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viable alternative.

are minimized.

in most American schools.

Philosophy of Effective School Practices
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2. The curriculum is a critical variable for instructional effectiveness.
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4. Experiments should not be conducted using an entire generation of
Americans. The initial experimentation with a new practice should

be small in scale and carefully controlled so that negative outcomes

5. A powerful technology for teaching exists that is not being utilized
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From the Field

LETTERS TO THE EDITOR

To the editor:

I have read Dr. Bonnie Grossen’s Evaluation of
Reading Recovery on her.web. page (http://
darkwing.uoregon.edu/~bgrossen /). Thisisatruly
shocking expose of what can only be described as a
major public scandal. Reading Recovery has been
adopted by a large numb er of education authorities
and applied to hundreds of thousands of children in
the English-speaking world, including Britain, on

the basis: of ‘claims which are (to put it politely).

misleading, and at totally disproportionate cost. Of
course many other people have said the same thing
about Reading Recovery, but not perhaps with the
same authority. e
This whole, episode raises a fundamental. and
important question. How can it happen that so
many apparently rational and public-spirited people

" could have been beguiled into adopting something

so obviously flawed? There has to be something
rotten in a system where such things can happen. It
can only be supposed that Reading Recovery em-
bodies particular features which make it specially
attractive to the sort of people who have taken to it
so precipitously. Taking a somewhat cynical view
of human nature, it is not difficult to imagine what
these m;igh_t be: '

1. RRlets the teachers off the hook. It presup-
. poses that all children are given every

possible chance to learn to read in the class-

room, and that any child falling behind

-must be suffering from some kind of dis-

-ability which can only be overcome by use

of highly specialized techniques. In fact the

wholelanguage methods prevalentinmost

of our classrooms inevitably leave a num-

berofchildrenstruggling. In Barbados and

other places where systematic phonics are

used, virtually all children arereading well

by the age of seven, but this is something

which oureducation establishment prefers

. .not. to know. RR helps to conceal this
highly unsatisfactory state of affairs. . '

2. RR preserves the myth thatlearning to read
is a mysterious process which only highly
trained professionals could possibly un-
derstand. The reality is that untrained
amateurs, free from the dogmas of whole

language, are often as good as the profes-
sionals or even better, as Bonnie Grossen
shows. EERE T

3.-The fact that RR is astronomically expeni--
sive would not deter the profession_als. Itis
noticeable that their represeritatives havea

strong teridéncy to support anythingwhick™ -

_involves the' government spending more
money in the schools, regardless of the -
result in educational terms. Ve

4. The thouightof spending several months in-
training followed by happy one-to-one ses-
sions with ‘the children is obviously an
attractive one. s

This is not to say that the idea of giving children
one-to-one help with their reading is a bad idea.
Having spent the last sixteen years deingjust thaton
a voluntary basis in a local school three times a
week, I would say that there is a serious question

over whether a primary classroom is really the best

and most cost-effective place in which to teach chil-
dren to read. - If I were given dictatorial powers I
would enact that no child would be allowed into
school before it could read to a certain standard.
There would be a deafening outcry from all the
bleeding hearts, but when that had died down the
local communities would buckle down to make sure

that all their children lleamed_to read in record time.-

Stewart Deuchar
Milton Keynes, England
106136.1714@compuserve.coln

To the editor: :
I am the mother of a second grade son and a tuto

of a second grade girl. At our school 51% of our

second graders are getting reading help. Twenty-

eight of 70 are seeing a Title I reading teacher and.
eight have been identified for the tutoring program. -

My son happens to be in-the highest.level reading
group in his classroom but he cannot read- what
others consider to be first grade material, He is just
learning how to sound outa word and he CANNOT
SPELL, period. Therefore, I have grave concerns
about the reading skills of the entire second grade
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class and the whole school in general. Fifty percent

{38/76} of our third graders have now qualified.for

an after-school remedial program because of low -

test scores. The reading skills of students across the
county are not good. There are many parents with
the same concerns.

Our director of Early Childhood Education is
very much an advocate of ”_deve_lopménta_lly appro-
priate practices.” (She happens to be involved with
a consulting firm “on the side” that works with other
school systems interested in implementing DAP in
early grades.) She was the teacher of the tutoring
class and the program is obviously based on the
whole language approach. At a follow-up work-
shop for the tutors a couple of weeks ago, she in-
formed us.that “Phonics is an abstract idea—some-
thing children cannot learn until fourth or fifth
grade.” However, several of us have gone to includ-

ing phonics in our tutoring. The problem is fcleai:'t_p :

us.

Parent in North Carolina

To the editor:

I'am very pleased to see so much about DI on the -

internet. I teach at Martin Luther King Elementary
School in Fort Lauderdale, Florida. I have been
teaching for 11 years. It used to be very frustrating
to teach at my school because so many children were
so far below grade level, and seemed to be unable to
leamn. The children would become very frustrated
and angry so they would actout. Well, about5 years
ago our curriculum coordinator came into my class-
room and asked me to try anew program. She gave
me the manual for Fast Cycleand I've been sold ever
since. ‘I now teach 4th grade. I havea RM4 and a
RM5 group. A group of schools in our county is now
known as The Alliance for Quality Education. These
schools use Reading Mastery, Corrective Reading
Deccding, Spelling Mastery, Reasoning and Writ-
ing, Expressive Writing, and some use DI Math.
Most of the teachers that I talk to are very pleased.
Some complain about a lack of comprehension ac-
tivities but I have not noticed that to be a problem.

Anyway, I could go on and on about my excitement

over DL Ibelieve that it has given our kids a chance.
By the way, at our school, we have very few behav-
ior problems now: Wehave seen our test scores rise,
and most of our children are reading at or above
grade level.

Meryl Jefferson, Teacher, Grade 4
M.L. King Elementary, Ft. Lauderdale, Florida
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The following letter was written to Jonita Sommers, -+

resource teacher at Big Piney Middle School, Wyo-: v
ming. Ms. Sommers has contributed to Effective .- .
School Practices and was recognized for her work this
summmer at the Eugene ADI conference. [ See Awards,
p. 10]

Dear Jonita, :

I am writing to express my eternal grantude for
teaching my son to read, and giving him.his.self
esteemn back: At the start of 6th grade his reading
was at a.Jow 4th grade level. He truly beheved he_z
was incapable of learning to read. - 5

I believe with the Direct Method teach.mg pro-—
gram Mike made remarkable progress, whete as in
the Chapter I Reading program his progress was.
very slow. He seemed to be gettmg farther and-
farther behind in the other sub]ects at school as we]l

~ as the reading. -

After 6 weeks of your tutormg usmg the Dlrect
Method program Mike was not only reading much

- better, but his béhavior in the class room had im-
_ proved so drastlcally that several of his. teachers

mentioned this to me. Inshorthe began behevmg in
himself again. :

Before your tutoring we were facmg aprogramin
the school that was to teach “alternate methaods to
function in life'without knowing the basics”: Class
mates were reading to him during class s6 he could
complete his assignments.’ He was so humilidted at
having to be read to in class in front of everyone he
never mentioned this to me. I found out about it
later from another parent. Had I' known this was
happening I would have put a stop toit. = ="

The reasoning behind this action was to stop
embarrassment of the individual by not placing
them in special classes. Meanwhile Mike wasfalling
farther and farther behind and becoming a problem
to his teachers, himself and his parerits by dlsrupt-
ing class with obnoxious, loud behavior. "1 still
believe he was doing this to cover up the fact that he
couldn’t read, and do his assignments by becoming
the class wise guy and clown.’ Keeping children in
the main stream class room to minimize humiliation
and ostracizing is ludicrous compared to teaching
them to read, spell and write. Afterallit’sonlyafew
weeks or maybe years they go to a different class
than the others, but it's a lifetime they have to live
without being able to read and write.

I'm just very thankful that you were there for
Mike and taught him to read when he was totally
convinced he was incapable of ever reading . Ithink
the Direct Method Program is wonderful, and you
are an excellent caring teacher. You taught Mike so
much more than Reading. '
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The following is excerpted from a letter from:Jan

" Reinhardisen who received an Excellence. in Eduication

award at the Eugene DI Conference. [See Awards, p. 101

Dear Zig, Bob, and the ADI Board, .

I want to thank you so much for the award that

you gave me at this year’s Direct Instruction confer-
ence. 1 was thrilled to find out that I had been
nominated by my friends and colleagues in Wash-
those of you who 1 have admired for 50 long. lamso
grateful for the knowledge ‘regarding instruction,
the excellent programs and the résearch in effective

[

Now availablé at a discount to ADI Members. . -

S

ington, biit even miore honoted to be selected by’

" Research on Direct Instruction: -

strategies you have so willingly ‘shared over the
yedrs. I truly.feel that your book, articles and mate-
rials have made me a much better teacher.

..] wantyou to know you'veall been a major part
of my professional life, especially your optimism
and belief thatall children can learn if we teach them
well. My only disappointment, and yours ['m sure,
is that more teachers don't believe and use learner
validated materials and methods. '

Siricerely, -
Jan Reinhardtsen -

. 25 Years Beyond DISTAR

By Gary Adams & Siegfried Engelmann

Tablé of Conte_ntsi

Chapter 1; -Teaching: The Roots of Direct Instruction
Chapter 2: Features of DI Instructional Programs
_Chapter 3: Myths.about Direct Instruction - . :
‘Chapter 4: Background for the DI Meta-Analysis -
Chapter 5: Results of the DI Meta-Analysis '
i+ . Chapter 6: Project Follow Through
EE Chapter 7:" Additional Documentation - -
Appendix A: List of Direct Instruction Programs
Appendix B: List of Direct Instruction Articles by Category

References

Through special arrangement with the publisher, ADI is able to offer this book at 20.00 per copy (plus

4.00 per copy shipping)

To order fill out the form below and send it to ADI or call 1-800-995-2464.
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Plehsé send me copies of Research on Diré'ct Instruction: 25 Yea_fs Beyond DISTAR at $2000 each.
Shipping charges are 4.00 for the first copy, 2.00 for each additional copy.. ' '

I have enclosed a check in the amount of
:.Gircle one: VISA Mastercard

- “Nuimber

or Please bill my credit card in the amount Qf .

 Signature and Expiration Date: _
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Street Address:
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Educrat’s Toilet Seat .

DebraJ. Saunders
Reprinted from The San Francisco Chronicle, Sunday, March 2, 1997,
‘with the author’s permission.

Readmg Recovery™—a program designed to pre-
vent.reading failure—is to education what the
$600 toilet seat was to the military. Except that no
one ever said the $600. toilet seat didn’t work as
promised. :

Like the toilet seat, Reading Recovery—a tutor-
ing program designed to help first graders in the
bottom fifth of their class to read better—is pricey.
And, ashappenecl with the gilded toilet seat, educrat
brass seem to hHave had no problem forking over
taxpayer dollars to pay for Reading Recovery’s 30
hours of instruction-—an amount. that “exceeds the

national average per pupil expenditure for one full -

year of schooling,” according to Bonnie Grossen and

Gail Coulter of the University of Oregoni. Estimates

of its price tag run'as high as $9,211 per successful

student. A San Bernardino Unified School District

audit found that Reading Recovery cost $7,000 per
- student, not including teacher training.

“There are individuals in this country
who are more wedded to methods of
instruction than to the objective of
teaching children to read, just as there
are cigarette companies who insist that
smoking does not cause cancer despite
decades of research to the contrary.

Yet a piece Grossen and Coulter wrote for Effec-
tive School Practices noted “success in Readi.ng Re-
covery rarely means the child is a reader.”

New Zealander Marie Clay designed Reading
Recovery in 1976 to help young readers. Used in the
first grade, Reading Recovery is designed to help
children when they begin to fail at reading. In the
United States, Reading Recovery generally is used
to bring childrén in the lowest 20 percent of their
class up to the classroom average. Selected children
received an extra half hour of one-on-one tutoring
daily.

Sounds great. Yet Grossen and Coulter figured
that a school could spend more than $125,000 to put
20 students in Reading Recovery, and “only one

4 Erfecrive Scuoot PrRacTices, 15(4), Far, 1996

would be readmg at grade level in authentlc text by

the end of the year.” A couple of years _down t.he.i_
_ road, that teensy victory may be lost. h

Shanahan of the University of DHlinois m.rrote-.lastx

year, “By Grade 4, the relative gains are stll, .appar-
ent, but they are so minuscule that it is difficult to,
argue for their educational or economic 51gm_ﬁcance

© Start with the premise. "Bringing studerits. up: tn::gj

class average is nothing to crow: about in. ma:ny_
Consider Oakland and San, Francisco—

schools.

both Reading Recovery users—where the GPA for-

black students is 1.8. Bringing the bottom fifth of

their classes up to average simply isn’t enough.;,

Within the same school district, tutors might, alm,

to bring Johnny in the projects up to D-work, but to

bring Jill in the hills to a level that would win A’s in .

Johnny's school. o

The answer is to improve learming for all st-udents .
in.stch schools. Barbara Foorman of the University -

of Houston has conducted wonderful research:that

shows that switching to systematic, explicit phomcs-

in the whole classroom—which is much cheaper—
increased literacy more than whole language, supple-

mented with an unlicensed one-on-one reading re--

covery-style tutoring program, ininner-city schools.
Are you listening, pro-tutoring president? .
Read-rec enthusiasts may tell you that the pro-

gram includes phonics. But studies found that the

program’s little books too frequently rely on pic-

tures and repetitions to give students clues.as to.

what thebooks say. Take away the plcl'ures, the klds
fall flat.

Grossen an'd Coulter even cited a 1991 st‘udy that'

found that teaching assistants with no training and

minimal materials outperformed professional Read-

ing Recovery teachers. {(Next program: readmg re-
COVery recovery.)

Why not teach children by the best method?
Foorman probably answered the big question last
year when she wrote: “There are individuals in this
country who are more wedded to methods of in-
struction than to the objective of teaching children to
read, justas there are cigarette companies who insist
that smoking does not cause cancer despite decades
of research to the contrary.”



Something Good Is Happening!

] ]ﬂ‘m iIEtiaFld|S|ue Williams.

" school Psychologists, Portland Public Schools
... .. |Portland, Oregon
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——‘ “he end of the school year is a_time'_'_tp_j_:\:‘a}isé and  Achatwith theregular school psychologistrevealed
I ireflect about the business of ‘education in the:  that this was riot a lone incidence; throughout the
schiools where we work. As si:hgi_dﬂ !p_s'y&hpl_dgiéiﬁ_, || Year, the ré-evaluations dorie on students from that
W_‘e{éenéj:a]lyim?ét':with students at a point wheére  SLC:Bclasshadshown thatthe studentsin that class
‘thiey:have been unsuc cessful inl general education.  had made consistent academic gains. This called for

They are referred: for évglﬁalfiﬁg;"ﬁ)_é;h'ﬁpézj'f;oﬁ;ﬁﬂ'i‘ | some sort of investigation.

ation, and we'do not see The assisting school psychologist had meinories

sible for Special Educ
o untion comes duol All toboften, we find] | ementary school, where there was also an SLC.5
that they continue to qualify for special services;. withvstudents at the same grade level. Therewasno

pain in a formal situation until their three-  of working for many years at another Portland el-

they have riot made enough academic progress to,  memory of any cases where' students had made

work: themselves out of the [systesh. "Even| more| | jacademic gains. in 'the class, althotigh some had
common is the plight of those who find themselves maintained at the same academic levelas when they -
in our classrooms set up to-meet the needs of stu-  had gone into the class. A review of that classroom.
dents with behavior problems. These non-categori | ldprul_g_ the-‘1995-96'sch001yea; showed that only one'.
cal clissrooms, called Structured Learning Centers student had gone through the three-year re-evalua-
for Behavior (SLC-B's) in the Portland district, are . oM Process. The student had an 1Q within the Low.
e e i o o el | (S T e
and. 2. variety of handicapping. conditions. ] 1eir ORULSON: R eVISEa Ay o e i hiave
e minator s that they have s handicap- <1290, ard WacBIEL the Wechsler Individual Achieve-
e ave ablato baguecessfulinthe || Tt TEE (T e o most commonly
regular education setting, due to. ehavior prob* actly equivalent, they are t e twomost commonty
lems.. Putting them in an SLC-B classroom and used measures of academic achievement in the Port-
focusing on theirbehavioral needs often cams i, and district, and yield standard scores which are
o O e i edlis sven thgugh | | 2Sepiod 8 Boners e o B e second-grade
allstd&ehfshav,e aca demmgo alslon their [EP. 'Wlhat writing: a;e:not re_portgd, since at .Fhe.-second-gj:aj.de
a p'lejcié'.anf surprise this spring to find an SLC-B class level (the time of the hrst_evaluat_mns), the writing
e iy working on hit || oo e on e e Elwing sandard scoe
behavioral goals, but were actually making marked CBclass recelyet s lowing stan¢ard scores:
ic cains! is be, ar Any- ' ,

body netieg? How could this bR atd S0P 1| o e o 1OBOVFR) 9% (WIAT)

It happened that a particular Portland elemen- ' '

in

tary school (School A), which housed an SLC-B for
fourth-and fifth-graders, had in exttbmely high A | |
ber of referrals and re-evaluations during the course  pic ident was not an exception to the general
of the school year. An extra SChOblPSYChOIOgIS‘t,IW?S observation, that students in the SLC-B classes ei-
assigned to assist the regulad schocl psychologistin| | e held their academic ground, or lost it but gen-
completing the number of evaluations in the school.  o..y; y did not niéxke"gai.r\s. T !

The first case happened tobea fifth-grader from the In School A, in the class where students made
SLC'_B, class. _,It was;notedl that F‘Even‘_‘thop.g:hi his| | gains, five students had been re-evaluated duting
cognitive ability was in the Deficient rahge, hehad  the course of the year. Previous achievement test
made gains of 10 points or his reading score; and 31 scores on two students were unavailable for com-
points on his math score from his WPIEVFOHS\E“"E}IPFW | parison purposes. The other three students, labeled
tion on a standardized achievement test. Siricd this ~ Student X, Student Y, and Student Z, obtaified the
was a classroom supposedly fdgusing on behavior  following acadernic assessment results, all on the
and not on academics, this wias a erpriF'mg IfdeTn|g| | WI-R: .

Broad Readirig 74 72
Broad Math 75 .74
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StudentX: ¢ aEi ol LT LR
(Cognitive ability = Def1c1ent) ' '
Broad Reading 63 73
Broad Math 48 79
Student Y:
(Cognitive abi].ity = Avera_ge)
Broad Readmg 69 . 91
BroadMath - 86 83

Studeﬁt z: : '
(Cogmtlve ability = Average)

' (This studenthad gone from a regular classreom
to a l—reaf:ment center, where he received his educa-
tion fora year: a_nd one-half, and was evaluated upon
ex1tmg their program, prior to entry in this SLC-B,
where he has been a student fora year and one-half;
scores from all three evaluations are reported.)

- DO L0 01993 1995 - 1996
“ Broad Readmg 66 37 74
Broad Math .~ 88 87 109

St-udent z actually appears to have lost grou.nd in
fhe treatrent program, which he was able to gain
back and then some in the SLC-B program. Student
Y appears to have just maintained in the area of
math. All other subtests show academic gains, some
of them substantial. This is quite unheard of! These
students not only performed better on standardized
a_c_h_iev‘emeﬁt measures, but they had strategies for
approaching the academic tasks: they made attempts
to sound.out unfamiliar words, they used context
clues to help them determine meaning, and they

used a variety of strategies to help them compute.

arithmetic problems correctly. What was going on
to help these students with behav1oral needs learn
academic skills?

Their teacher, who pursued her graduate degree

6 EFFeCTIVE ScHooL PracTICES, 15(4), FaLL, 1996

1996 - R in- educatlon at the University of Oregon, uses the
~Levels System for helpmg ‘the st'udents develop ap-

’ propnate classroombehavmrs lI'l common with other

teachers in SLC-B classrooms. The SLC-B classes

‘have flexibility in their academic approach, and this

teacher is a firm believer in Direct Instruction. Un-
like mc_)_sf other SLC-B teachers, she uses the DISTAR
curriculum in reading and math, and has been able
to keep her students focused and imbued with a
feeling of doing meaningful academic work. ‘Her
teachmg ‘methods provide the students with clear
and orga_mzed goals; they may appear to be e-
mariding, but this approach, with its clear, "mstruc-"'
tional techniques, provides the ‘students. wi '
appropnate framework for makmg measura
demic progress. She cares deeply about
dents, and by prov1d1ng them with, Du‘ect
tion, she gives them the proper tools for bulldmg
their academiic self-esteem, and to begm to thmk of'
themselves as competent learners.

We aclmowledge that our sample case study is
small, and is stll in its mfancy, since this SLC-B
teacher is just completing her second year of teach-
ing in that program. But as school psychologlsts
who are concerned about children, and like to be-
lieve that all Special Education is truly spe(ual and
meets the needs of the children, we would" like to -
challenge the dlstnct tc do some type of evaluatmn,'
in any or all of its spec1al programs, to detérmiine
whether acadermc gains arebeing made. HOW'IS the
district measuring gains? How are the programs
accounlabie’ And 1_f a program is fou.nd successful

to mﬂuence other teachers to use the same model'? 1f
Direct Instruction techniques work with behavior-
dlSOIdE].’Ed children, should thatbe the mstruchonal
model for other SLC-B classrooms? Would it Work
in other special education ¢lassrooms? Tt has glven'
us personal and professional satisfaction this'year,
to see that some students have truly benefited from
specifically designed instruction, using Direct In-

- struction methods. If Dlrect Instruction is the an-

swer, can we spread the success around?
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| tiook about500,000 ears forman toadvance from
a“chipped rock to an arrowhead.” " o |

"1 the last one hundred years, we have created
airplanes, radios, movies, TVs, mass-produced au-
tomobiles, antibiotics, X-rays, the computer, CAT
scans, nuclear energy, and now the cloning of sheep.
This astounding progress is due largely to the appli-
cation of scientific thinking and: rational methods,
which emerged in the 17th Century.- 1 believe we
Tie ed‘a-plan-of action that brings educationrthrough
the 17th Century and then into the 1830s. This quote
explains the relevance of the 1830s: - .
.~ Thehistory.of [the.profession] hasneverbeen
-+ a- particularly attractive subject :in [profes-
+ . .sional]  educatiori, and one reason for this is-
.w.that it is s0 unrelievedly deplorable a story.
. For century after century, all the way into the
- ;remote millennia;of its origins, [the profes-.
.sion] got along by sheer guesswork and the
crudest sort of empiricism. It is hard to con-
.. ceive of a less scientific enterprise among
. Kuman endeavors. . Virtually anything that
~,.could be thought up for treatment was tried
', out at one time or.another, and, once tried,
lasted decades or even centuries before being
given up. It was, inretrospect, the mostfrivo-
lous and irresponsible kind of human
experimentation, based on nothing but trial
and error, and ustally resulting in precisely
that sequence. - o ' (p. 159)

You probably think I've been describing education.

Let me continue this qubt_e by Dr. Lewis Thomas,
former president of the Memorial Sloan-Kettering
Cancer Center: -

Bleeding, purging, cupping, the.administra-
tion of infusions of every known plant,
solutions of every known metal,.. most of
these based on the weirdest imaginings about
the cause of disease,concocted outofnothing
but thin air—this was the heritage of medi-
cine up until a little over a century ago. Itis
astounding that the profession survived so

long, and gotaway withsomuch withsolittle *

“outery. Almost everyorie seems to have been
takenin. (pp.159-160) ...thereal revolutionin
medicine ...did not begin with the introduc--

"Hon of science into medicine. That came years

later. Like 2 good many revolutions, this one
“began with the destruction of dogma. T was -
discovered, sometime in the 1830s, that the."

- “greater part of medicine was nonsense,

The Whoié language debécl_e‘r‘ in Callformaﬂlus-

trates the nonsense of teaching reading.- How about
California math? A relatively small publisher de-
signed its matheriatics program to align completely
with the “whats” and “hows” required by the Cali-
fornia Curriculum Commission. ‘The program, re-
ceived a score of 96. The next highest score was 80.
The program captured about60% of all the Califor-

fia sales in the first adoption year. - R
A school interested in the program’ asked the
publisher for research data on the program: -

. Total # of students used for comparison =18
Total # of students-excluded from compari-
son=17 - : SR
Percentage of students making gain or no:
change = 61% ' e
_.Percentage of students with a loss = 39%:
Average gain of students = 19 percentile points
Averageloss of students =22 percentile points

Ahighscore from the Curriculum Commissionleads

to millions of dollarsinsales. The California Depart-

ment of Education explained the Curriculum

Commission’s scoring system in this way:
Regarding your question of whether the De-
partment has any data “to suggest that a

. program receiving a very high score on the

_criteria would produce superior student per-

formance,” the answer is of course that the
Departmentdoesnot have such information...
...The SBE [State Board of Education] has
never asserted that any specific score corre-
lates with thequality or potential success of a
particular program.
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This nonsense at the state level dominates-deci-
sion making at the local level: Widespread concern
about losing local control-of educatio to the federal
government has masked what is possibly the great-
est loss of local control in U.S. history, that is, to the

state level because of property tax equalization and .

state standards, assessment and accountabﬂlty

One group thatrecognized the significance of this

shift was the Governor’s Business Council in Texas.

' They realized that poor standards, assessment, and
accountabrhty would mean poor achievement. And
they realized that helpmg schools is not a matter of
ph.tlanthropj,r Itisa matter of corporate and social
survival.

- Peter Drucker has said thatknowledge is the new
currency of capitalism. Level of education has be-
come a prime determinant for, our -economic and
social well being. From 1970-1990, high school .drop-
outs saw their farmly income drop over 30%, The
declme fora h1gh school graduate was about 20%.

. Texas busmesses and foundatfioris (B and F) real-
ize o_lé must respond to changmg demograph-
ics,. pro]ected to.be 48% Hlspamc by 2030. Yet with
low Ievels of educational attainment, I—Ilspamc fam—
113,r income dropped 5.1% in 1995 a]one

Over the next severaI years, elementary schools
across the U.5. will grow by 4.5 million students
One out of nine will be Anglo. But changes in
demographlcs isnotthereal story. Povertyis. A low
wealth child comes to-school with 36 hours of lit-
eracy experience; a high wealth child, 1000 hours.

-Whatis the likelihood of gradua ting from high school
forachild of poverty going to school with other poor
children, who has been retained one year and is
reading a year below grade level? NEAR ZERO.

Many B and F feared that a 19th Century educa-
tion profession would undermine Texas in the 21st
Century. What did they do? They formed the GBC
to counter poor decision making at the state level
and to support important initiatives at the local
level. For example, Texas has launched a reading
initiative based on the vast research of the National
Institutes of Health, just as California has done.
California has excellent laws and ample funding,
but California businesses and foundations are not
organized to work together to support the’ imple-
mentation of reading legislation and ensure that
student achievement in reading will improve. Bill
Honig, former California Superintendént of Public
Instruction, estimates the research will be imple-

. mented in 5 to 10% of California’s first grades.
When businesses and fouindations work in isola-
tion and without current, trustworthy information,
they can end up supporting local projects of dubious
value while overlooking important opportunities
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such as those offered by the California Reading

Initiative. In Texas, the GBC takes a very sophisti-

cated, critical: look at education problems such as
reading and teacher preparation. The GBCis b1par~
tisan, originating under the Democratic governor-

‘ship of Ann Richards and continuing under Gover-

rior Bush. The GBC conducts reading summits across

_the state on the implications of the NIH research for

teaching reading. Even more important, because B
and F members of GBC are up-to-date about educa~
tion prlor1t1es in the state;" they will work on those
mltlatwes prlvately by meetmg w1th k ]
off1c1als o

nesses and foundations are making'd b1g d1ffere_ ce
in Texas ‘education ' because they ‘have-

work together through the GBC and are staying the
course. Businesses contnbutemdlfferentways (eig.;
large retail chains give money but do not take hlgh
profile positions). : PR

Lesson 2. The GBC is highly effectlve w1th a very
small staff of highly competent people (e.g:, when
critical legislation comes up,. the. members.of the
GBC call on the lobbyists of the member | organiza-
tions rather than GBC phaving its own lobbyist).

Lessor'3. Therehasbeena critical mass of comumit-
ment-and support from B and F to fund this smiail
staff and to'use lobbyists and influence to support
the Governot’s Reading Initative.

Lesson 4. The staff and key CEOs in the GBC
understand the culture of education. Without this
understanding, B and F would fund many question-
ableprojects and overlook other important opportu-
nities related to the Goverrior's Reading Initiative.

Lesson 5, GBC estabhshed pnor1t1es and keeps
focused.

How did the GBC get started? . T

a. It recruited several high level CEOs." The .
goverrior, speaker of the House, or presi-
dent of the Senate would call suitable CEQs
and ask them to be partof th,e GBC. Foilow-
up came from the GBC staff.

* b. CEOs would explain the implication of
state-wide priorities to their contributions
managers. ' The 1mphcattons often ad-
dressed local schools.

c. The contributions managers would aban-
don low priority activities that d1551pate

“effort and funds so as to fociis on cr1t1cal
" goals.

d. Band F came to understand (and commu-
nicate to the public) that education
controversies are not idle debates but often
are central to the survival of communities.
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Luaal-level Achons R i

tégo it alon e? The pre-sc:lenti.ﬁc thm_klng of educa-
tior faises ‘questions for B and F that continue to
woik by t themselves and fu.nd md1v1dual education
pro]ects : :

Whlch educatlon pro]ects are safe to fund'f’ W}uch

Th

questlon ree orgamzanons are

: explo=mig ways to help B and Fdecide whether they

want to fund experiments to learn more ‘about how
to improve education of to fund u:nprovement ef-
forts thatarebased on research. In addition, they are
explormg the.idea of a database B and F could turn
to in, order, to. find. out about various education

: approéches (e - whether they are untested, ineffec-

tlve, QI‘ effectlve) -
Conclusmn & .

~WHhether businesses and foundations work
collaboratively orby themselves, groups such as the

'GBC and the joint Business Round Table, National

Alliance of Buginess, and United States Chamber of
Comineree initiative offer valuable lessons about
due' dlhgence in the world of education. Think of

Adue d]llgence in education with this metaphor. Ifa

lumber-company in Northern: California wants to

¢ . cut timber, they will probably ‘have to.coriduct an

erivironmental impact study to determine the pos-
sible effects on the marbled murrelet oron thenorth-
ermn spotted owl. Yet the state of California will
introduce new materials and approaches to millions
of children without any systematic safeguards, Mass
experimentation is the opposite of due dﬂigence
Businesses and foundations can be an enormous
help to educatmn by helping t them understand due
diligence .. In addition, businesses and foundahons
must not fu.nd dogma and ‘must work t-gether to
rt reé ) uch as the Cah—

essays, 'Thef ves of' CeH Lew15 Thomas ’ father was
a famois chagnd tician for yellow fever. His tech-
nique was tongué squeezmg, _ dhe dld.n’twash hlS
hands between patients. ** -
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‘Annual Excellence in Education Awards

Igeelyn Warren, Associate Edltor a

wo students won t_he Wayne Carnme Student

T:

Ronnie Kimbrouglh

years ago, Ronme couldn t read He was in the
eighth grade ‘and’ working hard in class, but he
wasn't making ptogress and asked for help. Ronnie
was put in the Cotrective Reading Program (Decod-
ing A) on a trial basis, and, in order to ensure his
success, he worked alone each morning on the tasks
he would encounter in the afternoon group lesson.
Attheend of the year, Ronnie requested toremain in
the 8th grade, “So I will be a better readerbeforeIgo
to tugh school.” Now in the tenth grade at Gibbs
High School, he’s made reading instruction his top
priority. Supervisor Shirley Johnson says moving
from soundirig out to reading the fast way was a
" major hurdle for Ronnie, but the extra practice and
persistence paid off and he is elated with the gains
he's made. “Ronnié’s progress seems to contradict
the ridtion that older students plateau and that pro-
fess1onals should only teach compensatory or sur-
yival skr].ls," she says.
- Chris Gay'was identified as 1earn1ng disabled in
elementary school and since had been in self-con-
tained LD classes when he was assigned to Patricia
Voight's class at Princess Anne High School in Vir-
ginia Beach, Virginia. Ms. Voight was impressed
with Chris’ desire to cooperate and found that, though
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his reading level was low, he was able 1o progress
through grade appropnate matena That flrst year,

paraphrasmg ablhtles
was able to’ take his f1rst credlt cla_ss out51

pro grams inhis resource classes, Chrls worked w1th
fractions, word problems involving tables, ratioword
problems and tables, ‘geometry and algebra prob-
lems mVOlvmg angles, mtersectmg ‘lines;’ cucles, :
area and petimeter. In his writing class, he wrcte
elaborate paragraphs using all the skills presented
in Expressrve Writing II. This yearhe's talong TeEgil-
lar education math and English classes. He is also
enrolled in a a half time carpentry program. Ms.
Voight saysit's been amazing to see the transforma-
tion in Chris, academically as well as socially." “It's
easy to say, theoretically, a student’s’ self-esteem
grows when he feéls successful. -It'is'quite another
thing to see it happen .Chris w111 always be one of
my brightest stars:” AR

The first annual Susie Wayne Schola.rsh1p Wwas
awarded to Doris Villareal who i§ pursuing her
Masters of Education at Texas A&M University-
Corpus Christiand plans to graduate in May of 1998.
Doris has been teaching for 21 years in the Stinton
Independent School District. She is currently teach-
ing second grade and participat'mg in a pilet pro-
graminvolving “looping” in which teachers oontinue
with the same group of students to the next grade




- t1me w1th her students, but she doesn’t stop there.

d-the borders of her own classroom
\to shaze her'knowledge and expertise with other
' wn school but on the state
lail has been instrumental

Iewe Dons approves ofthe pro' ‘
;more-excited:. about commg

port of an

P

oether, and

: : ‘Seholarship,
there was another fi year—the Excellence in
Education Internnhmm ard. Gail Whitham is
the Spec1a} Education Teacher at St. Mary’s Girls'
School in Karrinyup, Western Australid. Univ ersﬂ:y
of Qregon. professor, T Dri George Sugai, says ¢ Gail'is
exceptional atintegratiri classroommstructmn with
b ehrifmr m;magergnen' 'gShe spen ds a great deal of is s1gned mcludmg student responses whlch they
i e e have to scan by 51ght the fast way‘ Six years ago,
o ' \ graduating:classi
pIOgram .
level. Th
Jean says
studentsha
and an opp
and Ieanh'a
and should
education.
Barbara
County SEL
in-class, te

els, from mt' §
years. Her engagement in the classroom has en-

sured the success of DI pro grams and ultimately,
the success of the students Barbara says the progress

Jean Kraemer
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mor Barbara: brmgs t
' Asprincipal of Mu
Massachusetts, Dr. B

grade student whese parents were concerned that
the child didn’t know all her letters by the end of the
. Bob suggested he use Readmg Mastery w1th

- Alan Hofmeister
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* structiorr "programs

M. Oulmet says the:

sence of its 1mt1ator who returned to Wes
where he now serves as Principal Mentor and Direc-
tor of Admm1strat1ve/Instructlonal Servn:es for: the
Pendleton Sc_hool D1str1et

Roberta Bender

respeet of fellow educators and the gratltude of
studernts and their parentsf In hér remedial reading
and math. program, ]omt‘ sets highexpectations for
rgetmally with both

the student and parent.

Bill Lehr, gu1dance o

Jonita gets 100% fro
B

classroom
them to be
work force

Since mlplementmg DI at Big Pmey :
has documented tést scores and student gains and
so, as principal Bob Henderson says, she was able to
justify the program. “However,” he says, “speaking
louder than Ms. Sommers’ proven results were the




those children had worked
See Letters From The Field in tiis

issﬂ_g]i_.? R 5

_Alan Hofmeister.
Informatior:. Technolog
Asaresearcher, Alanha
integrity.in the develo
tional programs, incli
math instruction progi
builidings nattonwid
teaching practices afn

isithe Director of the Center for
‘at Utaly State’ University.
7 ionstrated tremendous
ent and trials of ins truc-
: the DI videodise-based
found inover 3,500 school
i'He committed: to effective
dith fappiicatign of technlogy:

imself, he gnsures that
nology is accessible to
as been widely recog-

programs arereliable &
teachers and students.” Aldi’ :
nized for his contribution to the education of chil-
dren with disabilities:He has held leadership
positions in state and national organizations and
has served as the National President for the Associa-
tion for Special Education Techology-

Roberta Bender is the.Resource Specialist Pro-
gram Teacher at Carmel River Schoolin California.
Despite limitations in terms. of space and support,
Roberta somehow is always able to provide a rich

envrionmentfor her students. Shehasbeenusing DI’

programs for well over twenty-five years and rein-
forces Tessons with gates, worksheets and art
projects of her own design. Roberta focuses on the
students she serves and gives them all her energy
and ¢reativity. She’s liketled her role to running a
soup kitchen in Bosnia. . “There may be a war all

round,” shesaid, “but there are kids righthere and
théy need soup.” Roberta gives them a feast.
"Avidrey Nobori-Burke is the resource teacher at
Woodbridge Elementary School in Roseville, Cali-
fornia. Former principal, Mollie Gelder, $ays Audrey

is.vital to the school’s ‘morale because teachers know

they can depend on her for whatever materials and

ls.. By spending:a-great-

supporttheyneed. Audreynow organizes the school-

- wide reading prograim Mollie initiated. Mollie says

her own role in it diminished soon after Audrey
came to the school because Audrey was 50 thor-
oughly competent. Though Woodbridge students
are _predom_inantly--from"Iow—i_ncome families,
Audrey, won’t. allow. this.as.an -excuse for poor
achievement. Shemonitors each child’s performance
closely ‘and: tutors-orvhér-own time to see.that each
child reaches_ his: ot: her .potential. - Audrey- also
works with parentsto ensure studentsuccess, stress-
ing that education is more important thanconve-
nience : -' :

| Ia:n‘Reii}haﬁ.ﬁitéé;llﬂ,ééén het career as a special
education, teacher. at-Child Study. and Treatment

Center in the Clover Park School District, Washing-

ton, in 1968, Since that time, as teacher, professor,

consultant, administzater and superyisor, Jan has
advocated for specialeducation and at-risk students
and ingists on researchr-based instruction: Whileshe
is foremost a teacher, Jan i$ also a researcher and

now manages a federal research project, Collabora-

S

ATIC ehnavic ms
gement strategies. and effs in-

liding the use of DL

insisting on documen

for generosity insharing her own consid
edge and experience in achieving tho!

There is simply no way to cal
ber of people Jane DiN apoli and Carolyn Schneide
have helped throughout their long careersin DI As
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young women, they were among the first group of
consultants trained in 1972 at Pheasant Run outside
Chicago. Both went on to become co:nsulfahts for
Scierice Research Associates (SRA}, Jafie in the East-
em Division, Carolyn the Sotithern. Division, and
they've maintained both a professional and per-
sonal relationship through the years as a result of
their work with DL« « - i o
It’s easier tolist the states Carolyri hasnot worked
in. The implementations she headed in Téxas were
often doneon extremely tight budgets, but the qual-
ity never suffered from it. She was the initial trainer
at Wesley Elementa_ry School in Texas that has been
a high-performing school for twenty years and a
model DI school for 10 years. Pietsch Elementary in
Beatimont received formal récognition for bringing

low-income African-American’students to exceptional

levels of performance in reading and math. Wesley
and Pietsch are only two of a number of record-
breaking schools Carlolyn has worked with. After
many years with SRA and a brief hiatus, Carolyn set
up her own freelance consulting businéss called DI
Consultants. The evidence of Carolyn’s ability asa
consultant is demonstrated each day by the teachers
she’s trained, Notonly are they firmly grounded in
the fundmentals of D], also exhibits those
nonmechanized asp: to do with relat-
ing to children. - ' :

Chris.. Gay
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each school : and
serves as amogdel forhigh school D
state. From 1982 through 1989, Jane ran the Cent
for Diréct Instruction which operated private after-
school centers in Staton Island, Brooklyn ar ‘Long
Island. In 1991, she and Paul McKinney founded
1/P Associates whichhasbeen contracted by ovér 60
districts and individual schools dn'® states to de~
velop effective schools. [See “J/P Assotiates,” pp. 25
in this issue] Jane says there is not one aspect of her
life that Direct Instruction has not touched: “Imet
my husband because of DL shesays. “Imetmybest
friend because of DI. 1homeschooled my daughter
with DI arid now she’s in law schiool.” Jane says the
most satisfying thing about hér work has been the
success of children in rural districts. Without DI, she
says, they wouldn’t have had achance-now they’re
reading above grade level. - ]"ai}e and Carolynboth
have played important xo eg-in Direct: Instruction
fiom the beginning and continue to help'schools
achieve excellence in education. T




Teaching the BroadRange

of Learners—Issues and Ethics

1E very year teachers across the nation are plagued

by that age old question, "How can ] reach each

child inmy ClaSSIO'QﬁI?" While there are no quick or
pasy answers to tbls qu_esﬁon,'&le're area number of
things that can be doneby aneducator to ensure that
every studenthas anequal opp ortunity for learning:

“The firstand mps{%’iglportant'aslqé_ét of learning is
good classroom management. Ithasbeen found that
an educator has control of the classroom, the envi-
ronment within will be more conducive to learning.
There are a number of different types of discipline/
management strategies that can be used by educa-
- tors, Theorists such as Glasser, Hunter, Dobson and
the Canters all offer what they feel are the best
methods of classroom management. The main fac-
tor in good classroom management is consistency
and fairness. Students expectations, consequences
and rewatds should be explained, posted, and un-
derstood by each student in the classroom. . They
should be air to all students and they must remain

consistent. If students feel that the rules only a[ply
'to some students, they will not comply with them
and the class will become uncontrollable. Rega:d-
less of the type of discipline, educators must use
what works best for their individual classrooms,
and this may have to change from year to year.

- Second, an educator must take each student at
face value. Aseducatorswe cannot allow ourselves

" to be affected by the environmental circumstances

which affect our children. In this day of gangs, -

teenage pregnancy, drug use, homelessness, domes-
‘He violence, low socio-economic environment, eic.,
we know that our students are affected by many
things which we cannot control. We cannot let them
use these things as excuses for not learning. If
anything, we owe it to our students to teach them
how to overcome those things which adversely af-
fect them. Aseducators, we must teach our students
according to their academic needs without taking
into consideration their homelife or background.
The way in which the students are tanght is the
third factor affecting learning. Direct Instruction is
an excellent method for teaching and reaching all

, Doris C.Villareal . ..
1996 Susie Wayne Scholarship Winner .. .. -

learners.  The Direct Instruction method is a fast-
pac‘ed,"c:o‘ﬁsistgnt method of teaching which ean-be

used in aﬂ-subj_e_'ct"aréés."They learn how:to identify

" parts of awhole, directional words, and speaking in

complete sentences. Then they progress to phonet-

© ics, blending, and whole word reading. This 1s

reinforced with stories which include the words
learned in the daily lesson. The students make a
natural progression ¢rom sounds-to words using a
consistent, teacher-directed method of instruction.
The stories are simple and repetitive with themes of
interest to young children.

As the children progress to 2 higher level or
reading mastery, the stories become more factual
and the students are reading for information as well
a5 comprehension. The story matter in this level of
reading deal mostly with science and social studies.
Students acquire a wide range of skills ‘when they
enter this level of the reading prograti. :

The students are ability grouped in reading and
they progress at their own level. If students donot
understand the concept being taught, it is repeated
with the whole group until everyone has mastered
it. A child may advancetoa higher group or move
down to'a loWér group as needed. While the chil-
dren are grouped by ability, there is no sHgma
because they understand that they are working ata
level that is best for them. '

Outside of reading, Direct Instruction is used
with the whole class. AS the teacher gives the

‘students the main concepts being taught using Di-

rect Instruction, he/she is constantly checking for
understariding and reteaching or reinforcing what
is being taught. This is an excellent method of
teaching because it ensures that everyonehas aclear
understanding of the conceptbefore guided or.inde-

perident practice is done. If there are fwo

childrén whojust don't understand; the teacher can
repeat the lesson with them while the rest of thé class
works independently- S

While Direct Instruction is not tHe “cure all” for
11 our educational ills, it does offer a clear, concise

method of teaching which will be beneficial to all -

students.
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Finally, teacher involvement and caring give stu-

dents the message that someone really.does care

about them. So many of our students come from
home that are filled problems that we as educators
have no control over. While we cannot let these
problems interfere with the students’ learning, we
cannot totally ignore them. We have to be sensitive
to what's going on with all of our students and get
‘them so involved in the learning process that they
forget their problems, if only for a little while. We
cannot allow students to use their problems as ex-

cuses for apathy in the classroom. The teacher

should focus on the child’s strengths and how those
sfrengtl'_‘n,s_c_anlead to success. The main goal of every
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educator should be to make each student a success-

are together.”
. By following these steps: good classroom man-

ful, responsible individual in thebrief time that they

agement, acceptance of each child as an individual,

presentation of material and a caring attitude, an
educator can ensure that he/she will reach and
teach every student that comes through the class-
room.” Regardless of the current set of problems
faced by our students, one thing rem‘ains constant,
all children must have good education to be siiccess-
ful. :




. Readmg Ta_,ﬁ'e,s Cent‘er Stage

R , Kath_yLaHy o N
. . Reprinted from The Baltimore Sun, February 28, 1997, with perntissiort.

R ‘Experiﬁirehf}""s‘_ix Baltimore schools are testing a new, highly structured curriculum and principals

find early results femarkable.’ -

’"ﬂ" he 'early «morning yawns and squirms hgire

G 7 ounds are bouncing off the

Hard ‘tile floors and ¢ m}éﬁt’block'b.ral'ls of General
chool i Upper Fells Point.’

“These are the sounds of ¢hildren lédrnifig toTead,

and until this year they were fore often longed for

thar heard in this Baltimore school, which sits im-

corner of Wolfe and Gough

Wolfe Elementary 5

passively, hard by the
streets. B

General Wolfe is one of six city schools that have
adopted a new curriculum, melding highly struc-
| iahased reading instruction
v of such subjects as geography,
“The'Baltimore Core Curricu-
; September; but prinei-
rogiess are remarkable.
itd-graders who are get-
dy “four book,” 5ays Clayton
Lewis, principal of Gerl Wolfe. “It sounds al-
- most too good tobe trug! T keep waking up atnight,
thinking it must be a dréam.” o

“Until now, failure more predictable than
success at General Wolfe;“Last year, only one of 26
third-graders managed to'attain a score of satisfac-
tory on the reading por of the Maryland School
Performance Assessme togram.

A few blocks west, arie heady sense of ex-
hilara_ti’cir@"is"Sweepirig ov - Bernice Whelchel, prin-
cipal'of City Springs Eles ‘ '

ercent of her second-gra
unable to read. By la
second ‘grade was able
level, Ten percent was’
level and 28 percent Wwas
“Impressive?” Whelche
ﬁ'c.” - . i & e
General Wolfe and City Springs are the kinds of
schools that are at the heart of the debate over
America’s future. President Clinton, in his State of
‘the Union address, said the national interest de-
manded a goal of teaching all children to read at

pals say the early signs
“WWe have a group of

ting ready to read a gra

ath, 62 peicent of the
ead ‘at or é'b"c)v‘é: prade
‘onie yedr below grade
months behmd S
ms 3 "It'S :faptaS'

sggue_ci into e?ééﬂy"_r’@if;:éd Handé'”‘ér'id lisped

éritary School.’ About'60
dérsbegan the 5_ch001‘yé:.ar .

grade level by third grade. Urban school systems
across the country Lave beer unable to'do that.
Last year, quefrt'C.'Embr‘y; Jr:, ﬁrési_clei}’t of the
Abell Foundation, inspired by the success the pri-
vate Calvert School curriculum Was Having at the
city”s Barclay a-nd';""‘C-"a"‘r'ter"G’Q'Elw'iﬂ"'w?o"o'ﬂscm
elemientaries, decided to create’ a curriculum.’ He

plaried to~offer it to any city- schools that were
interested. He hired Dr. Muriel Béi‘kéley‘,"a city
teacher with expeﬁence in social science reSe_a'rch.
'She pro'duced‘ the Baltimore Core Curriculum,
with detailed, daily lesson planis, adapted from two
programs. Six schools chaose to'take it ori for a five-
year test. ' e e
With help from Abell and - AmeriCorps’ volun-
teers, City Springs and General Wolfe haveteduced
reading groups to a fnaximum of 12 children: The

. foundation has provided training for the teachers in

Diréct Instruction, a method developed by Siegfried

President Clintori, in his State of the
Union address, said the national
interest demanded a goal of teaching
all children to read at grade level by
thitd grade. Urban school systems
across the country have been unableto
do that. A T

Engelmann, an education expert affiliated with the

University of Oregon. - .= - R
Engelmanh’s method, Berkeley says; depends on

small groups; teacher training and skill; arid regular,

- {nwviolable tirhe spefit on instru¢tion; Reading les-

sons ate carefully scriptéd-nedrly every word the
teacher says is 'pie""scr’ibéd‘,“havihg been based on
research, tested and rewritten again and again.
Children are taught sounds and how to blend
them so they can sound out words. Children repeat
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words in unison until the teachers sees each one of
them is getting it. S

Berkeley began her curriculum research againsta
strange landscape. Though U.5. schools have tried
endless ways of teaching reading, they have been
roundly unsuccessful with many children. And
solid evidence of how anything works is hard to
come by.

.One trend leads to another, and Berkeley says the
research looks far from definitive.

“You go to look for what works,”
there’s no one to sort it out.”

she says, “and

Justnow, many schools are turning against Whole.

Language, t the most recent trend, which emphasized
sight readmg rather than phonics. Children read
literature rather than stories specifically de51gned to
teach readmg Irres1st1ble stories are expected to
give them the incentive to learn.

In Baltimore and many other cities, that has not
worked Often, strategies have been abandoned
before they had time to work-including Direct In-
struction. '

For 25 years, Anayezuka Ahidiana was a sort of
guerrilla fighter for Direct Instruction in Baltimore.
She was a young teacher when it was introduced,
and had such success with it she stuck with it,
underground during all the yearsit fell out of favor.
Today, she supervises the project at City Springs.

' In those years teaching, she learned a painful
lesson .

"Iust because something is effective,” Ahidiana
says, “doesn’t mean we use it.”

She had seen a demonstration lesson Engelmann
gave in Baltimore in 1969, and she was entranced by
how well his methods worked. She tried it,’and it
worked for her, too, even with the- most difficult
childreri:- :

“One jeear, the school board called mein and gave
me a citation,” she says. "I was really ticked off.
They thought I was having success because it was
me. I wanted them to generalize about what I was
doing.”

She went from school to sehool always using
Direct Instruction successfully and never being able
to spread it Aliidiana says. .

“1 was underground every place I've gone,” she
says. “People hide-me because I don't do what's
mandated.”

She felt she had at last been heard when she was
hired to supervise Direct Instruction at City Springs.
And Whelchel has become an enthusiastic convert.
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 confides. “It makes me happy

For 25 years, Anayezuka Ahidiana was
a sort of guerrilla fighter for Direct
- Instruction in Baltimore. She was a
- young teacher when it was introduced,
and had such success with it she stuck
with it, underground, during all the
years it fell out of favor.

When Whelchel considered the Baltimore Cur-
riculum Pro]ect she was desperate Last year was
her first as principal of City Springs, and the schopl
was a disaster. Like General Wolfe, its performa.nce
was so poor the state had put it on its warning list of
schools that would be taken over unless t.hey JJ:n~
proved.

“I was at a point where had to try somethmg,
Whelchel says. “We can't change everythmg over-
night, but we're making progress. And we're giving
the children a formula they can use for the rest of
their lives.”

The math portion of the new curriculum will be
phased in next year, and the reading segment has
not yet been evaluated. The, children will' be tested
in the spring. But Whelchel and Lewis say their
schools already have cha_nged The chﬂdrén_ are
engaged, discipline has Jmproved and" lea.mmg is
going on. ‘

During the first semester last year, Lewis sdys, 41
children were referred to the office for d_lsruptlve
behavior. This year, it's down to 21.

Upstairs, Linda Frost sits in front of five third-
graders and two fourth-graders, who are sitting
straight up and full of concentratlon even ‘at 8:30
a.m.

“Next word, what word?” she calls out.

“Mammoth,” the children reply.

“Greece'is a small country that is near Italy,” the
children recite. “It is north of Egypt. It is west of
Turkey

Across the corridor, 6-year-old Brandy Thomas
looks intently at the word before her. “Stuh,” she
begins to sound out and tnumphantly blends it with
the next three letters to read “stand” perfectly N

Isaac Rodriguez, 7, beams. “This is great,” he



R_eading Method Rooted m Phonics and
Drills Draws Strong Results for Students
- with Learning Disabilities

' Kevin Donahte

Reprinted from Counterpoint, Volume 17, Number 2

Winter 1996, with permission.

. An Algbama school districtis 1;sing Direct Instruction to help students with learning disabilities gaitn

. -; literacy skills.

“ n-Opelika, ‘Alabama, students with learning dis-
abilities are reading. A concerted push by-the
district to interest teachers in Direct Instruction=an
interactive, drill-based scripted method of teach-
ing~is finding success and winning converts.

The Lee County School System now hosts work-
shops. and demonstrations for special education
teachers throughout the state, expl_ami,hg‘ how the

rogram can work for:them. R :
_.Larry DiChiara, Lee Gounty coordimnator of ad-
ministrative services .and special education, was
unfamiliar with Direct: Instruction uritil someone
pointed out that reading scores differed throughout
his district, with some teachers’ students far exceed-
ing others in their scores. He investigated and found
that those teachers helél‘-master degrees in learning
disabilities from neafby Auburn University. In the
rehabilitation and special education- department

there, no one graduates'intil they are proficient in’

Direct Instruction. - :

- #]t-seems particulatly good for kids who need
extra reinforcement for learning disabilities and men-
tal retardation,” DiChiara said. However, it was
designed at the Uniyersity of Illingis:gioye than 30
years ago for children without disabilities. Started

by Zig Engelmann, now:a professor at the Univer- .

sity of Oregon, it has continued to grow, while at the
same time failing to counter the growth of whole
language as the preferred reading method in the
country; Ziban
Whéﬁ":Didl'Liara speal
tells teachers, "If you ag
educational fiber of a chi

throughout the state, he
ree reading affects every

ment after high school-if that's the case, why are we
teaching reading like any other subject?” .z

He said he has been amazed at the different ways
teachers decide what is the best way for them to

‘ rild's body-like sogial stud-.
ies, science and math, the crime rate, their employ-

teach reading-relying on their college professors,
the person with whom they did their student teach-
ing or going as far back as the teacher who taught
them to read. There is little continuity in each
teacher’s sources for instruction, leading to little
continuity for students as they move through the
grades. .

Direct Instruction has been proven by research to
be more effective in raising children’s reading scores
on the Woodcock-Johnson Review Readj.ﬁg"l‘est.

_ “National studies show kids fare quite well when
using Direct Instruction and there is a data base for
using this approach,” said Auburn University’s Pro-
fessor Craig Darch, the director of the learning dis-
abilities program and clinic there. “So because a

- base of research exists, iélitbetter_eue_ry time? I'll say

it's effective for most kids and particularly those
with learning Qisa_bilities'because it is sequenced
and the children are rot inundated with so much
information that they have no ability to gain mas-
tery. I

“It's very motivating for children because they
are quickly involved in mastery and they start en-
joying school again. We’ve had good success with
kids in intensive, structured programs.”

But beforeteachers can pickitup, they really need
some training, hesaid. And the need to purchase the
progiam and: materials has been a barrier to its
widespread: use.

“Our administrators assume when you leave col-

"légé'y"c')_u"are réady to teach and they don’t want to

spend money for a new program,” DiChiara said.
Gwen Ingram, a special edumt;ipr@-"iea;’:lié; at
Beauregard Elementary School, said she didn’t feel
ready to teach after earning her bachelor degree; so
she stayed at Auburn fora masters degree. She said
Darch’s program placed her at three pr-a'ct_icﬁm- sites
for two hours a day. She has used DI with all age
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levels, down to kindergarten. She spent hundreds
of hours in‘clinical supervisior before she finished
the program. :
Because she saw the good results she got, When
she washired by Lee County she used the DIreading
kit the district had already purchased—though few
teachers used it.
“ A lot of the teachers had the materials, but were

not trained in it,” Ingram said. She has since ob-

tained the DI spelhng, language and math programs
to use with her students.

“But I always had the ability the use the tech-
niques in any area even without the materials,” she
said. :

Teaching Techniques Are Specific

And what are those techniques? They are numer-
ous arid quite specific.

The basic teaching components are: scnpts, sig-
nals, corrections, criterion teaching, group respond-
ing, classroom management, organization of time
and materials, acceleration and praise, and posmve
reinforcement.

“Teachers follow a sequence and a script and
there’s reasons for everything,” DiChiara said.

Wherelearning to read in most classes starts with
the ABCs, Direct Instruction'is more concerned that
childrertlearn the sound of the letter, *Becausewhen
you blend them together you make words and then
you're reading. We don’t introduce the letters in
ABC sequence, butinthe way researchers say—using
the most frequently used letter first and the least
frequently used last,” DiChiara said. In the work-

books, the letters “b” and “d” are written- differ-

_ently. The small “b” has around cu‘cle, while the “dr

is made with an oval-shaped circle.
~ “It's so kids don’t get them confused,” D1Ch1ara'
said. “It's the same with ‘m’ and ‘n.”” '

Also, children start with learning small letters

. and moveonto cap1ta1 letters later.

“It's not important that they know it's called

‘upper case and lower case or big and httle but that
they learn what sound it makes, K he said.

. Other tecliniques used in writing words help
childreri with pronunciation. A silent“e” at the end
of a word appears twice as small.

“Thatway the child sees it Has to bé there, but you
don‘t make the sound. Gradually it gets bigger,”
DiChiara explamed All of the accemmodations
made to help children get through the early stages
are’ phased out over time as- they become ‘more
proficient. Fridein :

Teachers must strive for” automatrcrty, wl'uchm
DI means a child must be exposed to a concept at
least 30 times before he or she “will aut-mahca.lly
know:-it. 3

“I ask teachers how many can guara.ntee that they
expose every child to a new. concept at least 30
times,” DiChiara said. “You'te leavmg It-up to
chance thdt they'll get that- exposure In- Direct
Instruction, it’s guaranteed;so we've glven the kida:
better chance at learning that Nothmg is left up to
charige.”

Modeling is also meorta.nt A teacher w111 teach
the letter “b” by making evéryone listen to lrer say it
a couple of times before they say it together. *+ -

and strategles

T

tessons

more often.

Ten Emp:rlcaiiy Based Truths about Direct Instructlon
1. 'DI is effective at teaching higher order cognittve problem-salving, as well as baszc academlc sk;i!s ‘

2, ”‘_‘DI has positive effect on students' self—concepts and aﬁective learning. Acadernlc success m o
“&¢hool promotes positive feelings of:self-worth. D

3. - Dlreading programs are effective at teaching bath read:ng decodmg and reading
comprehension skills and strategies.
. 4. Dlis effective at teaching disadvantaged students and students with mild dtsablhties
5. . .Dlis appropriate for average-achieving students.
6.
and the how af teaching (presentatton techniques).

Dl -teachers are concerned with both the what of teaching {the content and curriculum des-igms)

" DI pragresses from structured teacher-directed Iessonsh to less and less structured lndependent
seatwork i3 teaches students to apply lndependently what they have learned in structured

8. DI has long- Iastlng posztlve effects. Students taught with DI in the early grades malntatn ]
-achjeverent gains, drop out of high schoo| less often and apply and are admltted to college

9. Dlis appropriate fro preschool, elementary, secondary and postsecondary students.
- 10. Dl is both-challenging and rewarding for teachers. Teachers can continue to learn more about
Dlrect instructaon and how to implement it more and more effectively throughout their careers.

Pl
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Teachers: also ‘use specific signals o draw re-
spoﬁl‘ses,fmn‘l'student'sﬂ. 1f a word has thrée syllables,
the teacher holds up one finger as she says the first
syllable in the word and then a second and third
finger as she finishes the word to indicate the syl-
lable breaks. ' "' R L '
o t Instruction works best in groups of six to
{ige a lesson requires students t0 respond
d together, the feacher cari listen to see who
ster the concept. Then she ¢af take the
escisedgain without singling.any-

BN ]

ke phonics and drills, it is. And
ns are carefully seripted; Darch
believes:there is ro m for'a teacher to be creative in
choosing reading materials. - - R
.. “The'major ad\r,‘arl_\.ta'ge" for teachers is the fun of
seeing kids learn,” he said. “The program doesn’t
allow -teachers to goroff on a tangent, but we can’t
with these kids. They’re already behind in school.”
Despitethe intensity and repetitive drills, “there’s
a lot of laughter in/ he cla__ssroom," Da_r-ch said.
“#That's possible when'kids are successful.” =
DiChiara believes-the
forcement” gives ch
ne  hear a teacher’s compliment. .

They can then serve as
o 10, become interested in DI
because they see the results in other classes or hear
- acolleague talk about it oo n

The'majority of Lee:County’s special education
teachers uise DI DiChidra said those who havebeen
trained extensively get A6 best results, bt eveén
 those who just receive asfew hours of training and
then get.the materials, produce better readers than .
those classes using whole language. .
He collected data overa two-year period and saw_
no difference between He successés for chiildren
with mental retardation ind those with learning"
disabilities. e e

“We aie getting some
‘tionality,” DiChiara said,..“LD students. typically:
scoremore, butit’sjust aseffective with both groups.”

 Theeffectiveness alsocarried over t0 junior high .
andhigh school studentswhouse Directinstruction’s -
Cotrective Reading materials.. A

DiChiara used to be pleased if he could see a

third-grade child with a learning disability move

from a 3.0 reading level to 3.6 by the end of the year. ..

.-”lc;qr_\_;s;ant“posi:tive rein- ¢
en hundreds of opportuni- -

- part time. “The teachers will receivé about 40 ho
~ of training. The students had to have scores at or

Gins rip matter theexdep-. ‘to qualify for. this pilot program.
| +#Welte screening them to see

. pate, they will skip an electi

-»"But Direct Instruction kids average 2 year and
two months in gains and often high'er',“--'"h said.
“We're getting double what we were getting with-
out DL - Oné 10th-grade student gained 7.7 grade
levels in reading skills in one year,” he said. o

-;As to-arg_-ume'nts that DI represses the:=
¢reativity ' of” ‘children, as _‘“-ciﬁ:é;’f”

‘siperintendent alleged in a 20720

television program aired a couple of
years ago, “I say what's so inherently. -
ereative aboutbeingilliterate?” Gollotte
tetorts. .

Hi gh-S §h061 S Eu_,deﬁfs Ma_ke Gains Unseen.-in Yéa:r“s:

Taltha Gollotteteaches Direct Instructionat Smiths
Station High School in Lee County. For high school
students, the basal book is called Corrective Reading
with a much stronger emphasis on decoding thanon
comprehension. - :

#The students I work with may have comprehen-

é_‘i’p‘_r't?fdﬁléfns,bp't their major problem is decoding,
" and that's where I put my emphasis,” she said. LTE
. their decoding is straightened out, they don’t have

to work en comprehension. They can understand
things if we'te talkiny to'them. The probleni is not
being able to think, but being able to read.”
Most of her LD students are two to six .grades
below readinglevel. She hasseen incredible gains in
their reading skills. ‘ B
#Tp's-like they got to the third-grade level and
never'gotany better. Youmay never get them tothe
high school level, but you've done something with

theirreading for the firsttime inmany years,” G ollotte
gaid. L . . 4

She is now running a pilot program to train a
group of certified teachers hired by the district to
teach DI to 30 regular education 9th-grade students

me. T qut 40 hours

below the 23rd percentile on the Stanford SAT tests

problem,” she said. If the studerit

or physical education to wo
with the teachers for an enfire-ye
credit for their reading work; She said..

Because the state of Alabama requires studehts to
pass a written exam, as.well as earn 22 credits to
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graduate, Gollotte feels challenged to help these
kids and her LD students make the cut, If they can’t
pass. the exam, they receive only a certificate of
attendance, which won't get them into a community
college or the military. She said DI has helped the
district cut the number of students who stay in
school but don't earn a diploma.

“Most Alabama districts have given up on work-
ing with these kids and are working more on transi-
tion to supported employment for them,” she said.
“I have students who have gone on toj junior college,
trade school and who are employed on their own.”

The slow popularity of DI and the criticism from
whole language supporters who stress comprehen-
sion-and good literature as the best way to draw
children into reading irritates Gollotte, a true be-
lHever trained by Darch.

“It’s-true that I'm not very creative When using
Direct Instruction because it's very structured, butif
you'rebeing creative and it’s notcausing students to
be successful, why are you deing it?”

As to arguments that DI represses the creativity
of children, as one superintendent alleged in a 20/20

telev1s;on program aired a couple of years.ago, “1
say what's so inherently creative about being illiter-
ate?” Gollotte retorts.

Curriculum Costs Can Have Long-term Benefits

.., DiChiara said beyond training, DI matenals cost
about $169 for an initial classroom Kit, The curricu-
lum is sold by SRA as elther Readmg M;gstery or
Cofrective Reading.

“The yearly expense is workbooks and we throw
that mto our yearly textbook costs.”

He pomts outthatthelong-term savings are worth '

the investment bec:ause of the need for less special
services to help remediate students if they can all
learn to read while still in elementary.school. .

Many of the stories in the curriculum are about
histerical events, famous people from the past or are
pieces of literature by well-known writers. -The
curriculum was updated a year ago, DiChiara said.

For more information, contact Larry DiChiara,
Lee County Board of Education, P.O. Box 120,
Opelika, AL 36803-0120, (800) 652-3770.

Direct Instruction: A Look at Its Feafﬁ_i'es and Benefits.

“FEATURES

BENEFITS _

Shifts emphaets from the child's problem to performlng
the task

More is leafned in a given time. Progress is monltored'
more gasily.

Every task the ch:ld is asked to perform is taught
directly by the teacher '

Learning is not left to chance.

The teacher models by lllustrat:on—-not SImpEy by
explanation.

Instruction is more efficient: easier for the teecher to ‘
teach and the child to understand

The teacher uses precisely laid out lesson plans,
which use similar presentation formats for similar
- {tasks.

‘ makes lt easner for the child to Fol w.

All cnilcal components are taught ‘Less preparation:
time is involved for the teacher, freging up teaching
timg. The' conmeteni use of instructional ianguage

Signals are used to initiate a group response.

This techmque involves every ch:id holds the groups
attention and ensures that each chn]d thinks for hlm or
herself, . . .

There is irequent oral respending from the group and
individuals.

This provides extensive practice | for each child and '
gives the teacher immediate feedback on the
effectiveness of the instruction. ‘

Small Iearnlng increments dre taught in a carefully
contrelled sequence through |nteract|ons between the
teacher and

the group.

increase student success ieads toan |ncreased
expectancy of achievement, =

Teacher praises correct responses and avoids
negative relnforcement

This specific¢ feedback reinforces and rewards
success.

Every lesson uses ali three modes of learning: visual,
oralfaural and written.

Children with different reasons for poor performance
can be taught in the same group.
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School-wide 'Implerhentation in San Diego

Stacey ]. Kasendoxf, M, A
Sc1ence Research Associates

“ n August 995 The ]ohnson Urban League Char-
ter School opened its doors as a year-rou.nd char-
ter school with'Direct Instruction throughout its
cyrriculum. I was hired by SRA to train teachers,
aides, and other support staff a5 well as to fnonitor
¢lagstooms and p! de ongomg ‘training and assis-
tarice. The 1mp1e tation was siiccessful insofar
as’the students increased in readmg, language and
spellmg at the end df 7 months’ of instruction in
Reading Mastery, € cHvé Reading, - Reasoning &
Writing-and Spellin; stery. The teachers are con-
tmumg the use of all programs agam th1s school
yedr.

- The' demographlcs of the school are as follows:

"« The student and teacher populahon was
82% Black i

) o/o White 7

-'7% Hispanic *

3% A.Sian & Na

American

LE 1‘7’ teachers i

o 12 credentialed teachers
* -+ 5credentials 1

15 para-educatot

] 1 Resource Spec1ahst

'Ihe pla:nned mele' tatron consisted. of staff
traininginJune, by the SRAfepiesentative, on place-
ment testing. Ordering jvas completed at that time.

In July, 1995, six staffmembers attended the ADI
Conference in Bugene, Oregon. Iwas able to discuss
the upcoming trainings:with the principal while in
Eugene. ] also met the 5'5taff rmy mbers who were in
attendance. ' ‘

Upon their return,
from 2 SRA consultant,
tery, Corrective Readin,
Spelling Mastery. Six i
for the staff. Theschoo
designed at this time,

sstaff training on placement E

June 1995
e curriciifum materials ordered;...
July 1995 esix staff members attended

Oregon. Conference

. 'school mstructlonal
" schedule, d'es1gned
- .-momtormg and feedback
o schedule de51gned _
estaff trammg in, all four
programs.

g 5

Throughout the year, _the teachers and para "d_u-
cators were monitored and given . correctlve' feed-
back on a weekly basis. A non-evaluative observa-
tion form was utilized as a tool for teachers to keep :
notes of theirimp lementation and for the consulta.nt
to keep track of each teacher’s progress. A chart was
kept, noting lesson progess as well. _

Toward the end of the school year, teachers were
asked to give comments about their fee]_mgs on the
program melementatlon “The benefrts of the pro-
gram far outweighed ! the challenges as seen by the
staff. Some of the comments from the teachers were
as follows |

« Teachers have a concrete [evel of students
readmg rate almost on a dally ba51s '
‘Tests give students confidence.

Daily gratification for me. o
It was wondesful.

'This method definitely reaches the chil-
dren who have struggled with feading
using the Whole Language approach
Did not, prevent my creativity.

Classroom ‘management was improved.
Good sound phonics.

Students were motivated.

Good la.nguage instruction.

Challenges the non-verbal students.

I am totally sold on it.

The challenges were expected from first year

" impleirientors. They included some of the follow-

Too many charts,

- Availability of materials.

Did niot meet all learning styles.

Three programs were a 16t for the first year.
Time. consu.u'ung gettmg started,
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Although the implementation was deemed suc-

cesshil by the tonsultant and the staff; there were

challenges with the implementation. Some were

initial and others were ongoing. To begin with, the

testing results were inaccurate, thus placing many
students at an inapproptiate level.” The materials
did notarrive as expected and thus, implementation

“was delayed. There was no system for dissemina-
Hon of materials nor stofage of them. And, unfortu-
nately, several teachers were negative and decided
not to use the Direct Instruiction materials.

On an onigoing basis, the materials did not keep
up with the progress of the students. As students
moved from one level to the next, oftentimes the
materials were not feady. There was considerable
teacHer and para-educator turnover. This required
fraininig for new staff and thus, wasted valuable
teaching time: IR -
*“Considering the challenges and the huge under-
taking of implementing 3 new D.I programs in
grades K-6, the first year implementation was suc-
cessful. '
 Teachers were heard saying, “Wow, this program
really works” as they saw some of their students

jump 2-3 grade levels within 7 months. For example,

some 6th graders who began Corrective Reading Bl

(approximately 2nd grade reading level) in October
ended tip in Reading Mastery V (5th grade level ) by
May. Some second graders who began, in.Reading
Mastery II (2nd grade reading level)-in October
ended up in Reading Mastery IV(4th grade reading
level) by May. And many kindergarten students
were reading by the end of the year.
September. has arrived and the Johnson Urban
League Charter School has begun DI again. Teach-
ers and para-educators began the reading program

on the second Monday of school (September9, 1996).
‘Groups are all reading at8:15-9:15 in the morning so
to allow deployment of students from one class to
the next. Reasoning and Writing and Spelling Mastery

" is taught in the moming for primary grades.and in
" the dfternoon for upper grades.

Watching Direct Instruction grow ata school site
is an exciting process. With each new day ¢omes the
expectation that iniore students will Be reading on
grade level by June than ever before!l - :

Anupdate’ e -

It is tiow March in the second year of implemen-
tation, Johnson School is no longer a charter school
but a district run school, emphasizing a space and
computer technology. Allstudents are reading close
to grade level. There is only one Corrective Reading
group, consisting of ten studénil;f_s. ‘The others.atéin
Reading Mastery levels eitherat of one yeat below
their actual grade level. One fifth grade student,
‘who began in CRP A (approximately 1st grade read-
ing level) in November, 1995, reached Reading Mas-
tery V, lesson 90, (grade 5.7) by February, 1997,
Students throughout the day are approaching me
with a request to be tested for a higher level. They
are excited and READING!! ‘

Some of the initial problefris have been corrected
as a result of a DI Coordinator, on site daily. Materi-
als are inventoried and are ordered ahead of time to
meet the needs of the clasroom teachers, Groupsare
rearranged on a weekly basis or whenever thé need
arises. Teachers are feeling comfortable with the
programs and are asking very advanced guestions.
There is an atmosphere of siiccess at Johnson School
now, thanks to an excellent curriculum, good teach-
érs, and a hard-working staff. T

[Tyree's Longitudinal Noading Decoding Scoros 1995-97] -
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. ]/P Assoc1ates

_ Ed Schaefer S _,
‘Supervisor of Special Programs, Cape Henlopen School District
: Lewes, Dglawai‘e =

 Hotv riarty effective schools mustyoit See o be pie,r;u‘adéd of ?ﬁ?ﬁé#ﬁﬂ@if#ﬂ of ;;?;_I'!'éh__ildren? Ifyour
atiswer i more than one, then I suggest that yjou have four own reasons for believing that learning
“is toré @ matter of faniily background than the school’s response to' family background.

We already knotv iore than enough tq educate any ¢hild whose education. is of jnterest to us.

Whether o¥ riot we educate all our children well depends first on how we feel about, and then on what

we do about, the fact that we haven't so far.

[ elate RonEdmonds made this statement more
| than 10 years ago: Since then, néither alarming ..
reports about the state of American schools, nor -

increased funding overall, nor faddish swings of the
education pendulum have done anything signifi-
cant to meet Edmonds’ challenge or alter the funda-

mental landscape of American education. While the .

overclass pulls away from the mainstréam into the
priviléged sanctuary of private schools, the majority
of America’s children continue to attend public
schools awastiin a “tide 6f mediocrity.” Meanwhile,
[y ichildreri of color and ‘others
tiotecoriomic strata; haunt
ediocrity wotild be a great
‘economic and political
ium, the ineffectiveness of
1 Serious threaf to our fun-
able, democratic society.
ess we meét Edmonds’
challefige, the promise and hope of the “American
Dreami” may not survive the21sE century.

- J/P Associates understands: the iirgency of this
situation arid recogniz  responsibility to “use
~ whatwe already know” fg“educate allotir children
well:” “We have made’it our business to use the
powerful, empirically defived research base refer-

enced by Edmonds to refider our clierit schools sig-

nificanitly thore effective for all students. In fact, ]/
P Associates {5 respons 5r'd number of ingreas-
ingly effective schools i’ Moss Point, Missigsippi;
ine ‘Bluff, Arkansas Cliattanooga, - Tenfié§see;
Wilminigton, Delaware; dnd Camder, New: ‘
Allthigse schools have 4 things in comm

1. t‘t‘_t_'e'ypreddiifﬁnanﬂ}féé:Ve'me"undércla;ié";
2. they subscribe to ‘the '[quel of effective =
" schools espoused by Ron Edmonds and
supported by moré than 30 years ef empiri= -

-cal research; o

cean . .- Ron Edmonds
" 3 they use “Direct Instrietion” as a system-
atic framework for curriculum and
instruction; -~ S
4. they adhere ¢losely to the implementation
guidelines of J/P Associates.

The elements of an effective school, as researched
by Edmonds and ‘others, are shown in the above
diagram. Each element is a necessary, butnot suffi-
cient, condition for school success. As an organized
whole however, the éléments constititte both the
necessary and siifficient conditions for a high per-
formaricé-schdol. -The'frictioft of this model, from
the perspéctive’of /P Associates; is to prioritize the
elements of &n effective school and identify their
relatiofiship to student achievément.

The irinermost circle in the‘above diagram'repre-
sents the classroom and-itis here that studentachieve-
ment is determined. Ultimately, this is where the
battle for “world-class ‘standards” s won or lost.
Thus, the first pricrity for any serious schoolreform
effort must be giveri to thiserucial innermost circle-
the system of curriculumand instruction that nee ds
to characterize every classroom in the school.

Unfottunately, many reform efforts focus first on
the oufermast circle. That is, they give first priority
to implementing various “site-based decision mak-
ing” schemes within schools that have never dem-
onstrated either the ability or the will to-educate all
studeiits Well, especially ‘thie ¢hildren of the
underclass. Although*collaborai ganizati
processes” ‘are a validatéd elément:
schools; the issue here is whert; it
processes bedome a priority:” .
decade of siich “reforms”, it is cle
ing” schools that possess neithe ‘ 1
structional tools nor the knowledge to create them s

neither empowering nor effectiv S A
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The Elements of School Effectiveness

. Processes

Widespread Crﬂ.”'
.I:Ii:ad'uni't
mf&;t’qn

&

Safe
" Orderly

. Just as unfortunate are the more recent reform
efforts that, while giving priority fo the innermaost
circle, replace the: research-based elements of the
Effective Schools Model with the latest educational
fads such as “whole language”, new “new math”, or
various home-grown, “integrated” teaching units
derived. from popular notions of “constructivist”
philosophy, Typical of the failure-driven swings of
the pendulum in Americaneducation, such contem-
porary “innovations” as the NCTM Standards (and
the methods prescribed by NCTM to meet those
standards) are admittedly rooted in little more than
opinion and philosophy-as opposed to empirically
derived research. The debacle with “whole lan-
guage” and thenew “new math” in Californiaschools
tragically demonstrates the danger (if not the hu-
bris) of giving precedence to politically correct opin--
ion (no-matter how “expert”} over empirical re-
search as a basis for scheol reform. L
J/P Associates places its first and highest priority
on developing and coordinating the elements of the
innermost circle of the Effective Schools Model; that .
is, on creating effective classrooms. We recognize
that the system of curriculum and instruction that
characterizes such classrooms must be demonstra-
bly effective, with a solid research base. Teachers
must be provided with the best instructional tech-
nology available, and they must be thoroughly
trained to apply that technology to benefit all stu-
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Honte/Schual

_Structured - .
‘ Cooperatign
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“dr'

Direct

\ Devielopment Support -

Instrction:

Sense

of

Ciumnmfiy
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Progress

Monitoring | amiaig

5.t.mfent.f/5 taf]

Euviromnent

dents. The core of that technology is Direct Instruction.
DirectInstruction (DI) hasits originsin the highly
successful Bereiter-Engelmann Preschool ‘at the
University of Illineis in the 1960’s. DI becaiile more
fully developed as a teaching. system under the
auspices of the USOE's Follow-Through Program.
In 19677, the Office of Education invited Seigfried
Engelmann (by then, at the University of Oregon)
and others to develop mode] programs thatcould be
applied in kindergarten through third grade as a
follow-up to Head Start. Eventually, the Follow-
Through Project became a multi-million dollar,
planned variation experiment to empirically deter-
mine effective instructional practices.in kindergar-
ten through third grade. Literally hundreds of schools
and thousands of students from every geographic

.area and demographic strata of the country took

part in this unprecedented study. Itis interesting to

noté that many of the models that competed against

‘Direct Instruction in_the Follow-Through, Project

were remarkably similar to contemporary innova-
tions such as integrated learning units, new math,
whole language, child-¢entered classrooms, and
developmeritally appropriate practices.
Follow-Throughrigorously assessed outcomes in
three areas: basic skills such as word recognition
and math computation, higher-order cognitive skills
suth as reading comprehension and math problem

-solving, and affective competencies such as self es-
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teem and locus of control. The overwhelming em-
pirical evidence showed the DirectInstruc tion Model
as the most successful of the many approaches stud-
ied: across all models, and by a large margin, Direct
Tnstruction ranked first in all three areas.
Continued program development and rigorous
field testing over the ‘past 23 years have expanded
the number and sophistication of D] programs, and

" established ‘Direct Instruction as. an -efféctive in- -

structional technology that-accelérates lea ning for
all children. This is precisely what Edm ds was
referring to when he stated that “we already know
enough to educate any child whise education is of
interest to us.” Taking Edmonds-and 30 yedrs of
empirical data seri6usly, J/P Associates places Di-
rect Instruction at the heart of our reform efforts.
+The:results of J/ Prs experience-’:fiivith Direct In-

struction over many-years have been gratifying; .

cotisistent with the Follow-Through Project of two
decades ago, and, no tsurprisingly, justas Edmonds
predicted. For example, in Pine Bluff, Arkansas, K-
4 students in the o

Holly Grove Elem: School (3 yrs. with J/P
Associates) averaged gains of 15.80 NCE
points in Reading, 17.80 NCE- points in.
Mathematics -

" Walker Elem. School 2 yrs. with ]/

ates) averaged gains of 7.25 NCE points in
Reading, 24.75 NCE points in Mathemalt-
_ .ies, 13.50 NCE points in Language; .

First Ward Elem. Schol (2 yrs. with] /P.Asso-

. ciates) averaged gains of 7.25 NCE points

inReading, 9.75NCE points in Mathemat-
ics, 9.25 NCE points in Language;

OveraﬂVAvera‘ge Gai.d_'of 10:10 NCE-P;OI;IT!:S in
Reading, 17.45 NCE:peints in Mathemat-
ics, 11,40 NCE points in Language.

(Data derived from the Stanford 8 Assessment
‘Battéry, ‘and provided by the Arkansas Depart- .
ment of Public Instruction.)

Direct Instruction, however, is not enough. Be-
cause most American schools function as * loosely
coupled systems,” or little more than a collection of
classrooms bordering a common parking. lot, in-
structional change alone is not sufficient. Under
such circumstances, merely having a powerful tech-
nology of instruction does not guarantee that it will
be implemented well, or even at all. To guarantee
success for every student over time, every classroom

effective technology of curriculum and instruction.

in the school must perform well and do so consis-
tently. This requires the school to be a highly coor-
dinated organization, or “tightly coupled system.”
The entire s_c'hoo_l- must be consistently organized
and directed in, support of the innermost circle.
Effective schools are such tightly coupled systems:
they develop: and coordinate the elements of the
outermost circleg in.support of the core technology

_all this to effectively direct
& f students and teachers in
the classroom, ‘High performance schools are that way
not becaise they! h performing kids, but because
uholly organized in support of & demonstrably

The transformation to a high performance school
demands a serious commitment to staff and organi-
zational development. For most schools, this re-

‘quires nothing less than - long term contract to
~ change: Unfortunately, most schools are not able to
make such radical transformations without signifi-

cant outside guidance and support. .

]/P Associates has the knowledge and experience
to provide such guidance and support. Thus every
contract with J/P Associates represents a five year
commitment to: .

1..implement an effective technology of cur-
riculum and instruction; N

2. develop the supports and organizational
leadership to refine that technology over
time, and . o ' c ‘

3. become an authentic, effective school that
actually works for all its children.

.J/P Associates’ Direct Instruction and, Accelerated
Cognitive Growth Implementation Planprovides acom-
prehensive, detailed set of guidelines that govern

* and direct the 5-year transformation to an effective

school.

« Tn the first 2-3 years of the plan, school staff
are learning to master the Dl technology
and tocoordinate the elements of the Effec-

. tive .Schools Model in ‘support of that
technology. During this phase of the trans-
formation, ]J/P Associates exercises
significant direction over the instructional
life of the school, i.e., over the elements of
the two innermost circlés: - This “taking
over” onthe part of ] /P Associates is predi-
cated upon the fact that changes inteachiers’
. classroom practiées lead to chariges in stu-
dents’ academic achievement and self
concept which, in turm, lead to changesin,
teachers’ beliefs and attitudes (such as lo-
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+ cus of control, responsibility, and owner-
ship). Ultimately, the staff will “own” the

. trarisformed school, butnotuntil the school
is, in fact, transformed to the benefit of all
its children.

¢ From Day 1 J/P Associates recruits excep-

Honally competent staff to join with the

- school principal-in a “leadershlp cadre;”
advanced training for this cadre is an inte-~ -
gral part of the 5-year plan. From the 3rd
through the 5th year of the transformation;: .
the leadership cadre gradually retakes con-
trol of the school’s instructional life from | /

: P Associates.

v "Although a srgmflcant amount of staff de-
. velopment takes place in “workshop”
. settings outside the classroom, the over-
whelming impact on instructional
improvement comes from a commitment
tosupport the teacherin the classroom. Since
successful “application” in the classroom
is the crux of school reform, “coaching” is
at the heart of every J/P Associates imple-
mentation, and reflects J/P’s consistent
reliance on empirical research (in this case,
the work of Bruce Joyce) as a guide to
. implementation planning and .follow
« through. As thechartbelow indicates; the
significance of coaching cannot be overes-
ti'mated'

How effective is the Jmplementatron plan of J/P
Associates? A case in point would be the Kreole

Elementary Schoel in Moss Point, Mississippi. Kreole -

is 2 K-6 school located in the heart of the Mississippi
Delta.: Ninety-nine percent of Kreole students are
minority (predominantly black); likewise, allbut 1%
ofthe studentbody qualifies for “freelunch.” Kreole
has an instructive history relative to both Direct
Instruction and J/T Associates:

through 1978 KIeole had no association

. with Direct Instruction orJ/P Assoc1ates,

in 1979, Kreole began an-self-mmated 1mp1e—

mentation of Direct Instruction; from /7% to
'85, they received minimal external sup-
port relative to their DI program; & .-

R

e in 1986, Kreole was forced to drop: Drrec:t "
Instruction because it was ”pohtlca]ly in-. .

correct;”

in 1991, Kreole entered into a contract with-
]J/P Associates to guide the school’s re-.
mplementatron of Dn‘ect Instruction.-.

The da ta from Kreole Elementary School are Jmpor-
tant for several Ieasons: : -

Through 1978 and from 1986 to 1990 (the
non-DI periods), the level of performance
for Kreole students was around the 20th
percentile. This is typical of children from
demographic backgroundslike Kreole, and
gives certain credencesto the validity of
these scores as baseline measures.

- The Direct Instruction perlods prese_ntper- '
formarice patterns thatare clearly sup erior
. - to.the non-DI periods.é. & -

.- Kreole Elementary.challenges. the no-
tion that Direct Instruction is only for
low achievers, that it works for basic ‘
skills but not for higher-order cognitive
processes, or thatit somehow stifles the
creatwrl:y of teachers and st'udents

The results of the two DI penods are clearly
not uniform. ey
- The self-lmplemented perlod (1 985)
shows large gains in reading and lan-
guagearts performance (43rd and 34':1'1

Training Steps- - Knowledge Mastery

Theory | - 60%
Theory + Demo ' 80%

" Thegry + Demo+
Practice/Feedback B0%

* Theory + Demo+ -
Practlce/Feedback +

Skill Acquisition “ On-the- Job
, Appilcatlon
10% 3y 2% -
- 25% T 2%
BO% ' ) 5%
80% : ' B0%

Caachlng : - 'B0%
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Y R'é.ﬁcii_nig:- i

e Percentile Seores

percentiles respectively)relative to the '

first non-DI.peériod, and is also supe-
2. rior to the second non-DI period. -

v The J/P Associates pertod:(1991-94)

-yielded achievement scores (87th and

79thpercentlles respectively) thatwere:

twice a high as the self-xmplemented
- period ahdi4 to 5-times higher than

either of the non-DI periods: In factin
1994, Kreole fourth graders:had:the

2ndhighest reading scores and. the 8th
s, - highest lariguage arts scores inv the en-
vixy Hre state of Ivh551551pp1 R

° Kreole 5 performance indicates the poten-
tial of Direct Instruction to accelerate
‘learning toward the achievement of-world
class standards—if the DI programs are well
implemented and the requisite school-wide
supports are in place.

The differences in student performancebe-
tween the two DI periods appears to
validate the implementation scheme of /P
Associates. Reports from Kreole staff indi-
cate that, during the]/P Associates penod
tead:ung was more effective and more uni-
form throughout the early grades; also,
there were more support and quality: .,
control measures in place to assure that the
children’s progress wasindeed accelerated.

Relatively low funding is not the cause of
school failure; although Kreole had the re-

sources to contract withJ/P Associates, the
overall level of funding at Kreole Elemen-
‘tary during the J/P Assogiates period was
_. considerably below the average ‘for most
American schools. :

Kfeole did net J:ﬁtiallly”c.:reate ﬁsite-baéed

team to make :global-decisions about:in- ..

. .structional. matters; tather, the staff
- pa.rhmpatedmalong-term,systemahc and

highly structured development program;
and followed a formatted set of procedures
for anticipating and responding to the per-
formance of teachers and students. '

There was no premature emphasm on. Lt

erature (though a DI literature program
was established during the 2nd year of
implementation to supplement and extend
the basic reading curriculum), no immer-
sion in “whole language,” and no global
"writing as a process.” Nonetheless, the
reading and language arts performance of
these students literally soared!

A comparison of the two DI periods clearly
demonstrates the value added by J/P As-

.sociates and its implementation of Direct

Instructions within the Effective Schools
Model. The probability of schools with

populations similar to Kreole -achieving

such success on their own is suggested by
the number of schools that have done it.
(How many can you think of?)
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How many effective schools must you see to be
persuaded . .
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mng a Cumulative Programming Strategy
for Initial Language Instructmn‘
A Case Study

ManonE Tso e

Ben]arrun ngnugﬂnS/Kraft E TR
| Utah State Un1ver51ty o

. Desrgmng eﬁectwe mrtzal langrmge progmms for dl}jﬁcult -to- tem:h chtldren is chnllengmg Usmg ar ;
cumulativey rogmmmmg stra tegy may be one way to teach ch:]dren with d:sabzht:es zmtml lunguuge S

.. .4 cumulutwe progmmmmg stmtegy to feach ob]ect labels to a chﬂd w:th severe. dtsab:lztzes Results SR
e E._mdzcated that the child mpzdly acquired | the signs for three object labels. Anecdotal reporfs sugc'ested
that at least one of t those signs generalized to the child’s classroom and home. The results arediscussed -
in terms Gf zmplemen ting cumulative programmting toenable young children with disabilities to learn Y

language in rmtumlzst:c environments.

dmg initial Iangua ge mterventmn pro grams
Pf children with dlsablhtles is often challenging.

he di f;culty becom_es greater as the Chﬂd becomes
older and still does not seem to make gams with
ianguage skills. Keogh and Reichle (1985) describe
diffi lt-to teach chﬂdren as those Who fa11 to learn

" sessioris.
~ 'For¢hildren receiving special eduic:
the " law: mandates individualized: ediication pro-
grams (PL 94-142), Factors to consider whéi desi ED-
ing an individualized communication progtam fora
child with a disability include the child’s prefer-
ences, the child’s developmental strengthis; teaching
skills that are functional for the child, and making
appropriate adaptatiens to create a supportive envi-
ronment (Prizant & Bajley, 1992). If these factors are
‘considered then the mterventmn program is more
likely: to-sicceed. o
Avariety:¢ of techruques are typlcally used toteach
langiage. .One of the most common strateg1e5 for
teaching objecf labels is to teach children to point te
a specific object when itisnamed. Rehable respond—-
ing to this receptlve task is followed by the expres-
sive task naming the Ob]ECt Responding to object
names is then followed bylengthening the children'’s

n 'SEI'VICES

uttera.nces by adding other words such as ”I wa.nt |
(Keogh & Reichle, 1985). This type of communica-
tion training is often conducted with other shjects
present. which requires the child to discriminate
which object is correct. Unfortunately, it is"tiot
always clear how the teacher should: adjust-the in-
struction if the child responds incorreetly (recep-
tively or expressively) when distracters are present.

One strategy that might be used to. solve this
prbl_em is to use a curnulative programuning:strat-
egy-to structure initial language instruction. »In a
cumulative programming strategy, instructional tri-

als on new objects are juxtaposed to instructional

trials that the child has a history of responding to
correctly. One object is presented at a time in con-
trast to a typical format in which objects are pre-

sented in pairs, This permits simple integration of

new objects into the sequence (Becker, 1986; Engel-
mann & Carnine, 1982; Carnine, 1989). Forexample,
if one is going to teach the names of farm animals,

.start with one animal {cow} and juxtapose those .
.ingtructional trials to trials with.animals that are

most similar to the target animal, and is already in
the child’s repertoire (horse). When the studer
met criterion on the first target animal, }uxtapose
instructional trials on the second target animal (pig)
with instructional trials on the first animal (cow)
and other animals in the child's repertmre {horse).
When each new animal is added, the previously
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masteted animals are incladed in new teaching se-
quences. Thus, the initial diserimination is gradu-
ally refined in the context of related objects. This

structure provides opportunities to reinforce the

Aclr'\jlc_l'whﬂe leaming a new task as well as a process
for integrating new information into _rgl‘ate;l.-in_for-
mation ‘(Becker, 1986; Carnine, 1989). Gleason,

Carnine and Vala (1991) demonstrated thata cumu-

lative programming strategy to teach names of Cen- |

tral American countries was a more effectivé and
efficient strategy then a rapid introduction of seven
countries at a time. One problem with applying this
to object identification and production tasks with
difficult to teach children is to identify a reliable
responise that may be tsed in the first instructional
sequence. Thisis critical since cumulative program-
ming is built on reliable resporises from the child.
“The puipose of this case study was to iliustrate
how a cumiilative programming strategy might be
used in designing an initial language program fora
child with disabilities. Specifically, the instruction
focused o teaching a child with severe disabilities
signs for several object labels. The child had limited
expressive language skills and a “difficult-to- teach”
instructional history. Particular attention was given
to establishing control of the instructional environ-
ment as well as identifying and controlling access to
teinforcers. a “

Kyle A Case Study

. ~'Kyle was six years and ten months old when we
began instruction. He was born with Opitz C Syn-
drome which is a disorder with varying degrees of
severity. Hehas multiple disabilities which include
severe developmental delays. ‘Kyle’s mother re-
ported ‘that most developmental milestones were
delayed with the exception of when he smiled. He
began‘to hold his head up at 15 months and saf
unstipported at 32 months. He started walking
when he was four years and eight months. Kylehas
- had multiple surgeries, has been hospitalized sev-
-'éi:ai;‘ti_m&s a.ndhas ‘suffered from varioiis illnesses
which hasresuited in frequent absences from school.
K{le’s mother reported that during the last two
school years, he missed 35-40% of the school days.
.. Kyle's assessment and instructiorial history are
. provided in Table 1.” He has contiriued to show
significant communication delays while making
progress in other areas suchras gross and fine motor
skills. Communication goals were included in other
areas such as self-help and social skills, but he has
shown little progress. As shown in Table1, ident_i—
fied goals are not always metby the end of the target
period. At the beginning of this study it was re-
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signed “all done” when he did not want to do some-

ported that Kyle was using-five fu.nctlonals1gns
. Thesé included nio, all done; want a drink, ball-and

waving good-bye. When he wants something, he

 points, using his arm to indicate which diréction he

wants to go. He smiles frequently and; seems to

. enjoy beingaround people. At the time of this study
' Kylé’s Child Study Team was attempting to obtain

an augmentative communication device to increase
his ability to communic¢ate with others." .
" Before beginning instriiction, several inforinal
observations were coriducted in Kyle's classroom

| hothie; Kyle resporided positively to praise and

thing. Teachers worked with Kyle in a naturalistic
format within a developmentally appropriate prac-
tice framework (Fox; Hanline, Vail & Galant, 1954},
Many other children were pr in the instruc-
tional drea and Kyle enjoyed watching the activity
around him. Teachers gave directions in multiple

© ways whenever possible (i.e, yerb al, sign and pre-

sentation of a picture). When'Kyle was asked todo
something and he respondedincorrectly, the teacher
did not always require a correct response before
moving on. On one occasion we observed Kyle sign
“3]1 done” in the middle of an instructional interac-
tion. 1t appeared that Kyle had determined that the
instructional séssion was over. Rewards (playing
on the computer, going for a‘walk, drinks, eté.) were

sometimes given at the coimpletion Of a task'and
seldom used during the tedching sessions. "
" Ind reéent article, Carta, Sehwartz, Atwater and
McConnell (1991) suggested that us: devélc
mentally appropriate prac AP)
framework may not be appropriate for all childte
with disabilities. Itappeated that Kyle did othas
the prerequisite skills needed to take advantage of
the DAP instructional context. First, an analysis of
Kyle's records and informal observations at school
confirmed a long history with little progress in lan-
guage instruction. It appeared that language in-
struction was not highly reinforcing since he often
obtained objects through pointing. Second, while
Kyle was interested in his-environment, he was
easily distracted during instructional sessions. Third,
teachers instructional directions were often incon-
sistent and unclear which led to confusion:- For
Kyle, instruction needed tobe designedasa success-
ful and reinforcing experience. To accomplish this
we needed to increase instructional focus and mini-
mize distractions, identify and provide a reinforcing
environment, provide clear instructional interac-
tions and build from what he was already doing. We
attended 'to each of these concemns in designing
Kyle’s initial language program.




‘Table 1. Kyle’s Assessment and Instructional History

" “Reportedby | Dateand Area of Concemn . Description Results / Other Information
AR (i . Area ot LOnLEL | esel
Referral to Early *~ "['8/89 ™ | Assessment for Battelle -Communication domain; standard
Intetvention Program | 91 months | placement Developmential .score77,
Covhe o o e Inventory:- -age. equwalent*s months
administerad .| BB total: .
. siandard score -2, 33
- o ‘ | age equivalent: '3 months
Early Intervention "'t 4/91 ' Assessment Report Battelle Communication: e
Program: . -t [ 3 years - : S Developmental Standaid Score: ¢2.33 - - S
E O : fnventory - | Age equwalent_Emonths
administerad | BDI total: : N
- - Standard Score; -2.
. ' ‘age Equwa!ent "7 months
Service Provider A | 4/91 and | Commuriication ~ Goals, lnc[uded - I'Status of goals were reported as
e O 71 IR A - choosmg an object ongomgfor both reports (4/91 and
2w | 3 years he wants when:© © 8/91)‘ CoR
N amonths - .- presented with two, |24, 2 i
0. imitation: of : -
By vocalizations . T A
Speech Language N EE Commiunication’ “Not meaningfully ‘ T
'Pathologlst © 7| years c verbal at this time, v o
2 months but is ablé to use two' g S
S signed words . : ST T e
S C associated with play” R R Lr s
.Augmentatwe/Altern . 3/93 Communication Recommendedan. - |« . liaoo . 0 o =0
ative Communication | 4 years’ augmentative - o
' Team ..[ 11 months communication _ . R
e system ‘ ' b o
Functional Vision- "] 7/93 Matchesiobjects that | =~~~ 0 T e
-Evaluation «|.5 years are the same but Ce Ak
Toas {3 months e does not match
. ‘ L B objects with pictures
Service Provider A ;'_3/94 Communication "continues to ' kS 5
C ' " [ B years o .| demonstrate _
‘' 11 months sagniﬂcant deiays n . ¥
S . : ' KT . communication” ' ot
individuat Education [:3/95 Goals in areas of Goals included: ‘Ng- goa!s were met by | the endof -
.} Program (IEP) . .. .}.Byears Self-help, social using sigis during - the school year (6/95) AL
S ' 1 months | skills and cognitive | play time, tse = : PR T R e AR Lt P
tunctioninig. No toileting. gesture, .. | . .o o i B
speciiic geals in identification of last..| .~ e et
communication name N ] L S
Increase Instructional Focus Create a Remforcmg Instructlonal Context i i

To minimize distractions, instruction was con-
ducted in Kyle’s living room. The room contained
several pieces. of furniture including a s0fa, two
chaJrs, bookshelves, a piano and a desk.” ‘During
i session Kyle was seated on the floot with his
back: restmg against the gofa. The instructor was
- seated approximately two to three feet tot
Kyle “A video camera was placed approxim
five feet away Fand each session was videotaped. No
‘other pérson was’ ‘presenit in the room during in-
structional sessions. Occasionally a family member
would walk by or come in to get something, When
this occurred,.no trials were presented until the
person was gone and Kyle was attending to the
instructor and /or materials. -

'To determine ]:ughly moﬁvatmg matenals Kyle
‘was observedplaymg forseveral days and his mother
identified ‘toys he played with frequently Ot }eds
1dent1_f1ed as reinforcing mcluded books, cars and
Se¢ and Say®toys. The signs taught for each of these
ob;ects are illustrated in Flgure 1. Each sign. was

"shared the common characteristic of _Producmg
sound, Four different ”Gcﬂden Sound Story” books
were used fo teach the sign ”book * “Each book
produced ten different sounds when a correspond-
ing pu:t-ure was pushed. Five cars dlffermg in size
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Hook

. car

Figure 1. Adnpted signs for the labels book, car and See
and Say®. '

"and colors were used to teach the sign.“car.” Each
car produced a different sound wheneither abutton
- ‘was pushed or if the wheels were rolled in’ the

reverse position. Two of the cars alsohad lights! that .

lit up when the sounds were made. Fmally, four See
and Saly“a toys were used to teach the sign “See and

Say“a # Each one was a drfferent color which pro-

duced different sounds. One See and Say® was
achvatedby pulling a string and the others by push-
ing down 4 lever.

Prior to teaching Kyle to sign each object, the
materials were removed from Kyle’s room forseven
to ten days, ‘This wis done to help enhance the
reinforcing value of the toys and to restrict access to
the materials to mstructlonat sessions. The toys
were keptin abasket in thé living room whereit was
difficult forKyle to obtain the objectsindep endently.
Sessions were conducted two or three times aweek

and each sessmn lasted approxmnately 10-15. min- -

utes.
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Design a Cumulative Instructional Program.

- While it was previously reported that Kyle had

mastered several “signs,” only. one of those:signs -

was an object name (ball). During an initigl probe
Kyle did not reliably respond to the presentatron of
ball. The only reliable response was “né” in re-
sponse to the presentation of a small surgical serub
brush. Since “no” in the presence of brush was the
only reliable response in Kyle’s repertoue, it was
used as a known label in the first mstructlonal se-
quence (i.e., signs no in the presence of the ‘small

_surgical scrub brush). A trial began when the in-

structor held up the object and said, “This?”- For
each new object the instructor physically prompted
Kyle to make the correct sign., Physical prompts
were gradually faded until Kyle was making the
correct response within three seconids of the presen-
tation of the response direction.’ “Criterion for each
object was three correct responses on three consecu-
tive sessions. Once criterion was ob tamed for sign-
ing an object, a teaching sequence was introduced
that included . juxtaposition trials on objects that
Kyle had previously mastered. For example, when
Kyle met eriterion onbook, a teachmg sequence was
initroduced that included book and brush. Orice car
was mastered, the teaching sequence mcluded book
and car. Brush was dropped ot since ’ " was not
the appropriate label for it. ‘Once See and Say “was
mastered, the teaching sequerice included book, car

. and See and Say®. Thus each new sign was-cumu-

lated into the set of known signs.

Each instructional session began with areview, in
which Kyle responded to directions that he had
previously mastered. Theseincluded “giveme five,”
“look atme,” and the ob]ect labels that Kylehad met
criterion on.

Acqu151t1on of Ob]ect Labels

A graph depicting Kyle’s acquisition of the ob]ect
labels book, car and See and Say® are presented in

_ Flgure 2. Initially, Kyle d1d not respond correctly

with the appropriate sign fo]lowmg the presenta-
tion of book, car, or See a.nd Say‘:’ The cumulattve
mstructlonal program was unplemented sequen—
tially with book, car and Se€ and Say®. | Aftet Kyle
met criterion on book, his teacher reported to his
mother that he was using the sign to requestbooks
at school. No instruction on signing book was pro-
vided in the school setting. qu,thermo_r_e, Kyle 5
mother also reported that he was using the sign
throughout the day at home to requEstbook

The label “car” was more difficult to teach than
book or See-and Say®. At least two reasons may
account for this difficulty. First, the sign for car
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Kyle as book or See and Say"zD On several oce 2 smns,
when car was presented Kyle signed 1 book' y point-
ing and signing book. - i




See and ‘Say® and some of the books made music.
Thus, introducing the sign for music mmedlately
after the sign for See and Say r_rught be confusmcr
Conclusions.

This case st'udy ﬂlustrated the application of a
cumulative programming strategy to an initial lan-
guage program with a child with disabilities. Kyle
acquired communication skills rapidly with well
designed intensive instruction. Three steps were
included to design the instruction used in this study.
Fitst, the instructor increased instructional focus by

creating an instructional environment with minimal

dlstractlons This permltted rapld dehvery o.F in-

Second w,_ ; eated a remforcmg mstruchonal con-
text, Matenals that were expected to act as remforc-
ers were removed from Kyle’s immediate environ-

ment and used: contingently. for correct responses .

during instructional sessions. Finally, instructional
sequences were designed carefully so that the re:

sponse direction was the same for all trials. Since
directions may have not always been clear to Kyle,

they were made as simple and consistent as pos-
sible, Moreover each new object name was cumula-
tively integrated into the instructional program.

" The results of this case study illustrate that some
children with disabilities rfiay require systematic

instruction in controlled contexts to establish the
prerequ151te learning skills for other naturalistic

environments {Cartaetal., 1991). For these children,

a direct instruction approach using a cumulative’

programming strategy may provide the necessary
. skills for the children to take advantage of a broad
array of instructional practices.

Once a child has acquired a set of reliable re-
sponses, the child might be better preparéd totake

advantage of naturalistic formats such as activity-

based mstruchon (Bncker & Cnpes 1981) or a re-
sponsive interaction model (Weiss, 1981). Experi-
mental analyses and addltlonal case studies mustbe
undertaken to validate the effectivéness of a cumu-

latlve programming strategy for initial language

instruction and to examine what systematic proce-

dures are needed to move toward acknowledged .

developmentally appropriate instructional frame-
works such as incidental teaching (Hart & Rlsley,
1975), milieu teac g‘(Warren & Gazdag, 1990) or
_ ac’muty—based mstru :tion (Bncker & Cripe, 1992).
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Shmﬂd Method of Tea.chmg Begmnmg
- Reading Be Matched to the

| Student’s Leamlﬂg Style?

M\ ethods of teachmg readmg should be deter—

‘mined by the nature of the written'language
system ‘that-students ‘are learning to-read. :Our

writtervlangliage system is a systemc ofr represen ting
spoken language with written alphabetic symbels.
Toread that which has been written, one must know
the corresponderices between written symbols and
the speech sounds that they represent; inother words,
one must know the alphabetic-phonetic code. Fur-
thermore, a high-level of mastery is required ‘to
ensure that students will be able toapply that pho-
netic knowledge rapldly and effortlessly to read
words arid passages.“Automatic decoding is essen-
Halto mdependent reading and the com,prehens_lon
of complex passages. i ‘ L

Intensive and systematm mstructlon in phomcs
has been scientifically. validated again ¢ and again as
the most effective meaiis: of ensuring. that-students
acquire the atutomatic¢dedoding skills on which read-
ing-eomprehension must: rest (Adams, 1994). As
expressed by Stanovich (1994}, “that ditect. instruc-
tion in alphabetic coding facilitates edrly reading

acquisition is one of the most well established con- -

clusions in all of behavioral science.”

Stanovich'’s conclusion regarding the benefits of
phonics instruction is not limited to students with a
particular “learning style
shown

. that attempts to match method of teaching with
learning style have been unsuccessful. Despite this
evidence, educators continue to tout learning styles
as the solution to the reading achievement crisis. A
brief look at the historical underpinnings of the
leammg styles approach might help to dlspel the
learning styles myth.

- Today’s learning styles approach was known in
earlier yeats (60s, 70s, early 80s) as a modality pref-
erence approach. Advocates of the modality match-
ing approach hypothesized that learners could be
classified as having either a “visual modality prefer-
ence” or an “auditory modality preference”, that
instructional methods could be classified as either

QSEEI'&.G Tarver , L
Un1ver51ty 'f‘Wlsconsm Madlson

Empirical research has

audltory -OT “vxsual” a.nd that modahty prefer-
ences colild be matched with'instructional methods
to the benefit of all students: Whole-word /look-say
methods were-classified as “visual”; code—empha-
sis/phonics methods were classified as *auditory?”.
Students witha “visual” style were tobe taught with
a “visual” methed and those: y._{l_th an.- audltory
style were to be taught with‘an #auditory” method.
- Back in 1978, I reviewed fifteetr studies in which
the medality matching appreach was evaluated and
conicluded that there was noevidence to support the
approach (Tarver & Dawson; 1978): Other review-
erscame to the same conclusion. :As often happens

.when' an. mstructlonal approaeh is. shown not to

work, the modality matching’ approach went under-
ground for'a while, only to reemerge in a few short
years with a new name. ”Leaming styles” replaced

“modality matching® .

. Inthe new learning styles approach students are
classified as either glo_bal Or: analytlc learners and
matched to either a-global oran analytic method of
teaching reading. But the global learners and meth-
ods of today are strikingly similar to the visual
learners and methods of yesteryear and the analytic
learners and methods of today are strikingly similar
to the auditory learners arid methods of yesteryear.
Furthermore, reviews of empirical studies of the
new learning styles ‘approaeh, like those of the ¢ld
modality preference approach; have revealed adearth
of evidence to support the approach (Snider, 1992
Stahl & Kuhn, 1995).

It is important to know that the curtent learmng
styles movement is part and parcel of the current
whole language movement. Increasing: recogmhon
that whole language has beeri a dismal failure' in
California and elsewhere has led to.a 10t ‘of
backpedaling on the part of whole language advo-
cates. Such backpedaling is reflected in ¢laims that
whole language teachers DO teach ph_gmcs when it
is needed or that they DO teach phonics to those
students whose styles are compatible with phonics.
The unfortunate truth is that the phonics instruction
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_ phomcs mstr_uch '
' mvolvedm ffé

. Sive phonicsin the lmtlal stages ofinstruction: Gradu-
ally, the empha51s shifts to-ﬂuency instruction which

t i'ough epeated. readmgs of-in-

- 1dl assages By thlrd

lary expansmn LeT _ : TSt
=«In contrast, Whole language mstructmn begms
w1fh afocasonthe constructlonof‘meanmg a:nd 1t is.
assumed, that: chlldren will dis
‘ciplesas they read for- meaning. i cnthumg whole
Ianguage e dmg lng

.80, in-beginning
ss true for students
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e pomted out that it

g ‘strong audltory and/or analytic abilities. T]:us does

not mean that ch]ldren s md.1v1dua1 differences are

. to be 1gnored good teaching always entails atten-
¢ tion to individual differences. Butit does mean that
" weneed not attempt to individualize on the basis of
. ., “learning styles.” -Instead, we must individualize
" on the basis of each’ ¢hild’s needs in terms of the
. readmg skills that he/she has not acquired.

. Otir knowledge of how to teach reading to all of
ts, with all of their diverse and unique
aracteristics, exceeds by far our imple-

mentahon of that knowledge. 1t's time for parents,

other citizens, and teachers to insist that the educa-
tionial establishment’s fascination with philosophi-
cal, theorehcal and political debates be replaced by
a commitmerit-to instructional practices that work.

. Makeno: nustake aboutit, dn‘ectmstructlon in phon—

icsiisa. good place to start!
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Effects of Vldeochsc Instmctmn on
“Geometry Achlevement in a

Mamstreamed Natlve Amencan
ngh School Class

Thomas A. Fischer & W1111am R. Kitz
Un1ve151ty of Wisconsin - Oshkosh

S_-ara_G_ Tai'Vér -
University of Wisconsin - Madison

This stud) Y used mndomly asszgned control and experinerital gv oups fo compare the eﬁectweness of
avideodisc course in informal geometry with a more traditional, textbook-based approach covering the
same topics ovér a six-week period. Subjects werea group of 25 students enrolled in two dy’ferenf class
periods of a ninth grade mathematics cotse at a Midwestern pubhc high school located ori a Native

* Anierican resematzon Posttest resiilts indicated that students instructed with the videodisc
** materials performed significantly better at a p<.05 level than' Students instructed with the textbook
“materials. Withini the group of students labeled learning dlsabled emotionally d1sturbed or at-risk,

o thereéwas asignificant difference in posttest performance in favor of the videodisc group. Within the

group of non-labe
difference was ot statistically significant,

[I ncreasing calls for teachmg special educatlon stu-

dentsin regular education settings have gccurred

in the last decade, along with a gradual_ increase in
such placements (Sawyer, McLaughlin, & Winglee,
1994). Because of that, the search for teaching mate-
rials thatare effective in classes with a wide range of
student ability levels is;more important than ever.
One program that has shown solid results.in this
area is the videodisc series Core Concepts in Math-
ematics and Science, developed in the early 1980sby
researchers from the University of Oregon and else-
where (Hofmeister, Engelmann, & Carnine, 1989}.
- Sinee its introduction, several studies have com-
pared the Core Concep ts videodisc programs with
basal programs in the same subject area and found
videodisc effectiveness superior. There have been
three experimental studiés with randomly assigned
control and experimental groups (Kelly, Carmnine,
Gersterl, & Grossen, 1986; Moore & Carnine, 1589;
Kitz & Thorpe, 1995). Another study used experi-
mertal and control groups but no random assign-

ment (Hasselbring, Sherwood, Bransford, Fleenor, |

Griffith, & Goin, 1987-8). All four studies showed

led students, posttest performance ﬂgam fauored the mdeodtsc group Bist the

statlstica]ly 51gn1f1cant results in favor of the stu-
dents taught with videodisc materials. Gains were
similar in all the studies (see Table 1}. .

In addition, one study examined the specific ar-

eas where -videodisc showed an advantage over

basal materials (Kelly, Gersten, & Carnine, 1990).
The videgdisc programs showed a statistically sig-
nificant advantage in questions related to diserimi-
nation practice and differentiation between similar
problem types, separation of confusing concepts
and terminology, and range of examples. In a large-
scale field test involving 337 students, a Core Con-
cepts program was shown to be effective in classes
of more than 30 students including mainstreamed
special education students (Thorkildsen & Lowry,
1987). This study also showed that teachers who
implement the program more thoroughly’ obtain
significantly improved results. - Another field test
(Miller & Cooke, 1989) showed that special eduga-
tion students taught with the Core Congepts1 materi-
als in fractions could obtain posttest scores nearlyas
high as regular education students, with both groups
taught together in a mainstreamed setting.
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Table 1, Summaryof Studies Comparing Videodisc.and Basal Math Erog-_rams'
Lo R [ SR . B Ty : R e S I F R S B

Study author _ Program N .Student label Grade Location % Gain _.
Fischer Geomeétry 25  Spec. and reg, ed. ‘gth Midwest 54

- Hasselbring Fractions ~ 83 ‘High &average . 6th South 22
Kelly. 1986 ., Fractions;: 28 . 17LD/tireg. . .- H:8. . Oregon. . 27
Kelly, 1990 ~ - Fractions 28 i7LD,ilreg. H.8.  ~ Orfegon 66

Kifz =~ Algebra -~ 26, LD Pre:Coll.. : Wisconsin - 70

Moore. [

R

Fractions * 28" Low performing

oth-iith * Northwest . 16

42

. Avetagel . - 87 -
. Despite thesé impressiveresults, thére are poten-
tial benefits from additional research on Core Con-
cepts. programs. The Informal Geometry program
studiéd here wds introduced in 1993 and has not
beert the subject of published research. All-of the
publiéhed- studjes"have used the Core Concepts
Mastéring Fractions program except Kitz and Thorpe
(19959, which used a Core Concepts ‘prealgebra pro-
gram, and Thorkildsen and Lowry (1987), which
used both the Mastering Fractions and Decimals
programs from the Core Concepts series. The present
study also is the first to be done with an exclusively

minority population and the firstinvolving aNative

American populatior. i- -
»Additional tesearch also can be helpful because
of lirits in existing studies. - Many have involved
stnallsample sizes—thetrue experimental studiesall
had samples between 26 and 29 (see Table 1). Many
have invdlved shortduration, most between 10 and
391essons: Just one previous study has.used special

andregular education students in-a mainstreamed .
setting (Thorkildsen & Lowry). The advantage of

furtherresearch with the'Core Concepts programs is
that while-any single study may have weaknesses, a
group of studies covering 2 wide range of circum-
stances isamote powerful indicator of a program’s
effectiveness: The cost.of adopting a videodisc pro-
gram canbe large, up to $1,000foraTV mo,nii:or and
videpdisc player and from $600 to $2,400 per pro-
gram (Hofmeister, 1989). "This cost is similar to that
of adopting a textbook series for a schoel or schiool
district. Because of the financial costs, as wellas the

potential impact on student learning, it is impera-

tive that school leaders make curriculum adeption

decisions with as much information available as

1 etheo'retlcal base for the Core Concepts video-
disc §gnes dates at least back to the 1966 publication
of Bereiter and Engelmann’s book, Teaching Disnd-

vnritaged Children in the Preschool. Their methods

showed impressive results with primary school stu-

dents in the large, government-sponsored study °

called Project Follow Through (Rhine, 1981). Al-
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though the project suffered from political shifts and
problems in implementation and evaluation
(Doernberger & Zigler, 1993), the results achieved
by the Direct Instruction model should not be over-
looked. From kindergarten to third grade, the Di-
rect Instruction model moved a group of about 2,000
disadvantaged children from the 18th to the 83rd
percentile in reading, from the 19th to the 54th
percentile in arithmetic, and from the 8th to the 49th
percertile in spelling (Rhine, 1981).

A detailed explanation of Direct Instruction pro-
cedures can be found in Engelmann and Carnine’s
1991, Theary of Instruction: Printiples and Applications
(rev. ed.). In general, GerPsten, Carnine, and
Woodward (1987) define Diréct Instruction as in-
cluding these ¢ritical features: =

1. An explicit step-by-step strategy..
2. Development of mastery at each step inthe

process. ‘
3. Strategy (or process) corfections for stu-
dent errors. R . e

4. Gradual fading from ‘teacher directed ac-
tivities toward indepéndent work. -

5. Use of adequate, systernatic practice witha
range of examples. S

6. Curmilative review of newly learned prin-
ciples. e “(p-49)

The Core Concepts series also was influenced by
the Good and Grouws (1979) correlational study of
effective fourth grade mathematics teachers. Their
key instruc tionalbehaviorsincluded, in order, daily
reviews, development of lesson, assessment of stu-
dent comprehension, seatwork, homework, and spe-
cial reviews weekly and monthly. Other teacher
effectiveness research that has influenced the Core -
Concepts series is that of Brophy and Good (1986),
and Rosenshine and Stevens (1986). ‘

It should be noted that the key aspect of the
videodisc math program being evaluated is not the
videodisc format per se, but the instructional theory
and curricular design underlying these programs.



‘ Clark (1983) has noted that "most CU_rrent surma-
ries and meta-analyses of media comparis onstudies.

clearly suggeat that me dia donot influence leaming.

under any conditions. Even'in the few cases where
dramatic changes in achievement or ability have
followed the introduction of a medium..
medivm thatcaused the change but rather a
lar eform that accompamed',the change p

teshng the Core Concepts ma € ,
by videodisg and byuse of overhead transparenc1es
oups,and groups

student nsiructe

pre-posttest gaJn scores for average and hlgh abdrty
students were 22.2 fo the videodist group: 20,2 for
.group; and 5. 6. for the

oup) = |
irect. Instructlon may be. espec1ally helpful_for

sl—udents who have drff1culty leatning through tra-
d.ttlonalmethods and in classzooms where thereis a
wide range ¢ of abilities.. Lower perforrmng students
may benefit from recen{' gstrategy: rnstructlon, from
own into sma]ler steps, and

: _g systems and ph]loso-
ion of teachers and admin-
onmay & be that some teach-
ot forta 1the5cnp dlessons t_hat
are part of Direct ] ction prsnted programs
Videodisc systems may be more. readily. accepted
because they presen .mformatlon for the teacher.
This eliminates scnpted lessons and allows the

phxes vytng for the a': i
1strators‘ Part of the,

teacher to circulate around the room and momtor :

student progress and ! _havror Another advantage
of the videodisc format is that it prov1de5 expertise
in mathematics and science that is beyond that of
many 5pec1a1 educators, who often find thernslelves
needmg to provrde ns tructlon and supp ort mn ‘:any
subject areas. ' s
The purpose of ttus st _d_yjrs t_hreefold Gne goal is
to compare the effective
videodisc course in mformal geometry agamst a
more standard, textbook-based type of instruction

covering the same top1cs A second goal is to ana- -

lyze any différences il mstructlonal effect of both
approaches among low- and high-achieving stu-

t1snotthe

ied this assertion by

&5 of a Core Concepts’

dents Athll'd goal isto st-udy the v1deod15cprogram 5

effectiveness with a group of high school Native

_ Amencan students

This study has two. hypotheses, whch are as
follows: ‘ :

ResearchH Jpothesrs One Inarnannstre
in grade math class, there wﬂlbe

etry v1deod15 1§
. ;taught witha tradlt_tonal textbook method v

. ,-,the v1deod.tsc course gain
. _textbook approach within, abili grou‘
there will be a significant: drfference
posttest scores among both. low
perforrmng students.

Metho dolo gy

Sub3€ct5 o

~-Subjects of this study were: 25 students enro]ledm
two sections of ninth grade math: classes; at a'rural
Wisconsin public high school Jocdted on a Native
American reservation. Ninthigrade 1 teachers there
implemented a “block” concept during the 1993-94
school yéar and mainstre amed all special education
and at-risk students in regular classes. - The. study :
group started with 28 students, 14 in each section.
Three students were eliminated .after the treatment
period because they mis sed more than30% of classes
during the treatment perlod Two were d.ropped
from the control group and one from the experm‘ten—
tal group. '

The final group included six students labeled
learning disibled, onelabeled emotionally distiirbed,

"and six labeled at-risk. The remaining 12 students

were regular education students. There were 13
students in the experu-nental group, seven w*tth 5 e'-
cial education labels and six regular education stli-
dents. The control group had 12 students, six mth
special education labels and six regular e educat:on
students

- The subject school districtattempts {0 follow state

© of Wisconsin guidelines for 1dent1f1cat10n of special

education students. Briefly, the’ learning disabled
label is based on students showing a 51gmﬁcant
dlscrepancy between expected arnid" “functional
achievement (using the modified Bond and Trnker
formula) while excluding a number of other < circum-

stances. The emotional disturbance 1abe11sbased on -
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showmg srgm.hca_nt emotional dlsturbances in at
least two of three settings — school, home, and
community. The at-risk label is based on showinga
high risk for failure due to habitual truancy, having
been referred-to a drug and alcohol treatment pro-
gram, or being a school-age parent. -
Averdgeageofstudentswas 15 years, nine months.
The average age of the group with special education
labels was. 16 years. .Regular education students
averaged 15 yeats, six months. The control group
had an average dge of 15 years; 10 months. The
' I:r:eatment group | had an average age of 15 years,
elght months; Sub]ects werg 14 girls and 11 boys.
The girlsi mcluded eightinspecial education {five at-
risk and three learm.ng disabled) and six in regular
educatlon The boys included five in.special educa-
ﬂon (three learr'ti.tig disabled, one at-risk, arid one
emo h.ona.lly distirbed)-and six inregular educatron
The control group hiad five girls and sevenboys The
treatment group had nine girls and four boys (see
Table 2).
. On the student. demograph1c survey, all students
classified themselves as Native Ameérican. School

district figures indicate 99% of students are Native-

American. The demographic survey of students
showed that only a few students knew their parents’
income. ‘Census data mdmate that the per capita

mcome in 1989 on the reservatlon was $4,738, which

gm ehnes, mcludmg 66, 5% of related chlldren un-
yearsof age. F orty-four percent of families on
the reservation were married couple families, Other
fgures indicated that 40% of persons over
agk, id not have high school degrees or equiva-
lents.” The unemployment rate of 21% was about
four times the state average of 5.2%.

ent mplementers were the senior author,
a leammg dlsabllltles teacher with folr years of
ex'pe_ ence, "and a mnth grade math teacher with
- three years éxperience, ' The former has taught spe-
ctal educatlon math classes in fractions, decu:nals,

i

geometry, and prealgebra. The latter has taught
remedial math, consumer math, ninth grade math,
and trigonometry. All their teaching exper1ence isat
the sub]ec:t school. _
Materials s
Materials used to collect data mclucled a gquestion-
naire about student- demographlc data‘and a ques-
tionnaire about student attitudes toward ‘the in-
. structional program, both made by the ‘reséarcher:
The test for pretesting was part of the Core Coricepts
mmiaterials. “The test for posttestmg eon51sted of orie’
silbtest based on the Core Concepts ‘materials and
one subtest based on the basal textbook matetials.
Although both groups covered similar topics; the
use of kwb tests was designed:to be fair to’ Both-
groupsand to testhow generalizeable studentknowl-
edge was to unfamiliar materials. The teacher hand-
books, stident workbooks, and videodisc software
used by the experimental group ‘wereCore Concepts ‘
materials. The Informal Geomietryj course includes
three discs and 35 lessons, withlessons designed to
be covered one per day. The control group used the
-geometry portion of a basal mathematics textbook,
Applications of High School Matheriatics (Cohen, M:P.,
Elgartten, G.H., Gardella, EJ;; Lewis, W.S., Meldon,
T.E., & Weingarden, M.S., 1950), with sections tho-
sen tp correspond to the Core Concepts toplcs .

Althoughbothbasal and videodisc materials cov-
ered the same general toples, there was a d.lstmct
difference in curricular design: "The basal textbock
tended to presentanumber of rélated concepts, such
as identifying right angles, obtuse angles, acute
angles, and straight angles; then have a small group
of practice exercises done together as a class; and
then Have a large group of exercises done as inde-
pendent seatwork. The next da1ly unit would cover
a different general topic, With a quiz covermg the
daily topics after about one week.

The videodisc sequence typically would break
concepts down into smaller steps. For instance, it
rnight first show a right angle and several examples
and nonexamples. Then the student would respond

~Table 2. Summary of Student Demographic Information

Group N Gender __Ethnic group ___ Educational label _
Basal 12 5F,7M All Native Am. 6 reg., 3LD, 2 AR, 1 ED
Videodiec _ 13 gF 4M All Native Am. 8 reg., 3LD, 4 AR

1996
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to several questlons related torightangles. Then the
videodisc ‘would describe and show’ examples of
acute angles; again followed by practice questions
for students, and so on until the same foufitems are
covered: as mentioned in the basal example. An-

other distinctive feature'of the videodisc uritis that
topics are’ ‘constantly stranded, with recurring re-

wview of previously presented topics. -TFhis ‘Gceurs
both in daily - activities -and in daily homework.
. Homework includes topics presented that.day as
well: as-on previous.days. In.accord with Direct
Instruchon principles, :instruction .is- desrgned to

com.murucate sameness and connections among el-.

ements.. ‘
- One prmmple of Drrect Instructlon istohave l'ugh
success rates:on student work. This is accomplished

on the videodisc format by giving students a small

chunk of information arid-then immediately having

students answer questions related: to that informa-

tion. During a single lesson of the videodisc course,
students would switch back and forth every few
minutes between seeing information presented and
then answering questions or having brief quizzes
related to that information. ' '

Procedure :
:Several months before be gmnmg theactualimple-
mentation of instruction, both teachers were trained
in the use of the videodisc’ system using the Core
Coricepts teacher handbook and an article outlining
stepsfor 1mp1ementmg a videodisc curriculum
(Gersten & Kelly, 1992).- Two weeks before imple-
mentation, ‘students were g1ven the demographic
questlonna.u'e and the prétests in informal geom~
etry’. ek :
‘In each of two sections of freshman math, 14
students were randomly assigned to one of two
groups, with four resulting groups of seven stu-
dents each. Assigriment was stratified on the basis
of specral educationJabels, so each group would
have equal numbers-of students from each group
(learning disabled, emotionally disturbed, at-risk).
The control group received geometry instruction
from a regular textbook. The exper:menta.l group

fia

received geometry instruction using the Core Con-

ceptsmaterials. The treatment period was six weeks,
but a number of days were partly or completely lost
due to school-wide or ninth grade block special

activities. :The expenmenta_l group completed 15

lessons from the Informal Geomeirij course, the basal
group one chapter from its textbook. All students
were given posttests at the end of the instruction
period, as well as a questionnaire asking their opin-
ions about the geometry unit.

Both teachers followed a similar instructional
sequerce with both the basal and videodisc units: a
predevelopment period with correction of home-
work and review of previous material as needed, a
development period with explanation of contents
taught and an independent seatwork period. ~

Sy

DESlgn PR N . . e n R . :
*This study used an expenmertta.l posttest—only
control ‘group: ‘design. - The independent variable

‘was type 0f instruction. The’ dependent variable

was posttest-achievemient. A moderatmg ‘vatjable
wasstizdent ability (on the basisof specialéducation
versus regular education classification). Although a
pretest was “administered, these scores ‘were not
used“as covariates becaise there were: neghglble
differences betwéen the means-of.control and ex-
perunental groups (one-half of 19 _): and scores of
both groups were extremely 1ow: {less than - 10%
correct). The study also included descriptive’mea-
sures — the student survey of their opinions about
the unit and discussion with theimplementing teach-
ers, . D T

Rehab111ty ‘ con

" The ‘posttest was scored” mdependenﬂy by the
two implementers asa check for interscorer rehabﬂ-
ity. The interscorer reliability éoefficient was .99.
This high level was expected, as the questlons were
obJecnve in nature; e1ther correct or ingorrect, and
scorers had agreed 0n criteria for SCOTINg’ before—
hand. Points also were deducted: (one pomt per
problem) for failing to 1dent1fy thie unit of measure-
meént of answers. To further increase the relrablltty
of scores, the scorers rechecked scores where there
were d1sagreements and’ ad]usted scores for the fmal
scoring.

Content Validity

The topics covered by both units were the follow-
ing: names and definitions of basic geomet-nc fxg-
ures, measure of complementary and suppleme_n-
tary angles, measure of interior and exterior angles,
perimeter and area of polygoris {including triangle,
square, rectangle, parallelogram, and trapezoid),
and circumference and area of circles. The posttest
was de51gned to correspond to the tDPlCS and ap-
proxunate amount of time spent covering those top-
ies. Of the" KD‘test questlons, tOplCS were as follows:

» Names and definitions of basic geometnc
figures, 9

» Measure of interior, exterior, supplemen-
tary angles, 7
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..s# Perimeter of polygons, 5
‘% Area.of polygons; 9 -

... w:Circumference of c1rc1es 6

Area of circles, 4

Intemal Vahdlty :

Due to high absenteeism among students at this
school; espemally among the at-risk and special edu-
cation: populatlons mortality was a special consid-
ération. fot this study. To reduce the incidence of

mortahty stuidents were prescreened on the basis of '

attenidance rites.” Those who had missed more than
30%: of days the previous quarter or the previous
sémester. were eliminated from the study. . .This
ehmlnated eight students, who still received in-
struction but whose scores were not consideréd in
study"results . Another three students were: elimi-
nated:from study results after the treatment: period
di1é to missing more thar30% of class perieds. This
included two students labeled at-risk and one stu-
dent labeled emotionally disturbed. The eliminated
at:risk students were in the control group. - The
eliminated emotionally disturbed student was in
the experimental group. This mortality resulted in
sonmie differences incate goncal composition of of the
special education students in the two groups, with
twomiore at-risk students in the experimental group
compared with the control group and one emotion-
ally:disturbed student in the control group:.

onkrol for dlfferences betweern treatment .

melementers each teacher taught one section of
videodisc and one section of basal. The random
assighment procedure resulted in groups that were
very similar in most areas: special education catego-
ries; age, previous semester math grades, pretest
scores, and performance on Stanford tests. One
quirk of the random assignmenl process was that
there were proportionately more girls than boys in
the treatment group (five glrls out.of 12 students in
the control group and nine girls out 0f13 students in
the treatment group)

To control for novelty effect, implementers at-
tempted to make all groups feel they werereceiving
special treatment. This was helped by the fact that

class sizes half the normal size allowed. students to

~ receive more individual attention than prevmusly

Some degree of competition alse arose betwegn
groups, which may have caused both Hawthorne
and John Henry effects. Implementers felt. these
effects were similar among all the groups, so that no
particular group gained an advantage by bemg part
of the study : o onee

Data AnaIy515 g :
. Data were analyzed usmg both a Marm W}utney
U test and a two-sample ftest. The monparamietric
Mann-Whitney test was selected because theismall
sample size did not assure that para.metrlc assurnp-
tions would be met..The i-test ws included inline
with Borg and Gall’s (1989) recommendatton that
while the t-test can provide accurate estimates of
statistical significance even with- substantial viola-
tions parametric assumptlons *if you are concerned-
about score distributions in your data, you should
consider doing both a i-test and itsinonparametric
counterpart-either the Mann-Whitney U test or the
Wilcoxon signed-rank test” (p.548).; Results of sig-
nificance versus nonsignificance were the same on
both the Mann-Whitney and t-test for this study. As
would be expected, the Mann-Whitney tests gener-
ally yielded slightly higher probab111t1es of the null
hypothesis beirig frue. :
Because the research hypotheses were non—duec—
tional, a two-tailed i-test was-used.. Results.were
expected.to be in favor of the yideodisc groupt based
on results from studies of other Core Concepts pro-
grams, buttherewasa possibility that results would
favor the basal group. Thus.a more cautious data
analysis method was used, again in line with Borg
and Gall’s (1989) recommendation that researchers
“avoid the one-tailed test unless q.ulte certainits use
is justified” {p. 550). ;
Data were analyzed at several 1evels Flrst the
overall videodisc group posttest mean scores were
compared with scores from the overall basal group.

- Second,; comparisons were made within students

with or without special education labels. Third,
scores were compared on each of the two. subtests,

Table 3 S tudeni;“Acl'l.ievementLevels

Prevnous math

~Stanford math . Pretest score

Group - N grade (0-4 subtest results {out of 100)
scale) S

Basal R 2.42 31.3 6

Videodisc 13 2 32.7 5.5
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one taken from basal matenals and one from vidgo=
Fmally, subtest scorTes also were -

. disc materials.
analyzed in a c¢ross-miatched imaniiér, .yielding a

‘comparison of videodisc group'scores on the video-. -
disc subtest versus basal group scores on the basal -

; subtest(thé strength 'of each group) and a compari-
son of videodisc group scores on the basal subtest
yersugbasal group scores on the videodisc subtest
(the weaker area for each group) A significance
level of .05 was used for all statistical tests.

Descnptlve information was complled and re-

ported in terms of number of responses.and general :

‘commeénts, The studerit surveys used a five-choice
‘ L;.tgert sc:_a_le that a!]_.owed somie mathematlcal com-
parison of strength of response,

Results

- ‘Pretest results shown in'Table 3, were uniformly
low, Students-had little exposure ‘to geometry be-
fore this unit 'and have generally‘low math achieve-
ment scores as réflected in their Stanford Achieve-
ment scores The average pretest score for the vid-
roup was 5:5 out of a poss1b1e 100. For the
basal g'roup, the average was 6.0. Because these
scores were solow and the differerice between groups
was §6 small, only the posttest sCores were Com-
pared for 51gnlf1cance

Posttest .

Overall videodisc versusbasal. The overallcom-
parison shows that the videodisc-instructed group
performecl srgrufrcantly better than the. basal-in-
structed group on the: overall posttest (p=-0077 on
Mann—Wlutney and .0064 on the t-test). ‘The differ-
ence between means of the groups was 22.9 (70.2%
versus 47.3%), with a standard deviation of 17.7 for
the videodise group.and 20.1 for the basal group (see
Table 4, top two rows)..

.Comparisons with students grouped by ab111ty
levels. Comparing within subgroups, there was a
significant difference among; special education-la-
beled students in favor of those taught with video-
dlSC (p= 0455 on the Mann—Whltney testand .020 on
the t—test) ‘The mean difference: was 26 percentage

1ng am g regular educatlon students (p-. 282

iitriey, p=.12on the i-test). Although there
was a large chfference in means in favor of t_he
v1deod15c group 74. 2% versus 53.9%, the small num-
Ber in ‘each group (srx) and large standard dev1a-
tions (18 and 23, respectlvely) we1ghed agamst a
sigrificant finding in the comparison of regular edu-

‘subtest but not the basal-based subtest.

‘and p=.0000.on the - test) On thebasal—b
. the wdeodrsc group still. -outs

. son.
study, basal group scores on the basal subtest were

_ _Ecatlon students (5ee Table 4, bottom two rows).

Companson of scores on basal subtest and vid-

eodisc subtest, When compating overall gioup per-
formance omn:the: subtests, the videodisc students

performed s1g-n1f1cant1ybetter onthe v1deod15c-based
On the
VIdEDdISC-baSEd subtest, mean scores were 77.8%
versus 40.1%;.a difference of almost two standard
deviations (significanceat p=.0007.0n Ma.nn 'Wl'umey

ored the basal stu-
dents, 62.5% versus 54.6%, but this d.1fference was
not significant (p=.3841 on Mann- Wh1m \‘and p=.3
on the t-test, see Table 5). .

Comp arison of $COTE5 0N Cross- matched subtes ts.

A cross-matched comparison of scores is designed
to look at how groups did on a “strength-versus
strength” or “weakness versus weakness " compari-
In the cross-matched comparisons ‘for this

compared to videodisc group scores on the video-
disc subtest {strength versus strength). and basal
group scores on the videodisc subtest‘we_" :

pared to videddisc group scorgs on the basal
(weakness versus weakness). ‘Note that the, overall
averageon thevideodisc subtest (59.7%) was slightly
higher than the overallaverage on- the basal subtest
(59.1%). However, these results do. give.an xndlca-
tion of how.each group performed on matenaht was

‘more familiar with or less familiar “with, since dia-

grams and vocabulary vary somewhat between

sources of materials. Here, videodisc students per-
formed 51gn.1f1cantly better ori both compansons

Thé means were 77.8% versus 54.6% on the "strength
Versus strength” subtests (Mann- Whitney p=. 0123,
t-test p=. 0057) The means were 62.5% versus 40 1%
on the “weéakness versiis weakness” subtests’ (Ma.nn
Whltney p= .0083, t-test p-— .0091, see Table 6)

Descripttve

Students were given a Likert- style survey after the
treatment pEI‘lOd asking their opinion of the geom-
etry unit. Twenty-one of 25 studefts campleted the
survey, which was glven on just ¢ oné day in ozrder to
protect anonymlty “Four quesuons a.nd a general
comments section were given to both experunental
ontrol groups "Two questions were given nly
odisc group. Totals are given by r:
tude lectmg the optlon ‘and wit
numbers assrgned to responses, wrth five points f
the most positive response and one pomt fol the

least positive.

Asked "How this geometry unit compare ta other
math units?” videodisc responses were: better-6
slightly better-2, the same-1, slightly worsé-1, foran
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ak Table’ 4.:Stat-isti'ca1' Comparisons*of P'os-t'te'sat-Scores R s

Speo toetakTioo -t

- Group N
scores

Mean of Medlan Standard ‘Whitney-
deviation W value

“eManns ot b e
-+ Whitney T T-test i
- p.value : value p valie

i Manne

4. 85C0Ore .
Videodisc e
ovenll 13 - 79.5 .
#

.4_2"._5_‘

$70.2 .

-'"Basal L

overall 12 473

17.7

20.1

218.5 0.0077 3.01 0.0064

_ Spec ed.
stidents,
videodisc S
- group 7 66.8° - 655 - 18
..:,-Spec ed s,
Costudents;, - . -

cbasal. .. ..

group 6 40.8_

15.8

63.8 ~ 0.0455 277 0.02 %

41.75

Heg ed.

students.

videodisc e
group = 6 742 ' 79.75 18
' Heég. ed.
students,
basal :
53.9

49’ 0.1282 1.7

group _ -6 45.75 - 3

average of 4.3, In the basal mstructlon group, re-
spornses were: better-3, shghtly better—2 the same-6,
for an average 0f 3.7.

Bef_h groups responded roughly the same to a
questmn ‘about whether the unit moved too fast or
too slow a.nd whether the number of tests and quiz-
Zes was appropnate On the former question, the
videodis¢ responses were: slightly too fast-2, about
right-7,. shghtly too slow-1. For the basal group,
responses were: shghtly too fast-2, about right-8. On

the latter question, videodisc group respcmses were
too many-1, shghtly too many-2, about right-7. For
the basal group, responses were toomany-3, shghtly
too many-1, about right-7.

Asked, “How well do you feel you learned the
concepts of this unjt,” the videodisc group was
slightly more positive, with an average of 3.9 versus
3.2, Totals for the videodisc group were: very well-
1, well-7, average-2. For the basal group, totals were:
well-3, average-7, below average-1. Here, eight of
10 videodisc students said they learned the content
well or very well, compared with three of 11 in the
basal group.
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Overall, both groups of students appeared to
have been satisfied with their progress during the
treatment period, with slightly more posmve fe-
sponses from the videodisc group. The smaller¢lass

. sizes may have conttibuted to student satlsfachon ‘

Both implementing teacheérs noticed that on days
when student interest or energy levels were low; it
seemed easier to get students motivated with the
videodisc program than with the basal program.
Teachers liked being able to move amorig studeénts
while the videodisc'was being shown. They felt this
was an advantage in terms of momtormg student
behavior and performa.nce "Both felt they ‘could
improve in how well they maintained brlsk pacmg ,
with the videodisc maferials.

One problem the mplementers found with the
videodisc program was that it 15 deSIgned for com-
pleting exactly one lesson per day, with homework
tailored to suit exactly that material. On days when
the lesson was not completed because of interrip-
tions, shorter class periods, oraneed for remediation,
it tended to throw off many aspects of the program.
The homework assignment had to be modified be-




cause not all topics were covered. The day: fellowmg i

the next l 5501 (m order

trymg to complete the prevlous.day g lesson aswell @~

as another lesson.

: D1scu551on
InteIPretatmn of Results "1 RR

Reseaich Hypothesus One was that in a
mainstreamed, ninth-grade math class, there would
be a 51gru.f1cant difference in scores on a criterion-
based posttest when comparing students taught with
the Informal Geometry videodisc course to students
tau ght ina class usinga trachtlonal tewctbook method
covermg the same topics. Here, the videodisc stu-
dents showed 51gn1f1cant1y better posttest scores
'compared with a group taught with a"traditionial
basal approach, with a difference in mean gains of
22.9% in favor of the videodisc group.

Research Hypothesis Two was that whern com-
paring the videodisc course against the traditional
textbook approach w1thm ab1hty groups, there would
bea significant d;ffe_rence in posttest scores among
bothlow and highperforming students. Here, low-
performing students did score significantly better
under the v1de0d1sc conchtmn, with a difference of
26% in favor of thevideodise students: “There was
ngtd stanshcally slgmhca_nt d1fferenc_e between

an u.ncompleted lesson, teachers were faced th the )

Table 5. Pan‘ed Compansons of Subtest Scores

> BIOUPS of hlgh-performmg students, although the

"meart gain scores were 20.3% higher for the video-
"disc group. Videodisc-instructed students outper-
.. formed basal—mstructed students orrbothideodisc
' 'and basal -versions of the ‘posttest, although the

differences were riot statlstically mg-m.hcant for the
basal version.
Descnp tive results showed that sltude “

- learned -more with videodisc material thart ‘tradi-

tional materials, and teachers felt the v1de0d15c pro-

- gram offered several advantages aver the basal ap-

proach

Relahonshlp to Prévious Research
These results are c0n51stent w1th other research

for teachmg algebra When breakmg
posttest sections by the wdeodlsc—based;test and
basal-based test, the Kitz and Thorpe videodise group
scored twice as high as the control grodp.on the
videodisc test (adjusted means of 24.26 yersus 11.13,
with p<01): For this study, the wdeo .
scored 94% higher on the Vlde.dlSC‘baSEd test again

_‘about double On the basal-based test, scores were

closer in both studies. Tri Kitz and Thorpe, the
v1deod15c group scored 40% }ugher than the basal
group (adjusted ‘means of 18:61 versus ].3 32, Wwith
p<.01). Fe this stidy, I:he eor.hsc group scored
14% hlgher on the basaI based test ‘

“: Group N

-§cores’. .scofe

Mann- Mann-

Mean of - Median Standard Whltney Whltney T vaiue Ttest
devxation W va!ue

P value. ' . p value",‘- -

Videodisc
..group on
,basal e o
,subtest 13 ....62.5 70

_‘,‘Basat
_‘group on
" basal

17.8

Y L A

185.5 - 0:3841 ~1.05 03

Fitd

subtest - 12 1546 49

- ;'Vl'd‘eodgsc

.13 v 77.8 B4 18
‘Basal

group on
videodisc
subtest 12 32.5

40.1 21

19.9

2315 0.0007 481 0
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Table 6 Cross-matched. Compansons of Subtest Scnres

‘Group
T scores

SCOI‘E

N 'Mean of ''Median | "§tandafd Whitney ~‘Whitney T value T-test ="'

“Mann- Mann-' T

p value p value

"y

Videodisc ' C

group on - '
+ videodisc -
‘subtest - 13

.-Basal ]
group on
basal
54.6 45

dev;at:on anlue
77.8 B4 - 18

19.9

2155  0.0123 3.06 0.0057

subtest 12

“Videodise
“'group 'on‘ o
basai P T
"“"‘-subtest el 3 625 - 70O
: Basai

. group on

. videodisc
40.1

+17.8

32.5 21

218 0.0083  2.87°%

subtest 12

Results from Moore and Carru.ne (1989) were ex-
pected to be closer, since both control and treatment
groups . fo]lowed a teachmg sequence in fine w1th
Good and Grouws', (1979) recommendatmns On
the posttest the v1deochsc students scored 24% hlgher
than the basal group, but that difference dropped to
8% on the maintenance test.

The results of Kelly et al. (1986} also were similar.
They showed the videodisc group scoring 20% l'ugher

on g posttest designed by the researcher and 34%
higher on a maintenance test. The greater mcrease‘ ‘

on the fainhtenance test repgrted by Kelly et al. is

more in line with the Kitz and Thorpe’s followup.

results showing their videodisc students did better
in the next semester math class.

In comparing within ability groups, Hasselbring
et al. (1987-88) showed results that were similar to
this study’s. 'Among high achievers, the gains were
18.4% for videodisc group, 15.3% for the overhead
group, and 2.2% for the control group. Among
average achieving students, the gains were 26% for
the video group,.25% for the overhead group, and

9% for the control group. The Hasselbring et al.

study follows the pattern of much greater gains for

. students taught with Core Concepts materials. Like

this study, Hasselbring et al. found slightly lower

gains among the high achieving students. The

Hasselbring et al. study in general involved higher
ability students than the subjects of this study.
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[ Py
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student and teacher attltudes toward the Core ( rt-
cepts matenals this study also was con515tent with
other studies in that students and teachers generaﬂy
showed. a. preference for the videodisc materials,
and that there seemed to be motivational and behav-
ioral gains along with test performance gains. Like
this study, Miller and Cooke (1989), Moore and
Carnine (1989}, and Peterson et al. (1988} showed

. very positive responses from students and teachers

to the v1de0d15c rnatenals

Summary oo
Again, none of these studies md1v1dua]ly can be
considered conclusive or generalizeable to the over-
all U.S. populahon but their general pattern shows
clear evidence in favor of the videodisc materials.
Core Concepts programs have shown stre:ngths in
achieving performance gains as well as attitudinal
gains among students, and have beeri shown to
achieve gains with both low- and high-ability stu-
dents. These materials may be espec:ally useful to
special educators who lack math or $cierice exper-
tise. They alsoshow promise for use in the difficult
situation of teaching classrooms where there isa
wide variation in student abilities. Given the consis-
tently positive results associated with the Core Con-
cepts materials, they merit attention from school
leaders involved in selecting curricular materials.
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| Why Alex Can’t Wnte' L
The Emematmnal Perspechve

Natalie Kramer
Department of Labor, Washmgton D.C.

Author's riote: I work for the Department of Labor in Washmgton DC ns an econonist.: M i ﬁeld is -
. statistical research in the area of compensation and entplo ee benefits. Aslsa y in the essay, Iwasborn
- and raised in Russin (Saint Petersburg, formerly Leningrad). I came to America at the age of -
'seventeen The differences in empliasis in American education as compnred with education the way -
I had experzenced it in Russia alwdys interested me. However, it was more of an acadeniic interest = -
- until I iad my own child and had to make decisions about his education. Seeing direct instruction and-~ -
- the so-called child-centered education both in action at the same time nt the same school brought my

apposztzon to the Iatter mto facus

-H_hls is not a sequel to “Why Iohnny can’t read,”
although it could well be. Alex is my son. He is
teni-years old. By a funny twist of fate, he can read
and wﬂte well in three languages, but...let me back
up some. °

I'am a naturalized Amencan I immigrated w1th
my famlly from Russia in the late seventies at the age
of seventeeri. I had just recently graduated from
high school in Leningrad, where we studied (no
options given) advanced calculus and trigonometry
along with several years of phiysics, chemistry, ge-
ography, biology, liberal arts and social sciences.
Most of us enjoyed school even if at times we found
it too demanding. To this day, many of the things I
learned in school remain a source of valuable refer-
ence o me.

Almost as soon as I came to Washmgton [heard -

from recent immigrants with children that schools

e “a problem” in this land of opportunity. I had
heard stories about Jewish parents enrolling their
children in Catholic schools because math instruc-
tion was “alittle better” there, parents tutoring their
children at home because the school is “hopeless,”
and one couple even campifig out at night with their
raskladushki (the Russian word for “fold-out beds”)
so they could enroll their children in an alternative
public school. SinceI was only seventeen, the matter
was of no immediate corncern to me and I decided
that I would cross the bridge when I came to it. 1
started college. I took a geometry course as an
elective in my sophomore year. It happened tohave
been a required course for education majors who, in
a few months’ time, would become elementary school
teachers. I was immediately struck by the fact that
these students’ knowledge of geomelry was roughly

50 E 'EPFECHVE Scuoor PracTices, 15(4), Favl, 1996

equivalent to that of my weaker classmates mRussm
in fifth or sixth grade. A frightening thought crossed
my mind-will these people teach my children in
eIementary school?

When the time came for my son Alex to start
kindergarten, I did my homework. I talked to many
parents, some teachers, some children and. -many
adults who had gorie through different educational
systems. With the only connection to the. French -
speaking world being my double major in French
language and literature, I enrolled Alex at the French
School in a Washington suburb, Many; doubts re-
mained in my and my husband’s minds and many
questions came to us-from others: Why French7
Don't you want him to be American?” “Don’t you
realize that a non-French child cannot do We]l ina
French school?” My reply was always the same: 1
liked serious systematic instruction and I was more
likely to find it in a French. than in an American
school, not to mention the beneflt of an additional
foreign language learned at an early age,

At the French school Alex spent his kindergarten
year learning French in a special class for non-native
speakers along with the basics of letter formahon
and a whole slew of social, academic and motor
skllls I was pleased with how well the program was
structured, how precisely it was carried out, ,how the
teacher always seemed to have mastered the meth-
odology and the sequence of instruction. In first
grade theinstruction in reading and writing in French
began (in English these would not begin until sec-
ond grade). Alex, thirteen months after having
uttered his first word in French, found himself in the
top reading group. Some children who spoke only
French were placed in the lower two. The parent



who had predlc:ted that my non-French chlld could
never do well in this school acted a bit annoyed, but
by then my skin had started thickening. The method
used to teach the children reading was called the
senu-global akind of combination of limited “look-
say” and phonics. There was some whole word
recognition initially with growing emphasis on let-
ter-sound correspondence and rules of spelling later
orvin the year. By the end of the year the children
could read short books independently, spell:many

commonly used words. and write short sentences.

correctly-with proper.capitalization and. punctua-
tion. All of the instruction: was sequenced, with the
teachersatany point in time knowing what they had

to teach, how:to-teach it,.the precise amount of

repetition required foreach skill, the precise ratios

of time spent-on the various types of skill training, -

and the precise manner in which to deliver the drills.
Students:who did not do well received additional
reinforcement in smaller groups, often with the help
of volunteer moms.. Alex proudly finished first
grade at‘the top of his. class, eagerly awaiting the
same opportunity to begin reading and writing in
English, the language he spoke the best of all three.

In the summer I ignored all the warnings not to
teachr a'child to read in two languages at the same
timeand yielded to Alex’s pleas'to teach him to read
mEnghsh Imodeled my teaching on the instruction
Alexhad received in his French class. We did a little
“look-say” using Dr. Seuss. 1 then explained the
rules on consonant blends and the long vowels.: In
three-weeks’ time Alex was reading independently
and has been an excellent reader since. His English
teacher used him as an example of good reading,
correct pronunciation and intonation.

However, things did not go as smoothly when
Alex entered sécond grade and the instruction in
written English began. There was no instruction in
writing the way I'knew it. There were some feeble
attempts to teach spelling using ditto sheets with
columns of hand-written words given out-of con-
text. No drills or practice in spelling followed the
distribution of these sheets. There were no text-
books or workbooks for writing. The children had
fun discussions on various topics picked by the
teacher. The topics included Egyptian mummies
with many details of the process of mummification
which notevery adult would want to learn. Whales
were next, followed by dinosaurs. Arts.and crafts
were commonplace in the English classroom; birth-
day celebrations with cookies and juice took place
during class time. At .the same time the children
came home with writing assignments that they were
expected to complete independently. Alex would
come tome with ablank pageand ask me towrite the

‘essays and-the b_ook reports because he had no idea

where to begin. Being a firm believer in the child’s

resp0n51b111ty to complete assigned homework in-
dependently, I first tried totell Alex to do hisassign-
ments on his own., When I realized that all he did
was sit over a blank page dousing it heavily in tears,
I tried to help. We tried to put his ideas in writing.
He didn’t know how: to-spell'most of the words he
wanted to use or how to build asentence.: His
writing was for the most part unintelligible and no
one could tell. what he wanted; to'say-if he hadn't

explained his ideas orally. These assigrunents were
collected by the teacher and net returned imtl the

- end of term:. No correction or explanation of errors
ever took place.Alex soon developed a true aver-
sion to writing in English which- he has yet to fully

overcoine.at age ten. . .

- Ibegan reading about mstruchon in read.mg and
writing and realized that the type of instruction, if
you may call it that, that my son was receiving was
notinconsistent with the “whole lang'uage approach
wherein there is no direct instruction in the basic
blocks of writing; rather, it is learned “holistically”
through. practice. What I found quite mterestlng
was that, although the whole la.nguage approach
had only recently begun gaining popularity on a
large scale, the teachers wereé not even vaguely fa-
miliar with the concepts that were at the base of
education the way we had experienced it as chil-
dren. In one of the discussions I had with my sen's
English teacher I explained that the completion of
essays that she assigned required skills in sentence
structure that he had not learned in class. The
teacher smiled and suggested that Alex sit down at
home by himself and “write some sentences.” Half
way through my attempt to explain that eight-year-
olds should not have to-teach themselves at home
what the teacher should teach them in class, I real-
ized that the teacher simply didn’t understand what
I meant. WhatT meant was that instead of conduet-

ing studies of owl pellets (don’t inhale, you will

sneeze!) I expected her to deliver systematic instruc-
tion in syntax and other areas to my child in class.
We were simply speaking different languages. My
attempts to reason with the other English teachers in
the school were just as unsuccessful. When I pro-
tested assigriments of large creative writing projects,
saying that the children’s spelling was still so defi-
cient that they would be better served by leamning
some spelling basics first, I was told that “we caninot
wait until Alex can spell every word in the English
language before allowing him to write creatively.”
When I asked about the sequencing of curricular
content-or, in lay langua ge, lesson plans-I was told
that no such thing exists because every year stu-
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dents show- d1fferent degrees of prof1c1ency in. En— ;
glish: and- it would: be. impossible'to ‘create a. stan-f

dardized curriculumto suitall'of their needs ‘When :
I rephed that the way they had'it, no’one’s needs
Were bemg met and second graders:were writing
“gowing” and-“dooing” and no one bothered:to.
_ correct them, I;hey told: me that they “will learn'by
domg and: anyway “it’s not like they are putting a
“in there.”
a curnculum and-methodology developed and: sed

queticed.in advance; one of the teachérs reacted inr: - wes
anexaggerated disbelief: “What? We would haveto: e
know: iniadvance:what to-teach?. What dbout-spons=:

taneity? - Don’t, you-think it would be bo- o~rmg7" -
Shezctually sang thelast word while serunching her
nose and:sticking her’tongue half way:out: T don’t

believeTcould be blamed for feeling helpless, espe--

cially.in view of the fact that this conversation-took .
placeliterallynext deor to a classroom:. in: which: a
Frenchrtedcher was'at that precise moment deliver-
ing‘a:lesson using the' methodology 50: derrded by
thies ”progresswe Enghsh teacher.: « -+
-nWhat-is ‘alsorvery. frustratlng 7is that for: every
criticism ‘or -argument coming from a parent;there'
are d'nuiber of elaborately crafted exclises forwhy.
the'children: can‘t-write.- :English 1 is the'second lan-
guage“at: the ‘school; all children learmn dlfferently,
they:: only ‘have four:hours to study Enghsh ‘the-
classes-are too-large. The list-goes on and on: ‘The
+ truthig the ¢hildren often are simply riot: instructed .
in the' ¢rucialareas’ ofwrltmg and when they are, the'
methods are ineffective. Bﬂmguahsm is.an-asset to -
miost children, niét-a hindrance, ‘As soon as I began
tutoring Alex at-home, things fell “miraculously”
intoplace. However; in order for him'to learnnot to -
write run-on sentences we had to do a few exercises
from-a “Back toBasics” workbook devoted 5pec1f1~
cally to that topic.' The teacher's comment in his
report card “still writes inl run-orsentences” dlsap-
pearedijustas soor. T have followed simple step-by-
step exercises in “Back to Basxcs and “Instructional
Fair” workbooks with very adequate results. - The
standard response from the teacher is that Alexdoes
better with lots'of individual attention. The truth is
Alex does just finej ir a large class if he is- properly
instructed. : The teacher simply. Had not done the
kind of work I do with Alex at home. She does riot
see any benefit in direct instructionvin isolated skills

and prefers talking about’ lunar echpses and: pre51~ :

dential elections in class. ‘

I realize that:-“learn by doing” is an attractive
idea, Nomethodology need be developed, norigor-
ous teacher training is necessary, no oneis criticized
and teachers are free of responsrblhty to attain re-
sults, because * every child is unique and will learn"
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“When Itried to explain the benefits of . :
Enghsh—

“at hls owWn pace.’l- rNo éne would disagree with this-
- ideaif itwerenot. for thecompelling evidence that it
_ su:nply ‘does not deliver:good.: results..

My -sort's:

schiodl is'a-good example of a simultaneous use of-

" diréct instruction- arid -non-sequenced -whole lan-;
- Buage- style approach. After years of child-centered -
2 own-pace” humane instruction in Eniglish, the chil-
: :dren come out with a very inadequate grasp of basic -

grammar and spellmg ‘Many of them refuse to have
speakmg pen pals because they: sense how.
thelr Wwriting is in comparison with their'writ-.
French. Some have been known todetlare'to -
- their arents that they afe “useless”when it'comes"
.to -writing 'in. English. Seme children,.even:some:

_with Enghsh speaking parents, decide that because"
. of: the1r deficient skills in English:they cannot.go'to:

an: Enghsh—speakmg university and choose:instead:

to ;go.toa-university in France: What: fhey dont.

realize;; perhaps is that they are not.that different-

from ‘many; if not most American children; except:

that: I;hey -have a good foundation:inFrench:and
otherareas, something Americari childrenoftendon’t

have: I'temember:being surprised-in college:when:
informed: that L'was exempt: fromrone of :the two"

required coiirses in English because Fhad gotten'an

“A”in English 101. Icould scarcely:speak Englishat:

the time and in Englisk 101, the basic composition.
coiirse, had relied enitirely orthe skills Thad learried:
in‘my ‘Russian school, where English was taught.as .
a forelgn language twice a week..I:couldn’t under--
stand at thie time why so many freshmen who'spoke'
nothing:but English had to take a:remedial class:

before: they were-even allowed to take Eng].lsh 101.

. In'my child’'s French school the students aresub-.

jected to a rigorous course of well sequencedin-

struction with: high expectations of performance. -

These: expectanons are derived from centuries of
observatlon ofhow children learn .and prec1se1y at

‘what age they can be expected to attain the various
' _levels of:skill. The methodology which helps chil-
‘dren meet these expectations has also emerged

through centuries of fine-tuning and careful experi-
mentation and research. The results are quite im-
pressive At age ten, my child knows more about
geometry than did the twenty-year-old education
majors who played such a pivotal role ini the choice
of school for him: He can write and spell in French

better 'than most of my American-born colledgues

with: masters degrees can in English. In history,
geography and science, he has-studied things that
most American children dony't learnuntilhigh school,
if thert. The curriculum he is following is the same as
that which any child in any public school in France
would follow. Yes, the children do have weekly
dictations and memory writing, and they must re-



write every misspelled word five times. : They do:
memorize multiplication tables (yes, fote) and learn-

the mechanics. of number division with no.calcula-
tors. Rote memorization is:not a large part of their

learning, but:it is there; it is-done at pre-planned
intervals. in pre-planned amounts, mixed into the
[ have not seen any signs.of

non-rote learning. .
suffermg or boredom on the part of my child; he
simply accepts the necessity to memorize certain
things and ‘enjoys it when he sees how consistent
work helps him'master a new skill or accomphsh a
new: task. Thisis a great way to boost self-esteem.
The hab1ts he. acquires at school are ev1dent in sports
as-well.. He approaches basketball as a set of skills
that-must be' learned one by one through practlce
and-repetition:before he can combine them. " Drib-

bling is.different from lay upsand he practices them

separately until he is satisfied. Being chosen to play
inadecisive quarter is his reward no need to plle on
the*pralse AR

~Learning about Zlg Engelmann s work on D1rect

Instruiction and about Project Follow Throughwasa.
welcome experience for me. Ithasreaffirmed forme-

that my arguments in favor of effective instruction

methods: are echoed across the country and in the

acaderruc community. It is an amazing paradox to
me‘tha_t teachers and researchers need to defend the
merits:of instruction with good materials, proper
. teacher training and sequencing of curricular con-
tent. Direct instruction has been the only way chil-
dren have been instructed for centuries all over the
world.- If you approached a French (or a Russian or
most other) teacher and told him or her to teach
without a textbook or lesson plans, he or she' would
likely think you are not well. What I have seen
termed as direct instruction is, to us, merely profes-
sional teaching; we simply don’t consider anything
else . to be instruction. We attack most 1mportant
complex tasks in life directly in order to maximize
the effectivenessof the efforts weexpend. It wouldn’t

occur to anyone to bring a child to-a pediatrician and
seekindirectmedical attention; why would anyone
want indirect instruction? How did such a simple
idea-get lost? -Why are we falling for unproved,
harmful fads while ignoring the overwhelming evi-
dence that the solid “old fashioned” instruction is
effective and, evenif it needs fine-tuning and adjust-

- ment, it shouldn’t-be thrown ‘outall together? -

; While Ihave always said thatT resenthavmg todo
the Enghsh teachers’ work at home with Alex, I can’t
help enjoyirig it. Mothers invariably encouriter re-
sistance when they also try to be teachers to their
children.” But for every argument and for every
negotiation session there is a subtle reward. Tcan't
help but'think that these rewards are just pay back’
for me against the teachers who could enjoy them,
but have left.them to me instead. ]ust the other day

© Alex said again that he wants to take Spanishiin sixth’

grade. 1 replied, as I always have, that he.should
concentrate on the languages. thathe already speaks,
after all, his devoted and enthusiastic Russian teacher-
gives them lots of work (with excellent results, I
might add, and only two-and- a-half hours of in-
striction a week). Alex protested he said that he:
learned in his geography class that if he knew Rus-~
sian, English, French, and Spanish, he could spea.k
and write to people almost all over the w0r1d He.
held his arms out, hugging the. Jmagma.ry globe.
Then he paused for a second and added: “Remem-
ber that expression in the yellow workbook? I guess.
that that’s what they mean when they say ’the WOrld
is your oyster”.”

Thope my experience is an inspiration to parents
and educators to continue their fight te bring our
children effective instruction and high standards in
education.

Author Note:
Special thanks to Mary Kay Rieg for her valuable editorial
comments :
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'CONTRIBUTOR’S GUIDELINES " . |

. Effective School Practices provides practitioners
and decision-makers with the latest research and de-
velopment news on effective teaching tools and prac-
tices. .. The }oumal emphasizes practical knowledge
and products that have proven superior through sci-
entific testing. Readers are invited to contribute to
several different columns and departments that will

appear regu]a.rly

FROM THE FIELD Submit letters descnbmg you.r
thrills and frustratlons problems and successes, and

L

soon. A number of experts are available who may be ‘

able to offer helpful solutions and recommendahons
to persons seekmg advice.

NEWS:. : Report news of interest to- ADI's membersl-up

SUCCESS STORIES: Send your stories about suc-
cessful instriiction. 'Ihese can be short, anecclotal

PERSPECTIVE Submit critiques and perspectwe
essays about a theme of current interest, such as:
school restructuring, the ungraded classroom, coop-
erative learning,. site-based management, learning’
styles, heterogeneous groupmg, Regular Ed Irutlatlve
and the law, and 50 on,

RESEARCH STU'DIES Presentdata from your class-
room or.the results of scientific research. -The data
should guide other practitioners and decision-makers
in evaluating alternative options for school reform.

TRANSLATING RESEARCH INTO PRACTICE
Integrate a larger body of empirical research into a
defined practice that can be implemented in schools.

BOOK NOTES Rev1ew a book of mterest to mam—
bers o '

NEW PRODUCT S Descrlp tlons of new products that :
are available will be featured. Send the descnptton )
with a sample of the product or a research report.

Vahclatmg its effectiveness. Space willbe: gwen only to

‘products that have’ been fleld-tested and empmca]ly_

vahdated _
LIST OF DEMONSTRATION SITES We w15h to

* maintain an on-going list of scheol sites with éxems!

plar"y 'i.mplementations and j.II‘LPl'éSSiVé student’ out-..

,,,,,

AL R I

o ' mented and ¢ontdct mformahon so I'.hat vmltahons:
plECES - A LR

may be arranged.

TIPS FOR TEACHERS Practical, short products that-
ateacher can copy and use 1.mmed1ate1y This nughtbe .
advice for solving a spec1f1c but pervasive problem,

data-keeping form, asingle format that would success-
fully teach something meaningful and impress teach-
ers with the efféctiveneéss and: clevemess of D1rect '
Instruction. ' — s Rt

MANUSCRIPT PREPARATION:

Authors should prépare manuscripts according to the

third revised edition of the Publication Marnual of the
American Psychological Association, published in 1983.
Copies may be ordered from: Order Department
American Psychological Association ’
1200 Sevenith St., N.W.
Washington, DC 20036
Send an electronic copy, if possible, with a hardcopy of
the manuscnpt Indicate the name of the word-pro-
cessmg program you use. Save drawings and figures
in separate files. Electronic copy should replace text
that is underlined accordmg to the APA format, with
italic text. :

INustrations and Figures: Please send drawings or
figures in a camera-ready form, even though you may
also include them in electronic form.
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Completed manuscripts should be sent to:

"~ Bonnie Grossen, Ph.D.

Editor, Effective School Practices

PO Box 10252
Eugene, OR 97440 _

Acknowledgement of receipt of the manuscript will be
sent by mail. Articles are initially screened by the
editor for content appropriateness. Then sent out for
review by peers in the field. These reviewers may

' recommiernid acceptance as is, revision without further

review, revision with a subsequent review, or rejec-
tion. The author is usually notified about the status of

the article within a 6- to 8-week period. If the article is

published, the author will receive five complimentary
copies of the issue in which his or her article appears.



AD[ MATERIALS. PRICE LIST ..

. ) . ) o . i : b -\.- ] I
Theory OfInstructian'(IQQI)‘; SRR R _ B e I ,’ I |
by Siegfried Engelmann & Douglas Carnine I ‘
Membership Price: $32.00 ~ List Price: .‘1540'.00| ' o
' : ' . R b ‘
- The Sureﬁre Way to Bei‘ter Spellmg (1 1993) e
by Robert C. Dixon o ‘ ]
Membersh1p Pnce $8 FEI . I' + ListPrice: $12. 00 o | HTNEEEA]
Teach Your Ch:ld to Read’ in 100 Easy Lessans (1983) | | ‘ -
by Slegfned Engelmann, Phyllis Haddox, &: Elaine Bruner o o
Membersh:lp Pnce $14.95 ' | LlstPr_lce $_17 95l i . i % : L |_:| Ll U
TeacherMomtanngPragram (1992) . .. ' SRR o |
by Colin Bird, Elizabeth Fitzgerald, &Marga.ret Fxtzgerald [ o ‘ ST R
Membersh:lp Price: $15.00 - .. _'}I_ LlstPnce $15.00 BN SR
Structzmng Classraams for Academrc Succcss { 1983) : : : ‘ |
byStan Paine, J. Radicchi, L; : Rosellini, L. Deutchman, & C: Darch S e R
Members]-up Price: $11.00 ' ~ List Pnce $14.00 '
WarAgamst the Schools’ Acddemzc Chzld Abuse (1992) = |1 H o
by Siegfried Enge]mann C e :
- Membership Price: $14.95° - B - List Price: $17.95- ' .-. . e
T o : S RN
_‘Tumm‘ég Our School Around: Seven Commonsense ‘
Steps to SchaaIImpravement (1995) : ! . - IRERN
by Phyllis Anderson Wilken T co s I
Membership Price: $15.95 ‘ List Price: $19.95 ‘
5 L | 5 Lo S Subtotal | Il i 111
FPostage & Hardling: If your order is: P& His !
T $0.0040 $20.99 $400
-, $21.00te $40.99 $5.50 .- I : Tl
| 1 sd100twse099. . .s7o0 | i b
$61.00 to $80.99 $8.50
" $81.00 or muore $10.00 P&EH
o R R [ e
‘ Q_utsiaJe the continental LLS,, add 83 n_la:jle ' | !
- . . ADI I\Je-mbershtp Dues _
" Check enclosed. [] (Make checksl pay_able 10 Association for Direct Instructlon ) I | TR
Bill my credit card.[]  Circleone:” | VISA' Mastercard L Total _° | '
Nesber - 000 0000 0000 0000 (U5 Funde)
EXPlrahon date: ‘ Ol : 3 S 1 ; ” T
' » : o Send to:
: ‘__‘S,_lg_nature: ; - ‘ ! _ i
o o i : A A |
Name (please print): — : 1 PO ﬁox O’Zgi
Address: | Eugene, OR
' cl ‘ ' P N LI
N T T 9744 |
You may also phone in your order with VISA or Mastercard:
, 1-800-995-2464
. o ‘ f [ T
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Join alocal ADI chapter

The persons below are organizing local ADI chapters. They plan to form local support groups and to sponsor
local workshops, discussion groups, and newsletters. Contact the person nearest you for more information on
local chapters. If your name is not on the list and you would like to forma local chapter, contact AD], PO 10252,

Eugene, OR 97440 or call (503) 485-1293.

Carolyn Hamlet

1422 S. 13th St.
Phildelphia, PA 19147
Fax: 215-551-9790

‘Susan Kandell
212 5. Woodhams St.
Plainwell, MI 49080-1753

Kathleen Schaefer
2668 Tareyton Cr.
Stoughton, W1 53589

Patti Clark
Phoenix Academy
11032 Oak St.
Omaha, NE 68144

Paut Koeltzow
10318 Fern Dale Rd.
Dallas, TX 75238
214-341-5373

Diana Morgan/Thaddeus Lott
Wesley Elementary

800 Dillard St

Houston, TX 77091

Ardena Harris
5309 Vineyard Lane
Flushing, MI 48433

2 g © 9

Clack Walker'

1300 West 100700
Fiu Green.UT 84632

" Ken Traupman

248 Nutmeg St.
San Diego, CA 92103

Anna Mae Gazo
3027 Ellen Cr.
Marina, CA 93933

Cathy Watkins
1956 La.Linda Ct.
Turlock, CA 95380

cwatkins @koko.csustan.edu

Ursula Garrett
PO Box 241, Apt 169
Kahuku, Hawaii 96731

Chuck Main
PO Box 8

Silverdale, WA 98303

Betty Williams
Dept. of Special Education -
AD Box 25

g B n o &

_ Gonzaga University

Spokane, WA 99258 .

Babette Engel

-+ 343 Dungeness Meadows
'Sequimn, WA 98382

Helen Munsbn, Tricia Wa.ls}"l.-. 5
Caughlan LT
1603 NW 41st Circle .

" Camas, WA 98607

Larry Chamberlain. . .-
1063 Stelly's X Road, RR 1

. Brentwood Bay, BC

V8M 1HS

Chuck Baxter
1085 Taugh
Ithaca, NY 14850
(607) 272-7957

.. ADI Toronto-Chapter

PO Box 45123
2842 Young St.
Toronto, Ontario
M4P 3E3

2 & © 9&

WHILE YOU'RE SURFING THE NET...

Check out the New Web Page; of the National Center to Improve the Tools of Educators (hitp://darkwing.uoregon.edu/~ncitef). Find
valuable documents, research Syntheses and information on free math workshops.
We now have TWO Email Lists: one for discussion and announcements {effschprac), another for announcements only (adinews}.

To subscribe to the discussion and announcements list, send the following message from your email accounk: '

To: Mailserv@oreion.uoregon.edu '

Message: Subscribe effschprac’ - _

{Don’t add Please or any other words to your message. It will only cause errors. Mailserv is a computer, not a person. No one reads
your subscription request.) ‘ _ ‘

By subscribing to the EFFSCHPRAC list, you will be able participate in discussions of topics of interest to ADI members. You will
automatically receive in your email box all messages that are sent to the list. You can also send your news and views out to the list
subscribers, like this: o a o )

To: Effschprac@oregon.uoregon.edu

Subject: Whatever describes your fopic.

Message: Whalever you-want fo sny.

To subscribe to the announcements only list (adinews), send from your email account the following message:

To: majordomo@lists.ucregon.edu

Message: subscribe adinews .

On this list, you will receive announcements only, such as news of upcoming TV specials on DI, announcements from employers
seeking persons with DI teaching skills and from those with DI teaching skills seeking jobs, and other news flashes.
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' Public

[ : | {

School's Out; The Catastrophe in |
ducation and What 'We Cari| Do
About It (1993) by Andrew Nikiforuk.

ISBN: 0-921912-48-X

| Price:'$19.95 from Macfarlane Wialter & Riss
|

37A Hazelton Avenue
Toronto, CA M5R 2E3

- Ask for %t at your local bookstm'e.l

Recommended Resources
‘ | | |

(I‘I
ill !

L el

If Learning Is So Natuyal, Why Am I
Going To School? (19di4|; by Andrew
Nikiforuk.

Price: $16.99 from Penguin

ISBN: 0-14-02.4264-3 J I
Ask for it at your local bookstore.

(I‘I

Beginning to Read: Thinkin
3 Learniﬂg About Print (1990} by Marilyn

i Price:

and

Jager Adams (A sumimary by the Center on:
Reading). ‘
73750 o
Mail orders to:  Center for the Study of Reading
‘ - University of Hlinois
51 Gerty Cr.
Champaign, IL 6LI 820
|

Becoming a Nation of Readers (1985)
The Report of the Commisbion on Reading.
Price: $7.50 !

Mail orders to: Center for the Study of Reading
University| pf THinois i
51 GertyICr.

Champaign, IL 61820

L !I

' Direet Instruction Reading (Revised, |

1990)
by Douglas Carnine, Terry Silbert, & Ed

- Kameenui. ; |
Frice: $40.00 |

Order from: MacMillan Fublishing
. 1-800-257-3755
1 ISBN: 0-675-21014-5

Direct Instruction Mafthematics (Revised!
1990) by Jerry Sitbert, Dduglas Carnine, & Marcy
Stein.
Price: 340.00 | I
Order from: MacMillan é’uLlishing '
1-800-257-5753
ISBN: O-675-|fl'1208—1

Antispcial Behavior in Schpols: |
Strategies and Best Practices (1995} by
Hill Walker, Geoff Colvin, & Elizabeth

, Ramsey,, | I
Price:' $28.70 ‘ '

Order from: Brooks/Cole Publishing Co.
1-408-373-0728 (ext [37)
[ Fax: 1-408-375L6414
Email:
adrienne_carter @brookscole.com

- (Complimentary copies sent for rgview fory

collegt course. Send request on letierhead.) -

Interventions for Achiijvement and i
Bchavior Problems (1981) by 74 contributors,
edited by Gary Stoner, Mark Shinn, & Hill
Walker. ‘[
Price: $52.00 !
Order from:
National Association .of School Psychologists
8455 Colesviile Roaq.|$uite 1000 i
Silver Spring, MD
ISBN: 0-932955-13-0

"

| Price: 517.95

'Failing Grades (Video) and 'Annotated

Bibliography (1993) featuring Joe Freedran,
M.D. & Mark Hoimes, Ph.[n. :
o

Society for Advancing Research

c/o VICOM Limited

I 11603-165 Street | b
Edmonton, Albérta '
CANADA T3M 321

Order }'rom:

Higher Order Thinking: Dtlsli‘l;m'ng Curriculum fof

Mainstreamed Students (12392} edited by Douglas Camine

and Edward J. Kameenui.
Price: $24.00 (prepaid 0rders|r}‘ stage-free) f
Order #5199 from: PRO-E
8700 Shoal Creek Boulevard '
AustiT.|"p"X 78758-5965 i
FAX:|512-45]1-8542
ISBN 0-89079-557-6

‘i‘l
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