaching demonstrations ‘with pre-school
and ESL students are shown. Tape 5 provides a review of teaching and
' classroem management strategies and shows a whole lesson with children.

Beginning with tape 6, the series continues with in-service training.

Basic technigques from the pre- service training tapes are reviewed, but the

focus of each of the in-service training segments is on the new formats and

‘techniques introduced during a specific lesson range. : Training: segments cover

232( tcc;JLzEO|Iessons in READING MASTERY | (and the equivalent fessons in FAST
)
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$300
. for :
'.:'READENG MASTERY [
- 'FAST CYCLE I

E -+ Pre- and In-Service
TRAINING VIDEO SERIES

The complete set of. traimng \)ldeos lncludes 5 pre—servlce tapes and 5 in-service tapes (10 in-service
training segments) with: he facslltators gmde!pamcipants manuaE That's more than 25 hours of training
(with practice sessio : o . . ' ‘

Fili out this form and snnd a check or purchase order-—saon for the whole series (and
$200 for each addmnnal set, e. g., §500 for 2 complete sets )

Date: RN
Bilf to: L ' Ship to:
e |:| address atleft. I:l address below:
name PC #
position o name
institution ) institution
mailing address ' . street address
city state zip city state ' - zZip
telephone - _ telephone
fax number R fax number

sets RM/FC tralnlng tapes 1-10 with guide @ $300.00
- (each additional set + $200.00)
Total $

{(includes S & H)

D.L Training Videos P. O. BOX 10459 EUGENE OR 97440
(503) 485-1163 FAX (503) 683-7543
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Recommended Resources

School’s Out: The Catastrophe in Public If Learning Is So Natural, Why Am I Going To
Education and What We Can Do About It (1993) | School? {1994} by Andrew Nikiforuk,
by Andrew Nikiforuk. ISBN: 0-921912-48-X Price: $16.99 from Penguin
Price: $19.95 from Macfarlane Walter & Ross ISBN: 0-14-02.4264-3
37A Hazelton Avenue Ask for it at your local bookstore.

Toronto, CA M3R 2E3
Asl for it at your local bookstore.

Beginning to Read; Thinking and Learning Becoming a Nation of Readers (1985)
About Print (1990} by Marilyn Jager Adams (A The Report of the Commission on Reading.
summary by the Center on Reading). Price: $4.50 Prepaid orders postage free
Price: $5.00 Prepaid orders postage free Mail orders to: University of 1llinois—BNR.
Mail orders to: University of Illinois PO Box 2276, Station A
Summary Champaign, IL 61825-2276

PO Box 2276, Station A
Champaign, 1L 61825-2276

Direct Instruction Reading (Revised, 1990) Direct Instruction Mathematics (Revised, 1990)
by Douglas Carnine, Jerry Silbert, & Ed Kameenui. | by Jerry Silbert, Douglas Carnine, & Marcy Stein.
Price: $40.00 Price: $40.00
Order from; MacMillan Publishing Order from: MacMillan Publishing
1-800-257-5755 1-800-257-5755
ISBN: 0-675-21014-3 1SBN: 0-675-21208-1

WHAT DIRECT INSTRUCTION IS AND IS NOT
Direct Instruction IS NOT a behavioral approach.
Direct Instruction IS NOT direct instruction.

Direct Instruction IS (w)holistic.

Direct Instruction IS eclectic.

Direct Instruction IS NOT a "constructive' approach.
Direct Instruction IS effective.

Direct Instruction IS humanistic.

From: Tarver, S. G. (1992). Direct instruction. In W. Stainback & 8.
Stainback (Eds.). Controversial issues confronting special education:
Divergent perspectives (pp. 141-152). Boston: Allyn and Bacon.
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