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The Amazing Success Stories Go On...

(and so do the myths)

i Amazing stories of success with DI

i continue to mount. And behind each
of those stories are amazing people

i who have demonstrated again and
again the amazing power of Direct

i Instruction when it is implemented
: with fidelity.

Some of the more amazing people

i 2005 conference. Amy Griffin's write-
i up of these awards details the accom-
plishments of those people. Two

i Excellence in Education awards went
to Kristi Cole, Principal of Humboldt
Park School in Milwaukee, Wisconsin,

Mt. Helix Academy in La Mesa, Cali-
i fornia. Two Wayne Carnine Student
i Improvement Awards went to Jaime

Rivera, a fifth grader from Huntington,
Kozloff help us to understand some of
i the confusion that exists about what

{ DI IS and what it IS NOT. Don
explains that the term “guided read-
ing” (a popular term in some reading

i circles today) is often used to refer to
practices that are very different from
what we do in DI. This does not mean
that we do not guide and monitor stu-
dents’ oral reading. We do, but we

¢ refer to our procedures as repeated
readings to specified levels of accuracy
© with Voyager. Guess which students did : and rate with corrective feedback. As
H i Don explains, the kind of guiding that
i we do (though not called “guiding”) 1S
EFFECTIVE, whereas the practices

! called “guided” often ARE NOT.

¢ New York, who made amazing progress
in reading and Phandoria Walls, a third
i grader from Baltimore, Maryland, who
achieved 3 years of growth in reading

i in asingle year. Both Jaime and Phan-
doria were fortunate to have teachers

i who delivered Corrective Reading and

i Reading Mastery the way they were
designed to be used. The Wesley

i Becker Research Award went to Clau-
dia Edmondson who compared the

i reading progress of students taught
with Corrective Reading to those taught

better! (Read Amy’s article to see.)

This issue also includes the success
i story of Cass Street School in Milwau-

i kee. Under the leadership of then-
principal Tim Howard, the eighth
graders showed amazing gains on all
five of the tests (reading, language

i arts, math, science, and social studies)
of the Wisconsin Knowledge and Con-
cepts Test. Corrective Reading, Reading
Mastery V and VI, Connecting Math Con-

i cepts, and Corrective Mathematics pro-

i were honored at the awards banquet at :

 the Association for Direct Instruction's ; 918 Were used.

With all of this success with Corrective
Reading, it is no wonder that lots of

i people are trying to learn how to use
the program. Kerry Hempenstall, in
this issue, details his experiences in

¢ and Barbara Moulaison, Director of the teaching parents how to use Corrective
i Reading as well as other DI reading

i programs with maximal effectiveness.

Articles by Don Crawford and Martin

I -‘

i Martin clears up a lot of confusion by
i juxtaposing DI practices that ARE !
i EFFECTIVE and other popular prac- :
tices that ARE NOT EFFECTIVE. :
He explains, for example, what “sys-
i tematic” teaching really is and what
it is not. And he explains what

i “explicit” teaching really is and is
i not. Martin’s article exposes several ‘
: of the myths that have served to per-

: petuate NOT EFFECTIVE practices '
i in our schools. :

i In another article, Don Crawford and

Terry Dodds explain how effective DI
i practices can be applied to the teach-
ing of novels that are not contained ‘
' continued on page 3 :
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Contribute to DI News:

DI News provides practitioners, ADI members, the DI community, and those new
i to DI, with stories of successful implementations of DI, reports of ADI awards,
i tips regarding the effective delivery of DI, articles focused on particular types of
¢ instruction, reprints of articles on timely topics, and position papers that address
i current issues. The News’ focus is to provide newsworthy events that help us

i reach the goals of teaching children more effectively and efficiently and commu-
i nicating that a powerful technology for teaching exists but is not being utilized

i in most American schools. Readers are invited to contribute personal accounts of
¢ success as well as relevant topics deemed useful to the DI community. General

i areas of submission follow:

From the field: Submit letters describing your thrills and frustrations, prob-
i lems and successes, and so on. A number of experts are available who may be
i able to offer helpful solutions and recommendations to persons seeking advice.

News: Report news of interest to ADI’s members.

i Success stories: Send your stories about successful instruction. These can be
i short, anecdotal pieces.

! Perspectives: Submit critiques and perspective essays about a theme of current
i interest, such as: school restructuring, the ungraded classroom, cooperative :
i learning, site-based management, learning styles, heterogeneous grouping, Regu-
i lar Ed Initiative and the law, and so on. {

Book notes: Review a book of interest to members.

i New products: Descriptions of new products that are available are welcome.

i Send the description with a sample of the product or a research report validating
i its effectiveness. Space will be given only to products that have been field-

i tested and empirically validated.

i Tips for teachers: Practical, short products that a teacher can copy and use :
¢ immediately. This might be advice for solving a specific but pervasive problem, a i
i data-keeping form, a single format that would successfully teach something '
i meaningful and impress teachers with the effectiveness and cleverness of Direct
¢ Instruction.

Submission Format: Send an electronic copy with a hard copy of the manu- :
i script. Indicate the name of the word-processing program you use. Save drawings :
i and figures in separate files. Include an address and email address for each :
i author.

i llustrations and Figures: Please send drawings or figures in a camera-ready
¢ form, even though you may also include them in electronic form. H

Completed manuscripts should be sent to:

ADI Publications
P.O. Box 10252
Eugene, OR 97440

¢ Acknowledgement of receipt of the manuscript will be sent by email. Articles are ;
i initially screened by the editors for placement in the correct ADI publication. If
i appropriate, the article will be sent out for review by peers in the field. These
i reviewers may recommend acceptance as is, revision without further review, revi-
i sion with a subsequent review, or rejection. The author is usually notified about
i the status of the article within a 6- to 8-week period. If the article is published, :
i the author will receive five complimentary copies of the issue in which his or her
i article appears.
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Amazing stories...continued from page 1

within the Reading Mastery program.
They discuss the preteaching of facts
(or other forms of “prior knowledge™)

i As a result of our membership survey
that was conducted last January, one of
i the largest requests from the field was
for more research on DI to be gener-
ated. This resulted in the Board of

i Directors launching a Direct Instruc-

dedicates $50,000 over a 2-year period

i to fund research in the following prior-
i and/or (b) reports of results of using
i DIBELS with DI reading programs.

ity areas:

Identification of Critical Features

i of Effective Direct Instruction
Implementation. This area includes
i identification of successful implemen-
tations of Direct Instruction and sys-
tematic description of their common

i features. It may also include contrast-
ing these successful implementations
with less successful implementations.

Direct Instruction and Responsive-
ness to Intervention (RTI). This
area includes (a) description of a

¢ model or system for the use of Direct
Instruction in the context of an RTI
 approach to identification of students
i with learning disabilities and/or (b)
reports of results of using such a sys-

i tem of RT1 with DI.

Direct Instruction and Three-Tier
i Models of Reading Intervention.

i This area includes (a) description of
a model or system of using Direct
Instruction reading programs within

i a three-tier model of reading inter-

vention, especially those that include

! DI reading programs at multiple lev-

Direct Instruction News

i that enable readers to understand and
appreciate stories, the preteaching of

¢ vocabulary, the wording of inferential

questions that direct students’ atten-
! tion to important details, and other

BRYAN WICKMAN, Executive Director, Association for Direct Instruction

ADI News

i els and/or (b) reports of results of
i using Direct Instruction in a three-
: tier system.

Direct Instruction and DIBELS.

: This area includes (a) description of how : Dijrectors at their fall meeting. We will

: tion Research Initiative. This initiative | to integrate DI and DIBELS including

approaches to working with areas in

which the two are not well aligned

Effectiveness of DI Math Pro-
grams. This area includes empirical
i research on the effectiveness of Direct :
Instruction math programs and/or pro-
cedures to implement these programs
: effectively.

Other Topics. In addition to the pri-
orities listed above, ADI would enter-
tain research proposals on other topics
related to Direct Instruction.

The first round was announced to our
membership by email and also on the
DI listserv. (See page 6 for information
¢ on how to subscribe to the list if you

i important teaching practices that facil- :
i itate comprehension. :

I hope that your 2005-2006 school :
i year is off to a great start with DI! 42z

i are not already subscribed. It's free!)

i This call generated seven proposals,
four of which were invited to send in
full proposals for funding considera-
tion. These four are currently under
consideration by the review commit-
tee, which will make their recommen-
dation for funding to the Board of

i announce the recipients of these
i research grants in the spring issue,
i along with another call for proposals.

It is anticipated that the areas of inter-
est will remain the same, so start con-
sidering submitting a proposal of your
¢ own now and look for the announce-

i ment this April.

In other Association news there are :
i several staff changes taking effect. This

H . . issue of the News marks the last under
i Data-Based Case Studies. This area

includes descriptions of implementa-

i tion of Direct Instruction at a class-
room, school, or district level along
with data on student outcomes. Out-

i come data must include results from a
classroom, school, or district before
and during implementation of Direct
Instruction and results from other sim-
ilar classrooms, schools, or districts.

i Managing Editor Amy Griffin. Amy has
been with ADI for 4 and a half years
and not only handled the details of our
i two publications but also assisted at
several of our conferences and conven-
tions. Her coworkers, the trainers that
worked with her, and certainly the
membership that she came in contact

i with will miss Amy. We wish her the
BEST of everything she pursues.

Bookkeeper and Membership Services
Coordinator Erica Eden will be retiring
in January. After 9 years of service to :
: ADI she will be moving to Whidbey
Island in Washington and enjoying a
more relaxed pace. Erica has made a

huge contribution to our organization

i and her shoes will be hard to fill. 42z



The schools and organizations
listed below are institutional mem-
bers of the Association for Direct
Instruction. We appreciate their
continued support of quality edu-
cation for students.

Alameda USD
Alameda, California

Altar Valley School District #51
Tucson, Arizona

Arkansas School for the Blind
Little Rock, Arkansas

Baltimore Curriculum Project Inc.
Baltimore, Maryland

Basin School District
Idaho City, Idaho

Bend Elementary School District
Red Bluff, California

Berks County Intermediate Unit
Reading, Pennsylvania

Bethel School District #52
Eugene, Oregon

Big Lake Elementary
Big Lake, Alaska

Burlington Area School District
Burlington, Wisconsin

Cheyenne Mountain
Charter Academy
Colorado Springs, Colorado

Chipman Middle School
Alameda, California

Chrysler School
Modesto, California

Covington Independent Public
Schools
Covington, Kentucky

Culver Middle School
Culver, Oregon

Dreamcatcher Direct Instruction
Centers
Boulder, Colorado

Foundations for the Future Charter
Academy
Calgary, Alberta, Canada

Frank Elementary School
Kenosha, Wisconsin

Garden Homes School
Milwaukee, Wisconsin

Gering Public Schools
Gering, Nebraska

Glenn O. Swing School
Covington, Kentucky

Grayson County Middle School
Leitchfield, Kentucky

Great Western Academy
Columbus, Ohio

Hawthorn School District 73
\ernon Hills, Illinois

Hermiston School District 8R
Hermiston, Oregon

Hinsdale Community CSD 181
Hinsdale, Illinois

Houston Middle School
Big Lake, Alaska

Humboldt Park School
Milwaukee, Wisconsin

Imperial County Office
of Education
El Centro, California

Institute for Effective Education
San Diego, California

J/P Associates
Valley Stream, New York

James Irwin Charter Schools
Colorado Springs, Colorado

Lancaster—Lebanon Intermediate
Unit 13
Harrisburg, Pennsylvania

Laurel Nokomis School
Nokomis, Florida

Lincoln Elementary
Coquille, Oregon

Lincoln Middle School
Alameda, California

Lost River Elementary
Bowling Green, Kentucky

Martin Luther King Jr. Elementary
Huntsville, Alabama

McDonnell Elementary
Huntsville, Alabama

Millcreek TWP School District
Erie, Pennsylvania

Morningside Academy
Seattle, Washington

Mt. Pleasant Cottage School
UFSD
Pleasantville, New York

Mountain View Academy
Greeley, Colorado

Mountain Vista Community School
Colorado Springs, Colorado

North East 1ISD/Special Education
Department
San Antonio, Texas

Oakridge School District 76
Oakridge, Oregon

Orange County PS/ Educational
Leadership Center
Orlando, Florida

Palm Beach County School District
L oxahatchee, Florida

Randolph Elementary School
Chicago, Illinois

Rogers Middle School
Lawndale, California

Santa Maria JUHS
Santa Maria, California

SELPA, Monterey County
Salinas, California

SETRC/ C/O BTC (910A)
Buffalo, New York

Shelby County Board of Education/
Special Services Center
Alabaster, Alabama

Step by Step Academy
Columbus, Ohio

Sto-Rox School District
McKees Rocks, Pennsylvania

Sussex County Public Schools
Sussex, Virginia

Tuttle Elementary School
Sarasota, Florida

Wasilla Middle School
Wiasilla, Alaska

Wildwood Academy
Oakville, Ontario, Canada

Wood Middle School
Alameda, California
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i In the late 1970s, the Engelmann-

i Becker Corporation purchased a com-
i puter called an Alpha-Micro. It was

i quite a machine—at the time. It ran

: programs written in basic. You couldn’t
i individual’s salary had to go to the
i state and the feds every quarter.

actually go out and buy programs at
Office Depot, or from Microsoft, for

i that matter. The people who sold the
i computer also created and sold any

i software one might want or need.

That machine was clearly a new type

i of tool available to all, rather than just
i gigantic corporations. It was chock full
i of potential—largely unrealized then.
i There were strange conversations

: about that machine.

Us: “What can it do?”

Programmers: “What would you
like it to do?”

Us: “Tell us what it can do and
we’ll tell you what we want it to
do.”

Programmers: “It can do just
about anything.”

Us: “Let’s see it write some pas-
sages for Corrective Reading.”

© Well, it couldn't do that. It could make

i it easier—mechanically—to write pas-

i sages with a primitive word processor—
i a piece of software that turned our

i typewriters into useless junk. (Zig kept
his typewriter for a long time, but most
of us loved the new word processing.)

i Although a lot of writing did and does

i go on at the Engelmann-Becker Corpo-
! ration, the piece of software that was
more critical than the word processor

i was the one used for bookkeeping and
¢ accounting. That software program

Direct Instruction News

Computers Make Us Dumber
Than We Already Are

figuring out exactly how much of an

i The bookkeeping software didn’t

i make bookkeepers and accountants
i dumber because nothing changed with :
respect to which figures went into

i which categories. The software just
i did the calculations much quicker. No
i bookkeeper or accountant at the time
i was unable to do the calculations by

i hand. In fact, in the early years, | saw
i more than one case where an account- :
i ant would repeat by hand all the

i machine’s calculations, just to ensure

i that the machine hadn’t made any errors.

i Those were the days when computers
i weren't trusted much. It had some-

! thing to do with punch cards and

i chads and all that. Most of the time,
though, a computer error was a human
i error, but magnified hundreds or even
i thousands of times.

Even while there were problems with
i punch cards and strips of paper with
i punched holes in them and great big ~:
i 8” floppy disks that seemed capable of
i magnetizing and demagnetizing them- : have, or that even the NCTM mem-
i selves at random, visionaries were

i talking about how computers would

i one day be “smart.” Twenty-five years
i ago, there were plenty of people

i around who predicted that by now,

! artificial intelligence could, in fact,

i write passages for Corrective Reading.

! Those people knew a great deal about :
computers and the potential for

i miniaturization, but almost nothing
i about human psychology in general,
¢ and speech, in particular.

BOB DIXON

i Computers, in my view, haven't gotten
i much “smarter” (whatever that means :
i when you're talking about a machine),
i but without question, they have
encouraged people to get stupider.

i And stupider.

One obvious example is the way com-

i puting tool h Iculat d
i saved hundreds and hundreds of hours puting tools (such as calculators an

i every year and made it possible for
i people to focus a lot more on writing

i instructional programs and a lot less on ) bought something for $17.34 and paid

with a twenty-dollar bill. Now, doesn't  :
i $2.66 in change jump right up and bite i
i you on the nose? The young woman |
i who waited on me didn’t have a calcu-
! lator in her cash register, so she moved
! from where she was so that she could

i cash registers) have created a genera-
¢ tion or two of people who can't add and !
i subtract. Today—honestly, just today—

i use a stand-alone mechanical calcula-
i tor. Before she pulled the handle, |

i said, “$2.66.” She pulled the handle,
i looked at the answer, and then said,

i “Hey! How’d you do that!?”

i I was tempted to say something snotty,
i but the fact that this young woman :
i seemed unable to subtract without a

i tool, and seemed amazed that anyone
i could, wasn't her fault. Here’s the

i irony: The National Council of Teach-
i ers of Mathematics (NCTM) really,
sincerely, wanted to turn out students
i better at math than | am. They wanted
i this young woman to do a lot of mental :
i math. They wanted her to round off
i and estimate. They probably even H
i wanted her to do paper-and-pencil cal- :
culations quickly and accurately. They
i certainly wanted her to acquire a higher :

level of understanding of math than |

bers have (given that they didn't learn
i math themselves under the benefit of
i the NCTM Standards).

Some academics might say the girl :
i simply had a severe case of dyscalculia,
i given that she ended up a long way off
i the NCTM’s goals for her. Oh, yeah?

{ Then dyscalculia must be the number
¢ one hiring requirement for retail clerks :
because none of them can give you :
i change without the aid of a machine.



i |1 remember when ordinary human
beings (excluding poor ones) could

i buy a calculator from Texas Instru-

i ments and use it instead of a slide

i rule. It seemed to me at the time that
i once someone had thoroughly demon-
strated skill with a slide rule, the cal-
culator would save a lot of time. Later,
i when calculators with nice screens

i could calculate second degree equa-

i tions with two variables, | thought that

: once someone had leamned to plugina : A word processor isn't a tool that

© ton of numbers for one of the variables : Should make people dumb, but I

H i think it can contribute to making
people poorer writers. It shouldn’t, but
it can. In the days when we had to

i type papers in high school and col-

: lege, planning ahead paid off in huge

i instead of doing the math by hand, so to i returns: it meant less revising and
editing, and therefore, less retyping.
My daughter doesn’t believe what |
tell her: 90% of writing takes place

i the math we learned 2 years ago. If we before you actually put any words
: : down anywhere—on paper, on the
screen, etc. I've heard of teachers

i who practically force students to do
several drafts and revisions, as though
it were undesirable to write a pretty

i good rough draft in the first place. A
word processor almost begs us to start
i drafting before we do any thinking. But
if a first draft is terrible to begin with,
! lots of edits are like putting wax on a

car with no paint.

and do a plot by hand, the calculator
i could save a lot of time.

I can't remember ever thinking that
i students would start using calculators

i speak. Most math is cumulative, and
“cumulative review” is more or less

i built in, to the extent that the math
i we're learning today requires a lot of

i use the calculator for the math we
i used 2 years ago, we don’t review it,
i and we forget it, and we get dumber.

Very few bona fide mathematicians ever
advocated using calculators instead of

i the human brain. Nonetheless, compli-
i ments of the “math specialists” in the

i education departments, kids continue

! to use calculators to make themselves

: dumber every day.

Spelling checkers also fall into this cat- o
H ¢ It must sound like I'm “against tech-

: nology.” I love technology. Most tech-
: more stupid every day. At least spelling i N0logy, however, falls under the
: checkers usually offer up some alterna- : category of “tools.” Randy Sprick used
i to say that if you give a middle school
i kid a hammer, he might use it to build
something wonderful, or he might use
: ! it to destroy things. There is nothing

i structure. If Thomas Hardy had used a inherently good or bad about a tool.
Tools are neutral. As with a hammer or
a wood chisel, the impact of the tech-
i nological tool depends upon the skill
of the person bearing it. With a ham-

i mer, we can destroy physical objects.
With technological tools, we can
destroy our minds. Or, we can use

i them to make ourselves smarter and

i more productive. A2z

i egory of giving people considerable
assistance with their goal of getting

i tives that are correct. My own “gram-
mar checker” has a difficult time with
i any sentence that doesn’'t have a sim-
i ple subject-simple verb-simple object

i grammar checker, no one would ever
i have heard of him. His prose is a bit
i too complex for the machine.

Even something as generally useful to
i researchers as ERIC—Educational

i Resources Information Center—can

i contribute to making a researcher

i dumber. To begin with, there was

! decent research prior to 1964 (when

i ERIC became available) that many
researchers never see because it’s too
much work and too time-consuming to
i find that research the old fashioned
way. In addition, someone else devel-
oped the “key words” and other means
i of doing ERIC searches. A researcher
who isn’'t pretty creative is going to

: miss a lot.

Everyone likes
getting mail...

ADI maintains a listserv
discussion group called DI. This
free service allows you to send a
message out to all subscribers to
the list just by sending one
message. By subscribing to the DI
list, you will be able to participate
in discussions of topics of interest
to DI users around the world.
There are currently 500+
subscribers. You will automatically
receive in your email box all
messages that are sent to the list.
This is a great place to ask for
technical assistance, opinions on
curricula, and hear about
successes and pitfalls related to
Dl.

To subscribe to the list, send
the following message from
your email account:

To: majordomo@lists.uoregon.edu

In the message portion of the
email simply type:

subscribe di

(Don't add Please or any other
words to your message. It will
only cause errors. majordomo is a
computer, not a person. No one
reads your subscription request.)

You send your news and
views out to the list sub-
scribers, like this:

To: di@lists.uoregon.edu

Subject: Whatever describes your
topic.

Message: Whatever you want to say.

The list is retro-moderated,
which means that some messages
may not be posted if they are
inappropriate. For the most part
inappropriate messages are ones
that contain offensive language or
are off-topic solicitations.
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i The Association for Direct Instruction
is pleased to recognize the recipients
i of the 2005 Excellence in Education

i awards. The recipients were nomi-

i nated by their peers who answered
ADI’s annual call for nominations.

i Awards were given for Excellence in

i Education, the Wayne Carnine Stu-

dent Improvement award, and the Wes

i Becker Research award.

Excellence in Education

: Kristi Cole

: Kristi Cole is the

i Principal of Hum-

{ boldt Park K-8

¢ School in Milwau-
kee, Wisconsin. It is
i clear from the let-

i ters of nomination

: for Ms. Cole that

i student achieve-

..
Kristi Cole

decisions as principal. A former col-
league and now advisor, Anthony Pedri-
i ana, offered the following:

“l can say without equivocation that
i Ms. Cole personifies excellence and is

L alivi | of what i - .
; @ living symbol of what it means to put i “Mrs. Cole exemplifies leadership

i through her vision of our on-going use

i of Direct Instruction reading and lan-

i guage programs along with the adop-

i tion of Direct Instruction math

programs. Mrs. Cole emphatically

i states that a structured, systematically :

i designed and an empirically based

S . ¢ curriculum accelerates student

principal and a friend, someone who .
i achievement. Parents and staff have

i come to believe this philosophy by

i observing Mrs. Cole’s commitment

i and on-going support of Direct

 Instruction. She believes that all chil-

i dren can learn if taught well and to

i that end she provides teachers with

i ample, ongoing training in Direct

Her efforts have elicited praise from i

teaching practices. Humboldt Park

i children first. Please consider the fol-
i lowing points as being illustrative of
i those contentions.

e Ms. Cole has always been sensitive
i to the affective as well as cognitive
needs of the children she serves.
Students view her as both their

preserves their dignity regardless of
the circumstances.

i o Ms. Cole identified early reading

3 proficiency as the single most
important indicator of later student
success, and she has pursued this
goal with resolute determination.

the State Superintendent of Public

Direct Instruction News
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Instruction and Humboldt Park
School has been the recipient of
many awards and affirmations for its
record of achievement.

e Ms. Cole spearheaded the creation

of the Milwaukee Initiative of
Direct Instruction Schools
(MIDIS), an advocacy group of
principals whose purpose is to
maintain the integrity of Direct
Instruction implementations
throughout the district.

e Ms. Cole has the strongest work

ethic of anyone | have ever known.
When confronted with a task, she
will expend whatever energy is
required to bring it to fruition.

i Ms. Cole exudes dignity, integrity, and
! respect and approaches her job with
missionary zeal. As the aforementioned
i points indicate, she is a leader, an

i innovator, and a collaborator, and | do
i not hesitate to assign her my utmost

¢ ment and success are what motivate her | .
{ recommendation.”

Eugene Vlies, Assistant Principal at
i Humboldt Park, expounded on the
i qualities of Ms. Cole that have con-
tributed to the success of the school:

Instruction programs and effective

K-8 School was identified as a ‘School
i in Need of Improvement’ 5 years ago
i upon her appointment as principal.

i Over the past 5 years, Humboldt Park
K-8 School has seen a steady increase
i in student standardized test scores

i across all curricular areas. During the
i 2003-2004 school year, Humboldt

i Park K-8 School was removed from

i the list of schools identified as ‘In
Need of Improvement.” Humboldt

i Park K-8 School is now viewed as a

i “Value Added’ school by the district

i administration. Our school is now an

i exemplar of best teaching practices H
and is often touted as a ‘model school’
i by Milwaukee Public Schools central :
i administration.”

{ The effort and dedication put forth by :
i Kristi Cole are apparent in the pages
of support written by her coworkers

i and colleagues. It is obvious that with
i Ms. Cole at the helm that Humboldt
¢ Park School is clearly on the path of
continued improvement. Many con-

i gratulations to Ms. Cole and the staff
: and students of Humboldt Park.

i Barbara Moulaison
i Barbara Moulaison

! is the Director of

: the Mt. Helix Acad-
i emy in La Mesa,

i California. In sup-

! port of Barbara’s
nomination for the
i award it was written
i that, “Because of

i Barbara’s efforts

© and DI skills, Mt. Helix Academy, a

Barbara Moulaison

i K-8, private tuition school serving 250
¢ students, implements the full range of
! DI programs and with astoundingly
consistent and favorable outcomes.

i Over the course of the 11 years that
: Barbara has been the school’s Director,
¢ all kindergartners have learned to read: |
275 successes to 0 failures. Most of

i these students began Horizons C (or

i Reading Mastery 111) in first grade. Mt.
Helix Academy students typically

i complete Connecting Math Concepts in




Grade 5 and complete 2 years of alge-
i braand a year of geometry before grad-
i uating eighth grade. On graduation,

i these students consistently attend the i grams. Barbara affords all staff the

high school of their choice, enrolling in opportunity to attend workshops and
trainings led by prominent educators

such as Anita Archer and Bill Jensen.

i honors courses.”

The staff at Mt. Helix composed and
i signed a letter describing the charac-

i for Excellence in Education.

i “Given the opportunity to talk about
Barbara Moulaison on behalf of the

i Mt. Helix staff is an honor and a

i pleasure. Barbara is a supportive and
! positive leader with an unwavering

: smile. Her highly motivated staff

i admires her unquestioning support

i and loyalty. She is a continuous role
model and natural trainer who com-
i municates the goals of the school in a
i clear, positive manner. Barbara con-

stantly upgrades the educational envi-

i ronment for students, parents, and
i staff. She educates and inspires the
i family of Mt. Helix Academy.

¢ “A constant illustration of correct
action, Barbara leads by her example.
i She expects and receives the highest
! level of performance from her staff.
Her attention to each situation and

¢ individual allows her to set realistic

i expectations. When problems are pre-
sented to her, she addresses them

i immediately, provides viable solutions,
i and assists the staff in implementing
¢ an action plan. She supports and pro-

i joral and academic. Barbara meets
¢ challenges head on and personally.

“Barbara has created the positive work

i and learning environment at Mt. Helix
i Academy. As a nationally known trainer :
: of teachers, she is always enriching the :
i esteem and confidence. Jaime Rivera
i received a $200 cash prize as the win-

staff with her valuable tutelage. Her
i professional and casual observations

i join with her expert and intuitive feed-
i received $100 as runner up.

back to improve teaching. Barbara

¢ directs the use of research-based pro-

i grams such as Reading Mastery, Connect-
¢ ing Math Concepts, and Spelling Mastery.

She unerringly directs the staff in the

implementation of DI programs, as
i well as the use of effective instruc-
¢ tional practices in the nonscripted pro-
H i describe why she

i felt Jaime deserved
i the Student

i Improvement

i Award for 2005.
T . | “Itis difficult to express quickly the
i teristics that make Barbara a candidate .
H i amount of energy and leadership Bar-
bara provides.” This letter was signed

i by 30 members of the Mt. Helix staff.

Jaime thrived on the
constant praise inherent in
the program and the format
of skills being taught in
small, incremental steps.

The work of Kristi Cole and Barbara

i Moulaison demonstrates the power of
utilizing effective instructional prac-
i tices. Thank you, Kristi and Barbara,

¢ for taking responsibility for student

i learning and for implementing educa-
tional decisions you know will lead to
i adequate and above student progress.

Wayne Carnine Student
. Improvement Award

i The Wayne Carnine Student Improve- :
 vides follow up in all challenges, behav- : Ment award exists to honor students

i who have made exceptional gains as

i the result of being taught by Direct

! Instruction programs and teachers. As
the stories of this year’s recipients

show, the academic gains that students school district had not yet imple-

! mented it. With the support of my co-
 teacher and the Director of Special

i Education, | began a Corrective Reading
i Level A class with seven students,

i including Jaime, in November. Jaime
thrived on the constant praise inher-

i ent in the program and the format of

i skills being taught in small, incremen-
i tal steps. Significant changes in his

¢ demeanor were evident almost imme-

realize often coincide with behavioral
improvement as well as improved self-

ner this year, and Phandoria Walls

i Jaime Rivera
Mary Bly, a Special Education teacher
i at Woodhull Intermediate School in

Huntington, New
York, shared the fol-

lowing letter to

Jaime Rivera

“I first met Jaime

Rivera in September, 2001 when he

i was enrolled in my fifth-grade Special
i Education Inclusion class at Woodhull
Intermediate School as a student with
i learning disabilities. Review of his pre-
i vious testing revealed that Jaime was
¢ virtually a nonreader—his score on the
i Degrees of Reading Power test given
in third grade placed him in the 1st

i percentile. He was exempt from the
i New York State fourth-grade

i English/Language Arts Assessment {
i because he was an English as a Second
: Language student. When Jaime '
i entered my class, he was fluent in

i English and had exited the ESL pro-
i gram; however, since his mother did
! not speak English, he continued to

: speak Spanish at home.

“Jaime was a very reserved child who
i had few friends. He was easily frus-

i trated with most academic tasks.

i Jaime had little self-confidence and
took no risks. If he was not sure of an
answer, he refused to respond. His

i typical behavior during any reading

i activity was to put his head down on
i the desk and cry. Even if the task was
i removed, Jaime would remain with-
drawn and nonproductive for lengthy
i periods of time.

“Several months earlier, | had received
i training in Corrective Reading, but my  :
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i diately. He actively participated in the
lessons and quickly became a role

i model for the others in the group.

i Because he experienced success

! throughout the 40-minute reading
period, he became much more recep-
i tive to other reading opportunities in
i the classroom. | assisted Jaime in get-
ting a public library card and encour-
i aged his mother to accompany him to
the library whenever possible.

“During sixth grade, Jaime continued
i with the Corrective Reading program,
i completing Level B1 and most of B2.

i Although he continued to struggle with

classroom reading, Jaime had a strong
desire to succeed in school and had a

 very positive attitude toward his teach-

¢ ers and his academic subjects. Jaime
i would remain in class during recess to
i work on school assignments. He

i became the model student for the class

motto ‘It Can be Done!” During social

i studies and science classes, Jaime grad- :

i ually began to volunteer to read aloud
! short passages from the textbooks. At
the close of the school year Jaime and

i other sixth graders in his Corrective

i Reading class met with the Principal
and Director of Special Education to

i express their desire for Corrective Read-
i ing classes at the middle school so they
could complete the program. The

i Board of Education approved.

“Seventh grade brought even more

i of Corrective Reading Level C and exited
i the program at the end of the year.

i Jaime was able to read his science

i textbook with minimal assistance and
maintained good grades throughout

: able list.

“Jaime is currently coming to the con-
i clusion of eighth grade. He continues
i to do well in school and he reads for
pleasure on a regular basis. Jaime took
i the New York State eighth grade Eng-
i lish/Language Arts Assessment this

i past February and scored a 3 (scores
range from 1-4), having only extended
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i time and separate location as testing

i modifications. His third quarter
report-card grades again placed him on
i the honorable list. Teacher comments
i included ‘a conscientious student,’ ‘a

i pleasure to teach,” ‘works well in

i class,” and ‘all around excellence.’ In
addition to his commendable academic
i record, Jaime has participated in a

i number of student government proj-

i ects over the course of his eighth-
 grade year.

“Just when one becomes
complacent with the power of
the Direct Instruction
curriculum, you encounter yet
another student for whom
this program is the key to
their learning how to read.”

“In February of this year, | prepared a
i short program on the impact of Correc-
tive Reading on our students since it
i was begun almost 4 years ago. Jaime
i agreed to be one of five students to
share his story. On the evening of Feb- :
! ruary 14, Jaime addressed the Hunt-
i ington School District Board of
Education, district administrators,

i school principals, fellow students, and
i success for Jaime. He completed much members _Of the community. H? told
i i them of his early encounters with

i reading, his frustration and tears, and
i of his desire to read as well as all the
other students. He then talked of his
current ability to complete classwork
i and homework independently, and of

i the year. His fourth quarter report-card ;| : .
: i his enjoyment of reading for pleasure.

i grades earned him a spot on the honor- : . .
i When Jaime concluded his speech, |
i do not believe there was a dry eye in
i that auditorium. And there was no one :

prouder than his mother.”

i Phandoria Walls

Phandoria Walls is from Collington
Square School in Baltimore, Mary-

i land. She was nominated by the Cur-
riculum Coordinator at Collington

i Square, Brenda

i Kahn. Brenda
wrote the following
i words about Phan-
i doria and her
achievement.

: “Just when one

i becomes compla-

i cent with the power
of the Direct Instruction curriculum,

i you encounter yet another student for
i whom this program is the key to their
! learning how to read. This year, |
received a reminder on what is possi-
i ble when you combine a superb cur-
riculum with excellent teaching.

Phandoria Walls

i “Phandoria Walls entered Collington
Square in late November of this school
i year. She was assigned to a third-grade
¢ homeroom, but chronologically
 belonged in fifth grade, and she was

i essentially a nonreader. Phandoria

i owned just a few sight words, and H
! placement testing suggested a Decoding
A group. She was far below any other
i student in the school. Seven years into
¢ our implementation, we did not have !
any students requiring Decoding A nor
i did we have a spare teacher to form a
i new group.

i “Someone had the very unconven-
tional idea of sending Phandoria to

i work with kindergarten students as a
i *special helper.” The idea was to have
Phandoria receive Reading Mastery |

i instruction in a nonthreatening and

i hopefully self-esteem building man-

! ner. A very gifted Direct Instruction
kindergarten teacher, Mrs. Scott, pro-
i vided the much needed instruction.

i Even more important than the
instruction, Mrs. Scott provided an :
i environment where Phandoria felt val-
i ued and important. Quite surprisingly,
i Phandoria was able to provide real '
i assistance in handwriting to the

i kindergartners while she learned how
! to read. The placement in the kinder-
garten classroom, though unconven- :
i tional, proved to be exactly what she
i needed. In just 2 months, she made
tremendous progress and was able to



i leave the kindergarten group and
move ahead to Reading Mastery 11.

i Phandoria has continued to steadily
improve and has entered Reading Mas-
tery 111 as a strong, fluent reader. The

worked without the talents of Mrs.
{ Scott and the efforts of Phandoria.

i “Phandoria has striven to learn how to
read, and throughout this school year,
i she has worked harder than any other
i student at Collington Square. In less

i than 1 school year, she has achieved 3
years of growth in reading. She

entered our school feeling that she was :
stupid and that she would never learn
: : how to read. She now believes that she ‘:
i unorthodox placement would not have

: is smart and that there is indeed noth- Becker, one of the pioneers of Direct

: ing wrong with her (nor was there : Instruction, but also to promote

ever anything wrong with her). Watch-
! ing Phandoria learn how to read and
become a student has once again
affirmed in my mind the power of
Direct Instruction.”

New: DI-ANNOUNCE Electronic List

A new electronic list will be available soon: DI-ANNOUNCE. As its name
indicates, DI-ANNOUNCE will be an electronic list for announcements on
resources for those studying or implementing Direct Instruction. List topics

will include the following:

= research articles, news articles, and other publications on Dl;

= updates on DI implementations;

= meetings, conferences, and workshops on Dl;

= authors’ remedies for specific exercises in the DI programs that have
been identified as being difficult for children;

= new DI products and resources;

= grant opportunities or awards for DI research or implementation;
= job opportunities for DI researchers or practitioners;

= sources of data on student performance for analysis or distribution.

Note that DI-ANNOUNCE postings will be limited to ANNOUNCE-
MENTS. The list will NOT be a discussion list, and it will be moderated.
Any replies, jokes, or other off-task messages will be rejected. There will be
an on-line, web-based archive of postings for later reference and retrieval. In
this way, the list is designed to be a streamlined tool for communicating infor-
mation on the most critical developments in the field of Direct Instruction.

To subscribe, send a message to

join-DI-ANNOUNCE@Iyris.nifdi.org.

You will then receive a “welcome” message with additional information
about the list. You can also go to http://lyris.nifdi.org/ to see an archive of
past announcements sent to the list, including the “welcome” message.

The launch date for the list is October 1, 2005. You are invited to join the
list and send announcements as appropriate. Feel free to call Kurt Engel-
mann at the National Institute for Direct Instruction (NIFDI) via
877.485.1973 toll-free or email kurt@nifdi.org if you have any questions

about the list.
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- Wesley Becker

- Research Award

The Wesley Becker Research Award
i was established not only to honor Wes

research on the use of Direct Instruc-
i tion. The recipient, Claudia Edmond-
: son, received a $1,000 cash award.

Claudia Edmondson is with the Ameri-
can Institutes for Research. The title
: of her article is “A Comparison of Cor-
rective Reading and Voyager on the Read-
: ing Skills of Students Enrolledina
! University Remedial Reading Pro-
gram.” The co-author on the article is
: Tim Slocum from Utah State Univer-
{ sity. The article will be published in a
future issue of the Journal of Direct
 Instruction.

The abstract of the article reads:

{ “In this study, the effects of instruc-
tion in the Corrective Reading and Voy-
ager Reading programs on the reading

: skills of university students were
investigated. Results of this study
indicated that university students can
{ improve their reading skills with :
instruction in both the Corrective Read-
! ing and Voyager Reading series, and that :
the Corrective Reading program may be
the more effective instructional inter-
: vention of the two with this popula-
tion. This study also revealed that the
need for remedial reading programs at
! the postsecondary level is great and
that the research base is limited. The
results of this study provided direction
i for future research and practices in '
remedial reading instruction at the
: postsecondary level.”

. Thank you to all the individuals who
took the time to share the stories of
{ the 2005 awards recipients. The sto-
ries are refreshing reminders of the
! truly exceptional work that is being
done throughout the country. A2z
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Cass Street School in Milwaukee

Sees Big Gains With Direct Instruction

i Cass Street School is a K-8 school

i located on the near east side of Mil-

i waukee. Classrooms in kindergarten
i and Grade 1 began the use of the
Direct Instruction curriculum in 1999
i under the leadership of then-Principal
i Tim Howard. The plan was to add

: Direct Instruction to each grade, work- :
i the school year.

i ing up from the bottom.

Achievement in the upper grades

i remained of great concern for the staff.
i 2002 Corrective Reading implemented

To address this concern, it was deter-
i mined that Direct Instruction would
i be added to Grades 6, 7, and 8 imme-
i diately. At the beginning of the 2002

i school year, all students in Grades 6, 7,

i and 8 were given the placement tests

i The RMIT Psychology Clinic was
established more than 30 years ago to

i provide practical experience in psy-

i chology for post-graduate students and
i to offer a community service. The
Clinic offers a range of psychology

i services to children and adults, and

i the charge is $60 per session, a fee to
cover the University’s cost for space,

! electricity, reception staff, tests, etc.
The educational psychology division of
i this service is by far the most patron-

i ised, with more than half of all refer-

i rals for children and adolescents
struggling to make adequate progress

i in school, particularly in literacy. The

i Clinic provides assessment, program

: recommendation, a written report, and
i doctoral clinicians are provided with a
i scaffold that guides them in their clin-

training to parents who wish to supple-
i ment the literacy instruction supplied
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i for Direct Instruction reading pro-

i grams. The majority of the students

i placed into the Corrective Reading

i Decoding Levels A, B1, B2, and C. Teach-
i ers recorded student data, which was
collected on a biweekly basis and

i reviewed. A Direct Instruction coach

was available 3-4 days per month for

History of Direct Instruction

Implementation

in Grades 6-8

2003 Corrective Reading continued. :
Upon completing Corrective Read-

ing, students moved on to Com-

KERRY HEMPENSTALL, RMIT University, Victoria, Australia

Aiding Parents to Teach Reading
at Home: The RMIT Clinic Approach

i by their child’s school. Referrals are

i often suggested by teachers, school

i psychologists and speech pathologists,
pediatricians, and by word of mouth

¢ from other clients.

Whereas, some clients are solely inter-
i ested in a thorough psychological

i assessment and report, the main focus
of the Clinic is on intervention and
evaluation. Paralleling the Psychology

i Division’s philosophy that empiricism
should drive practice, the Clinic model
i takes as its theme for assessment and

! intervention, practices that have sound
i theoretical and empirical support, with
the added requirement that they be

feasible in the real world. Masters and

prehension C, Reading Mastery V,
and Reading Mastery VI. In addi-
tion, Corrective Math and various
levels of Connecting Math Concepts
piloted in some of the 6-8 class-
rooms.

Following are results in percentages of :
i the eighth-grade students measured as |
i proficient or above on the Wisconsin |
i Knowledge and Concepts Examination
i (WKCE): 5

20002001 {2002|2003|2004

Reading | 47 | 37 | 43 | 78 | 85

Language
Arts 55 | 53 | 43 | 62 | 75
Math 14 | 05 | 10 | 51 | 81

Science 19 | 10 | 13 | 65 | 65

Social

Studies 56 | 32 | 37 | 69 | 82

i ical work from initial interview to fol-
low-up. At the assigning of the clini-

i cians’ first educational referral, they

i are provided with a video of a similar

i case—from initial interview through i
i the follow-up stage, along with a docu-
ment that describes the rationale for
i each step in the process. Additionally, :
i they are taught the principles of effec-
i tive instruction in the educational psy-
i chology component of their course, :
i and the procedural details are covered

in a case conference component.

i Supervisors initially provide direct
service to the client in the Clinic with
¢ minimal responsibility assigned to the
i clinician apart from the initial tele-

i phone contact, and a small role in tak-
i ing notes and taking the client’s

¢ developmental history. After clinicians
have completed a case with a supervi-
i sor, their level of responsibility is

i increased. They have supervision ses-
i sions to plan the next case and prac-

! tise client—clinician interactions (e.g.,
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i demonstrating a teaching procedure to
a parent) as simulations in the supervi-
i sion sessions prior to the interviews.

i All their subsequent solo sessions with
i clients are video-recorded, and super-

i visors provide feedback to clinicians
based on the viewing of the tapes.

The programs employed by the Clinic
i enable parents, or others, who do not
i have a background in reading instruc-
¢ tion to successfully teach the student.
! This is possible because the programs
are carefully designed and scripted,

i such that everything that needs to be
i done or said by the home tutor is pre-
i scribed in the teacher’s book.

i The programs are loaned to the par-

i ents without charge, although a con-
sumable book (if required) is charged
i at its cost (usually about $18). Adults
i with a literacy difficulty may also avail
i themselves of the service if they have
i a friend/partner who is able to act as
tutor. The purpose of the Clinic is not

i to provide teaching directly to the stu-

i dent, a strategy for which it is

i unequipped, but to enable effective

i instruction to occur within the home,
i supported by Clinic staff throughout
¢ the period of the program.

Though referrals can be suggested by

ing a parent request for assistance.

i There is often a waiting list that may
i extend for some months. The typical
! Clinic sequence for an educational
intervention begins with an initial

i phone call from the clinician to ensure
i that the client wishes to proceed.

i Among other tasks are to provide an

i explanation of the Clinic’s role and
limitations, for example, that it does-
i 't have the resources to offer direct

i teaching to their child. The clinician
i stresses that the Clinic’s involvement
! is to provide direction and support
whilst the parent does the instruc-

i tional work. Related to this issue is

i the need to discern the expectations
i of the parent/client for their child

¢ arising from the referral. Even though
i the parent will have been sent a

¢ brochure outlining the Clinic
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i approach, there have been situations
in which the client’s expectations

i were that the Clinic provides the “fix”
i without the parents’ own involve-

i ment. Sometimes these misunder-
standings have only surfaced during

i the session that provides feedback of
i the assessment results and planning
i the intervention. In such cases the
intervention has not proceeded and

i much time has been wasted by both
i parent and clinician.

Also in the initial phone call, the clini-
i cian requests all relevant reports to be

The programs employed by
the Clinic enable parents, or
others, who do not have a
background in reading
instruction to successfully
teach the student.

i brought to the initial interview. These
i comprise recent school reports, along
¢ with other psychological, educational,
: pediatric, audiological, vision, and edu-
cational consultancy reports.

! The initial interview has several objec-
: anyone, they are only accepted follow-  tives. The obvious task is to obtain
i information relevant to the client’s cir-
i cumstances. Additionally, it is an

i opportunity for the clinician to estab-
i lish credibility with the client through
answering any questions they may

i have. Further, it represents a time to

i instil a sense of hope that, if the par-

i ents follow the prescribed regimen,

i their child will make the progress that
i they seek. The child (if under 14 or

! 50) need not attend this session, as
parents often feel freer to discuss the
i situation in their absence.

The information sought includes rele-
i vant background information, such as,
i developmental and educational his-

i tory—pregnancy, any neonatal issues,
! toileting, walking, speech and lan-
guage, illnesses, ear infections, hospi-
: talisations, and the presence of reading :

i problems in the wider family. It

i includes how well the child is

¢ socialised within the home and at
school, and relationships with family  :
i members and peers. Discussion ensues
i about the various reports brought by
i the parents, in particular, the recent
: school reports.

i An important issue is the attempt to
gauge whether the parent is likely to

i be able to implement a program with
i their child. There may be several rea-
i sons why an intervention can be

i unlikely to achieve success. The child
i may not display sufficient respect to

! the parent(s) to enable a teacher—stu-
dent relationship to function. The

i parents may not have sufficient depth
i of commitment to take on the role for
i the requisite intensity and period.

i There may be too many competing
family priorities for the intervention

i to be regularly scheduled. It is possi-
i ble that the parents do not have the

i literacy skills to manage the text-

i based program, or may struggle them-
i selves with a sounds-based approach
to reading. Though it is usually par-

i ents who take the role, the Clinic has
i provided training to adult carers, vari-
i ous volunteers, such as from Rotary

i clubs, school volunteers, and senior

! citizen organisations. Also trained
have been older siblings, tertiary

counsellors, and interested classroom

i teachers and aides.

i Other topics usually addressed

i include explaining the function of the
i Clinic as both teaching facility and

¢ community resource, and the role of
 the student clinicians. This is fol-

i lowed by information about the

i sequence of sessions addressing

i assessment, report writing, parent

i training, regular parent contact and

¢ support, and follow-up evaluation of
success. Again, the limitations of the

i Clinic’s direct influence are stressed.
i Clinicians are urged to ensure they

i make clear the parent’s intervention
i responsibility is at least five times per
i week implementation of the program. :
The rationale for this expectation is

couched in terms of the child’s rate of i
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i learning having been below average up
¢ to now, and the need for his learning
rate to exceed the average if the child
i is to make headway against his age

i peers. This achievement necessarily

i entails an efficient, focussed program
i taught intensively and over a suffi-

! cient period. See Figure 1 for a visuali-

 sation of this point.

Agreement is sought about feasible

i outcomes for the student over the

i agreed intervention period, and what
i period of time would be necessary for
i a given outcome in terms of grade or

 age level attainment. For example, it is :
i suggested to parents that participation :

i in the Corrective Reading Decoding pro-

i gram will evince these approximate

i grade levels. Level A moves from early
i first to early second grade; B1 from

¢ early second to end of second grade;
Level B2 from early third to end of

i third grade; Level C1 from early fourth

i to end of fourth grade; C2 from early
i fifth to end of fifth grade. These are
i estimations based upon practitioner

discussion on the Direct Instruction

listserv rather than on the publishers
i suggested levels.

i Session two usually involves an intel-
i lectual assessment. This is not strictly
i necessary, and is waived if one has

been performed in the past 18 months,
i orif the parent is uninterested in such :

i information. The major function is to
i rule out intellectual disability (a cate-

gory that in Australia entitles a student

i to additional educational assistance).

¢ It is also an opportunity for the stu-
dent clinicians to develop their assess-
i ment skills. Regardless of whether the
i intellectual assessment is performed,

i itis explained to parents that even if a

i child’s intellectual ability is below

! average, this condition does not limit
his potential achievements but does
i limit the approaches by which he can
i be effectively taught.

i In session three there is an assess-

i ment of reading and other educational

i skills. This typically involves phono-

! logical skills, listening comprehension,

¢ reading comprehension, oral reading
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i fluency, decoding and word recogni-
tion efficiency, writing, spelling, and

i arithmetic. It also includes placement
i tests for any of the likely interven-

! tions, particularly decoding, compre-
hension, and spelling.

i Areport is then prepared, couched in
i terms that are not overly technical. It
i is a report intended primarily for par-
ents to offer some description and :
i explanation of their child’s educational
i attainments with respect to those of !

Figure 1
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i his age/grade peers. This is important
to parents, as their child’s school

i reports rarely contain such specific

i information, usually offering vague

i descriptors as “John is consolidating

i his skills in transacting with print.”

¢ Additionally, the report can be useful
for parents to take to their school in

i attempts to obtain additional assis-

i tance for their child. The assessments
i may have indicated a specific area of
i difficulty that is addressable by a dis-

i one. Most commonly, of course, this

¢ primary focus involves reading rate and i

i accuracy. Finally, the report enables a
i discussion about the relative contribu-
i tions of individually-based versus

{ instructionally-based influences on the

i student’s struggles with literacy. This
i leads to more detailed information
i about the most appropriate program.

The report is usually sent to parents to
i enable time for them to digest its con-

i tents, and to discuss them with their

partner, and with any other supportive
: friends or professionals. This approach
i has been employed as parents occa-

i sionally are distressed about the

i details when they are presented all at
! once in an interview—to the degree

! that they are unable to derive benefit
from the remainder of that session.

i Session four involves discussion of the
i written report, answering any queries

i about the assessment or the proposed
¢ intervention. Children do not usually

attend this session unless they are of

i secondary school age, a time when

i their cooperation in an intervention

i must be actively sought rather than

i simply presumed. Additionally, they

i are in a better position to understand

: proceedings.

i Assuming an intervention is feasible,

i the program and the training in its

i use. The child attends these sessions.
! Later sessions involve the clinician
monitoring the progress, initially

i weekly by phone. Subsequent meet-

i ings occur for mid- and postprogram

i testing, and when new programs are

¢ selected for further training and moni-

14

¢ toring, for example, spelling or more
i advanced levels of reading.

The approach to training usually

! involves a model-lead-test sequence.
First, the clinician provides informa-

i tion about the program, including the
modifications to enable a group pro-

i gram to be delivered through 1:1
tutoring. Second, the clinician demon-
i strates the program with the student,

‘ A ; ! while the parent watches. Each exer-
i crete intervention, rather than a global :

Parents are advised that
they may not feel entirely
comfortable for 20 lessons,
but that their fluency with
the program should increase
as their familiarity with the
scripts improves.

i cise is taught including the provision
of specified error corrections and the
i repeat until firm instruction is empha-
i sised. The parent then practises
reteaching part of each exercise to
i their child, with feedback from the cli-
i nician. In this manner, the whole of
Lesson 1 is taught in the session. In

i the case of Corrective Reading, there is

i also practice of the timed reading, a
task that doesn’t occur in the first les-
i son. The parent is provided with a

i sheet of the main points to remember,
and directed to their copy of the

i Teacher’s Guide for a second line of

i enquiry when questions arise. They
are also invited to ring their clinician

i over any other troublesome issues.

i sibling of the student. It is thought

! that practising on the target student
before some level of competence is

i attained may entrench errors and also
i represent an unsatisfactory first learn-
i ing experience for the child. Parents

i are advised that they may not feel i
i entirely comfortable for 20 lessons, but :
 that their fluency with the program
¢ should increase as their familiarity
i with the scripts improves. This :
i process of demonstration-practice-feedback
i continues until the clinician is satis-
! fied that the parent is able to ade-
quately present the program.

i Clinicians employ the Tutor Monitoring
i Form (Figure 2) to gauge whether a

i parent is firm on the skills required.

i The level of training appears to be a

! threat to effectiveness, given the
extended time and practice necessary
i for the training of teachers in class-

i rooms. However, the Corrective Reading
program when presented one-to-one

i has fewer crucial presentation skills,

¢ such as managing signalling and choral
i responding. The experience in the

i Clinic is that most parents are able to
i present the program with sufficient

i integrity to elicit progress. There is a
i fail-safe method that enables early

! identification of problems in program
i presentation, and this is discussed fur-
i ther below. :

It should be noted that the process of a
i parent being prepared to contact the

i Clinic is in itself a filtering process. It

i implies that the parent is motivated,

¢ and usually, that they are prepared to
take upon themselves the responsibility
¢ for program implementation. The
i author, in a previous role as a peripatetic
i school psychologist, found much less :
i success when the impetus for interven-

: .  tion arose from the school rather than
i At least one complete session (1to 1.5

i sessions five and six involve the loan of | hours) is devoted to this sequence.

i Another session (1 week later) is

i scheduled before the parent is asked

i to commence the 5 times per week
program implementation at home.

i During the following week, the parent
i (or preferably parents) practises the
various tasks in the first couple of les-
¢ sons—either on each other, or with a

i from within the family. Both parent

i cooperation and acceptance of responsi-
i bility were less likely to eventuate than
: under the current Clinic model,

i The training of two parents is recom-
{ mended. It is advantageous because it
reduces the load on one parent, H
i reduces the problems of student reluc-
¢ tance, and allows for supportive collab-
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Figure 2

Corrective Reading Program Tutor Monitoring Form. Kerry Hempenstall (adapted from Nathan Crow)

. Comments
4. consistently well done
Parent displays evidence of having read and practised 3. mostly well done
the script ahead of time. 2. uneven
1. mostly not happening
4 istent] I d Comments
. . . . consistently well done
Parent gets into the lesson quickly (without unnecessary y
. ; L . 3. mostly well done
discussion or rehearsal) and maintains an undistracted
2. uneven
task focus. .
1. mostly not happening
. Comments
4. consistently well done
Parent follows the script closely and adjusts as needed 3. mostly well done
when the script applies only to a group instruction. 2. uneven
1. mostly not happening
Parent uses praise when the child follows the rules and . Comments
- . 4. consistently well done
when the child performs especially well. For example,
S e . . 3. mostly well done
when he is sitting properly, does a difficult exercise with 5 uneven
no mistakes, responds well to error correction, tries 1' mostlv not haopenin
harder than during the last exercise, etc. ' y PP g
. Comments
4. consistently well done
. . 3. mostly well done
Parent does all of the prescribed exercises. y
2. uneven
1. mostly not happening
4. consistently well done Comments
. L . . 3. mostly well done
If the point system is being used, parent assigns points 5 uneveyn
uickly and appropriately. ' .
q y pprop y 1. mostly not happening
not applicable
4. consistently well done Comments
When signals such as clapping are required, parent claps | 3. mostly well done
in time and at a reasonable pace. Visual signals such as 2. uneven
looping are well timed. 1. mostly not happening
not applicable
. Comments
4. consistently well done
. 3. mostly well done
Parent moves at a brisk, but not too fast, pace. y
2. uneven
1. mostly not happening
Comments

Parent ensures child remains alert. For example, by
praising desirable behaviour. “You’re answering quickly, I
like that.”

. consistently well done
. mostly well done

. uneven

. mostly not happening

N WS
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Figure 2, continued

Corrective Reading Program Tutor Monitoring Form. Kerry Hempenstall (adapted from Nathan Crow)

Parent does the corrections quickly and with good
humour—uwithout any signs of frustration.

3. mostly well done

2. uneven

1. mostly not happening
not applicable

4. consistently well done Comments
Parent good humouredly challenges the child. For exam- | 3. mostly well done
ple, “I know you really can do it. | bet you can do these | 2. uneven
five rows without even one mistake.” 1. mostly not happening

not applicable

4. consistently well done Comments
Parent ensures child can see the book when necessary. 3. mostly well done
For example, not blocking the words with parent’s own 2. uneven
hand. 1. mostly not happening

not applicable

4. consistently well done Comments
Parent follows the “Pause” instruction in the manual. For | 3. mostly well done
example, “I’'m going to name some things that are 2. uneven
(pause) DIFFERENT.” 1. mostly not happening

not applicable
Parent responds if a rule is broken during the lesson, 4. consistently well done Comments
reminding the child. “I need to hear you say the word 3. mostly well done
clearly with your hand away from your mouth. Now let’s | 2. uneven
do that row again.” And later on, “I like the way you're 1. mostly not happening
saying the word so clearly.” not applicable

4. consistently well done Comments
Parent attends to the “Repeat until firm” instruction. If | 3. mostly well done
the child makes a weak response, the parent does the 2. uneven
task again, making sure he is FIRM before going on. 1. mostly not happening

not applicable

4. consistently well done Comments
Parent makes use of delayed tests to check-on and to 3. mostly well done
firm-up items that were weak earlier. “Let’s do those ain | 2. uneven
words again. They’re hard. But we can do it.” 1. mostly not happening

not applicable

4. consistently well done Comments
Parent employs the designated “Error Correction” proce- 3. mostly well done
dure. 2. uneven _

1. mostly not happening

not applicable

4. consistently well done Comments
Parent corrects every error immediately, not waiting for 3. mostly well done
the child to self-correct. 2. uneven .

1. mostly not happening

not applicable

4. consistently well done Comments

16
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Figure 2, continued

Corrective Reading Program Tutor Monitoring Form. Kerry Hempenstall (adapted from Nathan Crow)

4. consistently well done Comments
Parent is able to present the tasks without sounding-out | _° y
. . 3. mostly well done
errors, or other conspicuous errors. Sounding out and say-
o 2. uneven
ing it the fast way are well modelled. .
1. mostly not happening
4. consistently well done Comments
3. mostly well done
Parent accurately measures student’s rate and accuracy y
. “ . " 2. uneven
in the “Reading Checkouts. .
1. mostly not happening
not applicable
) Comments
4. consistently well done
Parent puts some vim, vigour, and enthusiasm into the 3. mostly well done
presentation. 2. uneven
1. mostly not happening

Total: Add the numbers in the middle column to obtain the maximum available score (M). Add the numbers in the last
column to obtain the total score achieved (A). Divide M by A and multiply by 100 to establish the Tutor Mastery Score
(TMS). The aim is to achieve a Mastery Score above 90% (SRA, 2001).

Reference: SRA/McGraw-Hill. (2001, May). Corrective Reading: Decoding and Comprehension trainer’s guide. USA:
SRA/McGraw-Hill South East Region.

¢ oration—all of which enhance program
fidelity and endurance. During the

! training sessions attention to the

! Teacher’s Guide is constantly drawn

! rationale for various procedures. Addi-
tionally, discussion of the most impor-
i tant initial issues revolves around a
document—the Corrective Reading Pro-
i gram: Parent Information sheet (Figure
i 3)—that highlights the most common
concerns parents express.

Apart from initial training of the par-
ents, the Clinic model involves moni-
toring of their skills, on-going support,
i and a variety of pre- and posttest eval-
uation strategies. The success of the

i program is heavily dependent upon
treatment fidelity, thus the necessity

i for continued monitoring and support.
i In particular, the requirement of find-
ing the time and energy to maintain a
i punishing schedule of five lessons (of

Direct Instruction News

i 30-50 minutes) per week often can be :
¢ difficult for parents to maintain over at :
¢ least 13 weeks (the length of one level :
i i of the Corrective Reading program) or up
i when parents have questions about the
Read in 100 Easy Lessons program. This
i overseeing role enables the rapid
response to a student’s failure to

i progress. The regular contact also has
fan important secondary effect of
enhancing the willpower necessary to
i achieve success. When parents know
that they will receive a call in the next
i week or fortnight, there is increased
motivation to persist. Our experience
i has been that without this continued
¢ Clinic role, programs may be discon-
tinued prematurely or altered to the
i extent that success is jeopardized.

to 20 weeks for the Teach Your Child to

¢ Follow-up phone calls are (typically)

weekly for the first 6 weeks, fading to
i fortnightly until the program is com-
i pleted. The amount of support parents :

¢ require varies from case to case. Data
from the Corrective Reading Program
Progress Sheet (Figure 4) is collected at  :
i the time of each contact to ensure that
i daily rate and accuracy targets are :
i being met. The progress sheet fulfils
several roles:

1. As a guide for feedback between i
i clinician and parent on progress and
problems. H

i 2. As asubtle spur to maintain lesson
frequency—the clinician’s interest
in this aspect helps parents appreci-
ate the importance of frequency, as
it is always discussed in sessions.

3. As a means of increasing the

i amount of free reading achieved by
the student. Research has demon-
strated the importance of increasing
the struggling student’s volume of
reading. It provides additional
opportunity to practise the skills
taught in the program, and to learn
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new words—there are far more

opportunities to increase vocabulary
i are unable to present the program to
their child without being punitive,

i when they are quite patient with a
 child other than their own.

through reading than through con-
versation or television.

4. As a means of ensuring that

i progress is rapid and continuous. If
issues arise that threaten the
integrity of the program, they will
quickly become apparent in the
data sheets, and action can be
promptly instituted.

There have been circumstances when
¢ it has been more fruitful for two par-
ents to swap children for the purposes
i of implementing the program. This

i option is rare for reasons of geography,

but may be considered when parents

A number of parents have found it

i useful to plan an incentive program to
address any current or potential prob-
i lem of student resistance. There are a
number of options: One can use the

i motivational points system incorpo-

! rated in the Corrective Reading program
and develop an associated reward

i menu suited to the needs of the child

¢ and family financial constraints. Alter-
natively, an individual incentive pro-
i gram can be designed in conjunction
with the clinician, it being as simple or
i as complex as the situation requires.

i One modification that has been partic- :
ularly successful with impulsive or dis-
i tractible students involves the use of a !
visual progress indicator. This can :
i involve a thermometer-like chart with
a movable indicator that can be slid up
i or down to represent how well the stu- !
i dent is concentrating at any given '
time. When the indicator reaches the
i top a reinforcer is delivered. This is

Parent Information Sheet:

Figure 3

= Remember to practise the Correction Procedures

= Read the instructions about how the program is
designed and how to present the program

= Read Lesson 1 several times until you are reasonably -

confident about presenting it smoothly

= Present Lesson 1 several times to your partner dur-

ing the week, trying to present it smoothly

= Do not present Lesson 1 to your child during this
week

= List any questions you have for the next session

= Remember the importance of: sticking to the scripts

every lesson

= Discuss the points system and whether it’s required

in this situation—usually only necessary if the child

is reluctant

< Note which segments are unnecessary in 1:1 format,

because they were designed to facilitate group
instruction

= Remember importance of doing “endings build-up”

correctly. That is, use a format that is erasable—

whiteboard, blackboard, overhead transparency over-
laid on a paper page (not ink on a page—the erasure

of part of a word is important to direct attention to
the similarities between different words

Remember the need to instantly correct all errors,
not waiting for your child to self-correct

Note the requirement to return to the first word in a
line, column, or sentence following an error. Remem-
ber to “repeat until firm”

Remember that discomfort is normal for the new
presenters (even teachers need 20 lessons to feel
comfortable)

Decide whether signals are necessary—usually based
upon whether a child is inclined to respond too
slowly

Remember the importance of reasonably rapid pacing
of lessons

Remember the rationale for the focus on sound com-
binations, especially in the middle of words—explain
how they are the last skills to develop

Remember the “Reading Checkouts” and particularly
the timed checkout

Fill in the Corrective Reading Program RMIT sheet
that enables you to maintain records of progress for
discussion with clinician during the program

Don't forget the mid- and end-of-program Mastery
Tests

18
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Figure 4

The following contains sections of the sheets that are used to collect data, reported weekly/fortnightly by phone from
parents, to ensure that student progress is being maintained.

Corrective Reading program: Level A (Lessons 1-35)

Free Lesson Date Lesson | Errorsin Comments (e.g., difficulties, common
Reading | Number Time reading reading errors, breakthroughs)
Target 1 1 error is the target for all checkouts up to Lesson 46
1
2
3
4

Corrective Reading program: Level B1 (Lessons 36-60)

Rggfng Lesson Date Lﬁs(,)svc\)/n = tErrors:r 5 rVeV;(;dif] Comments (e.g., difficulties,
Time | Number Long? Reelglsing Rele;g(iang 1 min reading, breakthroughs)
Target 2orless |3 orless (80
36
37
38
39
Corrective Reading program: Level B2 (Lessons 1-35)
R gg?ng Lesson Date Lﬁlsosvc\)/n = ErrorsT- g r\(,aV;(;diz Comments (e.g., difficulties,
Time | Number Long? Reéﬁsitng Re';g?ng 1 min reading, breakthroughs)
Target 2orless [3orless [90
1
2
3
4
5

Corrective Reading program: Level C (Lessons 1-30)

Freg Lesson L.esson Err_ors n Word_s Comments (e.g., difficulties,
Ree_ldmg Number Date How T'm?d read_ln reading, breakthroughs)
Time Long? Reading 2 min '
Target 4 or less |200

1

2

3

4
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i usually an edible, such asan M & M,

visual progress indicator is to more

i closely tie immediate behaviour to its
i consequences for students who are not
i well managed by more distal sched-

i ules. The proximity to reinforcement

cator is slid up a little for appropriate
behaviour or down a little for inappro-
i priate behaviour. This tends to

! increase the salience of the conse-

¢ quence for such students, and offers
an external scaffold to support their

i own attempts at increasing their con-
i centration on the task.

i Most of the referrals to the Clinic
¢ occur for students in Year 3 and above,
¢ and who prove to have significant
 decoding and fluency difficulties. The
i program found most apt for these
i struggling readers is the Corrective

i Reading program: Decoding Strand, and

i placement testing determines the
i appropriate level.

{ The placement test is designed to
ensure that the student is neither

i over-challenged by the level of diffi-

i culty of the program, nor already com-
! petent at that level. The test is

i administered individually and takes

: about 5 to 10 minutes. Detailed

i instructions are provided for adminis-
i tration and scoring.

The possible outcomes of such assess-
i ments are that the child’s current

i decoding skill level is below those of

¢ the lowest level of the program (Level

A) and would be best addressed with a
Spadafore Diagnostic Reading Test

i beginning reading program, such as

i Teach Your Child to Read in 100 Easy

i Lessons. It may be that the child is

i appropriate for placement in one of
the four program levels, or that the

i child has already mastered the decod-
i ing skills taught at each level, and any

: area of decoding.
Decisions about which programs and
¢ in which sequence are based upon the

results of the assessment. A typical
! report to parents is provided below
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i and the rationale for the choice of pro-
¢ raisin, or nut. The rationale behind the : :

grams becomes clearer.

Confidential Psycho-
i Educational Assessment

Client’s Name: Adam D.
 varies moment-by-moment as the indi- Date of Birth: 10th November, 1990

Chronological Age: 12 years 10
i months

School: W. Primary School
Grade: 6

Dates of Examination: 29th August
i and 4th September, 2004

The placement test is designed
to ensure that the student is
neither over-challenged by the
level of difficulty of the
program, nor already
competent at that level.

Tests Administered:

Wechsler Intelligence Scale for Chil-
i dren—Third Edition (WISC-III)

Wide Range Achievement Test—3
i (WRAT-3)

Word Reading subtest

Spelling subtest

Woodcock Reading Mastery Tests—
: Revised

Word Attack subtest

test

Listening Comprehension subtest

Comprehensive Test of Phonological

: reading deficits are probably not in the i Processing (CTOPP)

Elision subtest
Blending Words
Memory for Digits
Rapid Digit Naming

Nonword Repetition

Rapid Letter Naming

Test of Word Reading Efficiency
i (TOWRE)

Dynamic Indicators of Basic Early Lit-
i eracy Skills (DIBELS)

i Examiners’ Names and Qualifica-
i tions:

Kerry Hempenstall [Ph.D., B.Sc.,
i Dip.Ed., Dip.Soc.Studies,
i Dip.Ed.Psych., MAPS].

Nicholas B. [B.App.Sc. (Hons)].
Referral Information:

Adam was referred to the Clinic by his !
¢ father for intellectual and educational
i assessment to establish his strengths
i and weaknesses, in particular in the

: literacy area.

Background Information:

Due to time considerations, a detailed
i discussion of background information
i was omitted. However, considerable

¢ written information was received from
Mr. D. prior to the assessment

i appointment, and key aspects were

i discussed.

: Behavioural Observations:

Adam presented as quiet and reserved.
| Because a lot of the conversation and ~ :
i questions were directed toward :
i Adam’s father, Adam did not have a lot
of opportunity to interact with the
i examiners. However, during the assess- :
i ment (over two sessions), Adam was
i generally attentive and concentrated
on each of the tasks. Adam attempted
Silent Reading Comprehension sub- most of_the tasks yvith effort;_ however, :
i as they increased in complexity, he was :
¢ inclined to claim an inability to find
the answer—sometimes prematurely.

 Assessment:

i General Intellectual

i Assessment

i The Wechsler Intelligence Scale for
: Children (WISC-11) was used to

i determine Adam’s current level of
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i intellectual functioning. The WISC-I11
i contains 11 individual tests that meas-
ure a variety of skills and abilities

i thought to be important in overall

i intellectual functioning. The 11 indi-

i vidual tests are divided into two

! groups. Half of the subtests (five) form !
! to aptitude. Interestingly, 1Q is not as

i strong a predictor of reading success as
is often believed—phonemic aware- i
: ness is however a very strong predictor. : peers his age. This represents a severe
: i deficit in an important component of

: beginning reading.

: the Verbal Scale (Information, Similari-
ties, Arithmetic, Vocabulary, and Com-
i prehension), and the other five form

i the Performance Scale (Picture Com-

i pletion, Coding, Picture Arrangement,
i Block Design, and Object Assembly).
The Verbal Scale is highly structured,

i dependent on Adam’s accumulated

i experiences, and usually requires him

{ The Performance Scale is less struc-
tured and is more dependent on

i Adam’s immediate problem solving

i ability and requires him to meet new
 situations, and to apply past experi-

i ences and previously acquired skills to
: anew set of demands.

i The Verbal and Performance Scale
scores are combined to provide the

i Full Scale score or 1Q. The WISC-1I1
i Full Scale score is one way to view

i Adam’s overall thinking and reasoning
: skills,

i Adam obtained a Full Scale 1Q of 116
=+ 6 on the WISC-III. Adam’s overall
performance is classified in the High

i Average range of intellectual function-
i ing. His general cognitive ability is

! ranked at the 86th percentile indicat-
ing that he performed equal to or bet-
i ter than 86% of his same age peers.

There was, however, a statistically sig-
i nificant 25 1Q-point difference

i between Adam’s Verbal and Perfor-

i mance scores in favour of the Perfor-

i mance scale. The results suggest that

i Adam’s nonverbal abilities are signifi-

i cantly better developed than his verbal
 abilities.

i Whilst research suggests that 1Q scores
i are usually stable, it is difficult to be

! certain that these results are a true
reflection of Adam’s current level of

i intellectual functioning. Furthermore,
¢ while 1Q scores are reasonably predic-
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i tive of educational achievement, they

i may not be as effective in the predic-
tion of nontest behaviour and nonacad-
emic intellectual ability. 1Q is not a

i pure measure of innate capacity, but

i rather reflects experience in addition

to potential and education in addition

Reading Assessment:
Research has shown that the skills
i most strongly associated with early

. i reading success involve phonological
i to respond with what he already knows.

Interestingly, 1Q is not as
strong a predictor of
reading success as is often
believed—phonemic
awareness is however a very
strong predictor.

i processing. When these skills are

i taught early in a child’s career, the
prognosis can be changed for at-risk
i beginning readers. Three major phono- :
i logical processes have been identified:

i Phonological Awareness

Phonological awareness skills refer to
i the oral skills that enable individuals
i to recognise that spoken words consist
¢ of individual sounds. This ability to

i break words into sounds is the basis

i for decoding strategies that are neces-
sary for the early stages of reading.

i phoneme blending task. The examiner
¢ reads words aloud to the participant
with a pause between each phoneme,
i and the participant is required to iden- :
i tify the word. Adam’s performance on
! this test was at the 16th percentile. :
Overall, these two results indicate that
i Adam’s phonological awareness is at
i the 5th percentile, indicating that his
¢ skills are equal to or better than 5% of

i Phonological Recoding

i in Lexical Access

A number of researchers have noted

i the predictive power of naming-speed
tasks, using pictures, numbers, and

i letters. Both naming speed and sight

i word reading rely on rapid, automatic
i symbol retrieval. It has been shown

! that slow naming speed is specific to
reading disability, and not evident in

i those with generalised reading prob-

i lems. Efficient retrieval of phonologi-
¢ cal information and execution of
sequences of operations are required

¢ when readers attempt to decode unfa-
¢ miliar words. A lack of fluency in read- :
ing is a likely consequence of problems
: in this area. :

Two subtests from the CTOPP were
¢ administered in order to assess Adam’s
i phonological recoding skills: Rapid '
Digit Naming and Rapid Letter Nam-
ing. Rapid Digit Naming requires the
i subject to read numerals from a list as
i quickly as possible. Adam achieved a H
! score at the 9th percentile. Rapid Let-
ter Naming requires the subject to :
i read letters from a list as quickly as

Two subtests from the Comprehensive possible. Adam achieved a score at the

! Test of Phonological Processing
(CTOPP) were administered to assess
i phonological awareness: Elision and

i Blending Words. Elision is a phoneme
i deletion task in which the participant
! is required to repeat a word with one
i phoneme omitted (e.g., Say time—now
i say time without the “m”). Adam’s per- i Phonological Recoding
formance on this test was at the 5th
i percentile. The second test adminis-
¢ tered was Blending Words, which is a

i 25th percentile. Together these results
i indicate that Adam’s naming speed for
i numbers and letters is better than or
¢ equal to 21% of children his age. This
represents a mild deficit in this aspect !
: of reading. :

: in Working Memory :
The beginning reader has to be able to
i decode a series of graphemes, and
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i temporarily order them to allow the

i complex skill of blending to occur.

! This skill is an important determinant
of early reading success. It is relevant

i to the ability to decode novel long

i words, and a deficit is likely to impair
i both listening and reading comprehen-
sion of complex sentences.

Two subtests from the CTOPP were

i administered to assess blending capac-

i ities: Memory for Digits and Nonword
i Repetition. Memory for Digits

{ requires the participant to repeat a

i group of digits that have been read
aloud. This needs to be done in the
same order as they were read out.

i Adam performed at the 9th percentile.

i Nonword Repetition was the second

i test used and involves nonwords read
i aloud to the participant, and having
the participant repeat them verbatim.
i As the participant progresses the non-
i words become longer, and is therefore
i a test of phonological memory. Adam

i also achieved a score at the 9th per-
centile. Combined, these results indi-
: cate that Adam’s working memory

i capacity is at the 5th percentile.

i Therefore, Adam is performing equal
i to or better than 5% of peers his age.

i This represents a severe deficit in
another important component of

i beginning reading.

What do these CTOPP scores mean?

i Low scores on tests of phonological
i processing are usually considered

i of word representation in the lexicon.
i The representations of written words
i are acquired through phonemic map-

i pings to letters but are dependent also

i on some degree of awareness that

i words are constructed of meaningless
i speech segments that can be effec-
tively manipulated to assist reading.
When representations of words are

i unstable (or stable but incorrect),

i matching a stimulus word with the

i correct phonemically stored counter-
¢ part will be slow and error prone, as
the individual is required to reject all
i the competing phonemically similar

¢ but semantically impossible responses.
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i In other words, if these phonological
representations are imprecise then

i tasks such as phonological recoding in
i lexical access (as measured by Naming
Speed) and phonological recoding in

i working memory (as measured by Digit
i gies. The ability to do this is important :
i in the development of skilled reading.
i Adam’s performance on this test was

! consistent with the performance of an !
average 7.6 year old (a Grade 2.2 level),
i clearly well below average. 5

i Span and Nonword Repetition) may

i also present problems for such individ-
uals, and there is ample evidence that
i one or both do so. For example, if the

i phonological representation of “dog” is
unreliable, then the association

i between the name of the animal and

i its meaning will be vague. A picture of
a dog may quickly evoke its meaning

The decoding of nonwords is
considered the most
appropriate measure of
phonological recoding.

but the phonologically assembled label
i is slowed because other similar labels

i (e.g., god, dock, bog) may need to be

i rejected. Scrolling through a range of
possibilities requires more time than

i accessing a clear uniquely described

¢ form. The problem for reading is that
! this may disrupt the comprehension
process, and slow the reading speed to
i the extent that it becomes a nonpre-

i ferred activity.

Recent research findings have noted

i readers performing at a low level in
i more than one phonological skill area)
i are doubly disadvantaged with respect
! to their reading development, and are
i likely to require more intensive and

i single area of deficit.

Decoding of Nonwords

i The decoding of nonwords is consid-
ered the most appropriate measure of
i phonological recoding. It provides an

i indication of the capacity to transfer

! the oral skill of phonological awareness
: to the task of decoding print. The

¢ Word Attack subtest of the Woodcock

i Reading Mastery Test measures an

¢ individual’s ability to apply phonetic
! and structural analysis to the pronunci- !
: ation of written nonsense words. This
i task eliminates the use of purely visual

word recognition or contextual strate-

The Wide Range Achievement Test—
i Revision Three (WRAT-3) was also {
¢ administered in order to assess Adam’s !
ability to read words that are pre- :
i sented in isolation. In these circum-
stances, the individual may either H
i decode the words or recognise them as
i whole words. Adam was able to cor-
i rectly read a range of words (e.g., “in,”

cat,” “book™). However, as the words

i became longer and more complicated
i (e.g., “collapse,
produced a greater number of errors.
i Adam’s performance placed him at the
i 8th percentile, which means he can :
i read equal to or better than 8% of his
i same age peers, which corresponds to
: Grade 3 level.

contagious™), Adam

¢ Fluency

i The Test of Word Reading Efficiency
i (TOWRE) was used to assess Adam’s
i speed and accuracy in reading, known
i as reading fluency. Children are suc-
cessful with decoding when the

i process used to identify words is fast

| indicative of problems with the quality that those with a double deficit (those

i and nearly effortless or automatic.

i Thus, the ability to recognize words

i with little attention required to the

i word’s appearance allows a student to
i exert more effort in understanding

: ; . . ! what has been read. The ability to

i extended instruction than those with a  read words by sight automatically is a
key to skilled reading and highly asso-

i ciated with reading success.

i The TOWRE is a measure of word-

i reading fluency. It provides an effi-

! cient means of monitoring the growth :
¢ of two kinds of word reading skills that i
are critical in the development of over-
i all reading ability: the ability to accu- :
¢ rately recognize familiar words as
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i whole units or “sight words” and the

! ability to “sound out” words quickly.
The first of two subtests, Sight Word
Efficiency (SWE) was used to assess

i the number of real printed words that
i can be accurately identified within 45
seconds. Adam scored in the 2nd per-
i centile for the SWE subtest. This puts
i him at severe disadvantage in under-
i standing what he reads, because his
recognition is slow and error-prone.

: The second of the two subtests, Pho-
i netic Decoding Efficiency (PDE), was
i used to measure the number of pro-

i nounceable printed nonwords that

Adam could decode within 45 seconds.

He performed in the 2nd percentile
i for the PDE subtest.

To assess Adam’s fluency with text
i rather than with lists, the Dynamic

! Indicators of Basic Early Literacy Skills

(DIBELS) was used. His reading rate
i of 30 words read correctly in a minute

i was indicative of a high risk of difficul-

! ties at a Grade 6 level. This can be
compared with the average age peer

i who is expected to attain about 150

i words correct per minute with text of
a Grade 6 level.

: Spelling

¢ Good spelling skills are closely related
to an early history of a solid phonemic
i awareness and an understanding that
i letters correspond to sounds. The

i more attention that is paid to regular
letter groupings (sounds) found in

i words, the more strongly these group-
i ings are cemented in our memories,

i thereby improving spelling. To test

: Adam’s spelling ability, the WRAT-3

i spelling measure was used. Adam’s

i performance on this test was that

i expected of a Grade 2 student, which
fis equal to or better than approxi-
mately 2% of children his age, indica-
i tive of a seriously delayed skill.

: Comprehension

Comprehension is another important

i component of reading ability. Compre-
! hension is the ability to understand
the meanings of individual words and
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i sentences, whether spoken or written.
Reading comprehension involves )
i understanding written text, and listen- !
i ing comprehension involves under-
standing spoken language. The Silent
i Reading and Listening Comprehension
i subtests of the Spadafore Diagnostic
Reading Test were used to assess

i Adam’s comprehension skills.

The Silent Reading Comprehension
i subtest requires the participant to
read a passage and then answer oral
i questions related to the passage.

i Adam’s reading comprehension was

Children are successful with
decoding when the process
used to identify words is fast
and nearly effortless or
automatic.

i assessed at a Grade 2 level. This indi-
i cates that Adam struggled to recall
details in the passages he read. This

i may be due either to problems in

i remembering the main points, or to a
i difficulty in the mechanical process of
i reading that impedes his ability to
understand the author’s intent.

A comparison with the Listening

i Comprehension subtest can help

i answer the question of origin. This
! subtest requires the child to listen to !
a short passage read by the examiner,
i and then answer oral questions

i directly related to the story. It tests
i the child’s ability to identify the

i main ideas of a story, remember the
story sequence, and understand cause :
i and effect. It is identical to the

i Silent Reading Comprehension

i except that it removes the require-

i ment for the student to “get the
words off the page.” Adam'’s Listen-
i ing Comprehension was at a level

i expected of a child in Grade 6. This
i indicates that he does not have diffi-
i culties obtaining meaning from what
© he hears, and is able to remember the i

i details. Thus, his deficits in reading
i comprehension are not evident in lis-

tening comprehension. This discrep-

ancy also eliminates the possibility of
¢ working memory difficulties account- !

ing for his low reading comprehen-

¢ sion score—as memory is equally
i challenged in each subtest.

: Summary

Assessment has demonstrated that i
i Adam has severe deficits in two of the i
i major precursors for reading achieve-
i ment—phonological awareness and

¢ phonological recoding in working
memory, and also a moderate deficit
i in naming speed. These deficits are
i consistent with the observed attain-
i ment levels in his spelling and decod-
: ing. Adam’s reading comprehension is
i limited by his ability to decode words.
i The large discrepancy between listen- :
i ing comprehension and reading com-
i prehension adds weight to the view
that Adam’s literacy difficulty is a

i modular deficit, rather than one

i derived from an overall language or

i intellectual difficulty. This discrep-
ancy is now employed by many as a
working definition of dyslexia, partic-
i ularly when the deficit is phonologi-

i cal. Additionally, the discrepancy

i between Adam’s intellectual level
(within the normal range) and his lit- :
i eracy attainments (markedly delayed) :
i meets the traditional definition of '
i reading disability or dyslexia. The

¢ family history of bright siblings with
5 reading difficulty suggests an inher-
i ited component. However, the

i instructional environment has not

i been sufficiently intensive to com-
pensate for Adam’s phonological i
i deficit. It is unfortunate that suitably i
i targeted assistance was not provided
i earlier when altering Adam’s aca- :
i demic future would have been signifi- :
: cantly easier. :

i Recommendations:

The Corrective Reading Program:

i Decoding placement test revealed
i that Level B1 would be the most
appropriate level for Adam to com-

mence, as this reflects his current
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i reading attainment. The program’s
i emphasis on skilled use of the decod-
i ing strategies when reading text will

! assist his reading development signifi-
: for the secondary school

Adam will require intensive, system-
i atic and individualised teaching if he is i
H i RMIT Clinic

cantly. Level B1 typically elevates
i decoding skill from early Grade 2 to
beginning of Grade 3, and fluency

¢ from 60 words per minute to 90 words
i written skills. The programs available

i at the RMIT Clinic are designed to be
i taught at school in sessions of about 50
minutes per day. Even with such high
i quality instruction, progress will be

i slow, and Adam will probably need

¢ such literacy instruction through high
school and beyond.

{ per minute at that text difficulty

i level. If he is to make significant
gains, the intensity of assistance will
i need to be maximized. It should be
recognized that he will need to com-
i plete Level C in addition to Level B1
and Level B2 if he is to have any

i chance of managing secondary school
textbooks. This constitutes a com-

i bined total of 265 lessons, a total at
five lessons per week will take more
i than a year. By the conclusion, he

¢ should be capable of reading text at
beyond a Grade 5 level and at a flu-
ency of 130 words per minute.

As Adam progresses through this pro-
i gram, other skills such as spelling
could be similarly addressed using

i appropriate programs available from
 the Clinic. Adam should also be

i encouraged to participate in recre-

i ational reading, employing books that
are related to his interests, but at a

i level at which he is able to read with
i relative ease.

Recommendations

to improve his reading, spelling, and

Adam will need substantial accommo-
i dations to help him meet the reading
i and writing demands of the secondary
curriculum. An accommodation is a
school change that allows students to
i utilise their learning strengths, pre-

i cluding or diminishing the limiting

! effects of their disability. For example,
Adam will require alternative arrange-
i ments to access written material in

i textbooks, alternatives to note taking,
! to written composition, and to ways of
 taking exams. Accommodations may

i also include extra time to complete

i tasks, having instructions repeated or
reworded, and receiving instructions

The National Institute for Direct Instruction (NIFDI), in collaboration
with the Center for Applied Research in Education (CARE), is excited
to announce that it has been awarded a U.S. Department of Education
Comprehensive School Reform Quality Initiative grant. The grant will
fund a 3-year project aimed at expanding the Direct Instruction com-
prehensive school reform model in order to better meet the needs of
traditionally underserved students, especially students with disabilities
and students with limited English proficiency.

NIFDI and CARE seek to accomplish several objectives as part of the
grant. Among these objectives are to align Direct Instruction programs
with 12 state’s standards, develop an electronic progress monitoring
system in order to improve responsiveness, evaluate the Funnix Begin-
ning Reading program and the “Exit Math” High School Equivalency
program, and develop and evaluate two new Direct Instruction pro-
grams: the Fun Math Beginning Mathematics program and an “Exit
Writing” High School Equivalency program.
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i both orally and in writing. He may also
i require modification to curriculum :
i content in some content subjects.
Yours sincerely,

: Kerry Hempenstall, Nicholas B.,

Clinic program evaluation
Evaluation of the Clinic intervention

may take several forms. First, was the
i program a success? Did the anticipated
i changes eventuate? These changes !
i may be judged through in-program
mastery tests, program behavioural—

i objectives analysis, pre- and posttest
i criterion-referenced and standardized
i assessment, and video- and audio-
taped reading behaviour.

Second, was the chosen program

i appropriate to the objectives negoti-
i ated with the family? That is, assum-
ing the program itself was successful,
i is the outcome what the family

i expected? Are they satisfied with the
: outcome?

: Third, was the program appropriately
i implemented? Was treatment fidelity
i obtained? Without it one cannot be

sure that any success was due to the )
i program itself. If there were alterations
i to the program, are you able to assess !
¢ their impact? You may gain information !
useful in future interventions. :

Fourth, were social-validity expecta-

i tions met? If there have been notice-
! able changes, do they also occur
outside the home or Clinic situations?
i In particular, can it be shown that

i reading has improved at school? Is
there a genuine, easily recognizable

i change in the reading ability and atti-
¢ tude of the child as a consequence of
the intervention? See Figure 5.

i Further notes on the listening

i comprehension-reading
comprehension discrepancy.

i Comparing the results of listening

i comprehension to reading comprehen-
© sion allows the identification of those
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i children who have a major problem

: only at the level of print. They will
perform well on the listening compre-
i hension tasks, using their impressive

i general language skills to answer ques- :

i tions about a story read to them. On
i the reading comprehension task how-
i ever, they will do relatively poorly as
i their under-developed decoding skills
prevent them bringing into play their

i well-developed general language skills.

When required to decode a passage
i unassisted, they struggle, as do their
i garden-variety peers. On the other

¢ hand, the garden-variety students would

: be expected to perform similarly on

i both tasks. Their reading problems are :

i general rather than specific, and they
i may not have any particular reading
subskill restricting their development.
i Their decoding skill is commensurate
i with their other language skills, such

! that if they know the meaning of a

word (or phrase, or sentence), they can
i comprehend it whether it is presented :
i orally or in print. The consequence for :

i the high LC (listening comprehen-
i sion)-low RC (reading comprehen-
i sion) child should be intensive
assistance at the decoding level. For
the low LC-low RC child, intensive
i assistance at both the decoding and
: comprehension levels is indicated.

Other possible outcomes are high
i LC-high RC, aresult predictable from
i an all-around good reader; and low

LC-high RC, a rare result, possibly from

i astudent with acute attentional, hear-
i ing, or short-term memory problems. In

i this case, the permanence of text would

i allow the student to use his intact lan-

guage comprehension skills, whereas the

i ephemeral nature of the spoken story
i precludes such access. Hyperlexic stu-
i dents (a rare subgroup with excellent

i word recognition, but poor reading com-

i prehension) would not be detected by
¢ this discrepancy analysis, because their
listening comprehension parallels their
i reading comprehension.

This LC-RC discrepancy represents
i an alternative definition of the group

¢ known as dyslexic; however, as with the
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i 1Q discrepancy-defined dyslexic, an

! issue is how great a discrepancy
should be considered significant.

i Some (including the Clinic) have con-
sidered 2 years to be very significant

i given the extent of commonality of

i the tasks; although this is clearly an

i arbitrary figure, its significance being
i higher the younger the age of the

¢ child. As the term dyslexia is unlikely
to disappear (at least in the short

i term), and parents almost always ask

i questions about it, the Clinic policy is
to make use of the listening compre-
hension-reading comprehension dis-

i crepancy in discussions with parents.

i This is its major value since the tech-

i niques employed include systematic

i phonics whether the difficulty is

i described as dyslexic or garden-variety.

i The dyslexic classification does, how-
ever sensitize clinicians to the possi-
i bility that dyslexic students may be

i more treatment-resistant than garden-
variety students, and some may also

i require additional direct phonemic

i awareness instruction if progress does
: not occur during the intervention with :
i a powerful code-emphasis program, :
i such as Corrective Reading: Decoding.

Occasionally, a student struggles with
i the fluency aspect of the Corrective
i Reading: Decoding program. In this case

soon as is convenient.

much more than  a little more than

program’s introduction.

child favour?

better than better than

introduction.

find reading
less enjoyable than

Figure 5
Your child has been participating in a special reading program, and we
would like to find out how useful it has been. We are particularly interested
to learn whether you have noticed any changes in your child’s reading. We
would appreciate your help in filling out this form, and returning it to us as

Please underline the words that best describe your child’s current reading.

In terms of the amount of reading done at home, my child is now reading
the same as

less than before the

If you have noticed an increase, what type(s) of reading materials does your

In terms of the skill of reading done at home, my child is now reading much
the same as

worse than  before the program’s

If you have noticed a skill improvement, is it in speed, accuracy, smoothness,
preparedness to read out loud, understanding of what is read?

(You may underline any number of these words.)
In terms of the enjoyment of reading done at home, my child now seems to

much more enjoyable than
before the program’s introduction.

more enjoyable than the same as

Do you have any other comments that you think might be helpful to future
planning? Please write them below.
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i the family returns to the Clinic and a
lesson is presented by the parent, with
i feedback from the clinician. In the
event that there are clear issues in the
manner in which the program is being
i implemented, then modelling and

! feedback are provided until presenta-

tion improves. If no presentation faults
i ning and remedial intervention. Their
i potential effectiveness extends beyond

are apparent, a repeated reading regi-
i men is instituted until the student is

i able to meet the timed reading crite-
i ria. See Figure 6.

i reading to their child, hearing their
child read, and providing the occa-

H . o sional clue to a word’s identity. The
i The model described in this paper has

been developing over the past 15

: years. It has its limitations obviously,
i but has demonstrated that parents can
be an effective resource in both begin- i cOmes unavailable were all parents to

i rely on the education system to fully
i provide for their children. 4nz

i careful design of the Direct Instruc-
tion programs and their scripted mode :
i of presentation combine to enable out-

INsTRuUCTIONS: Conduct the Corrective Reading program lesson as per usual. If the student has not read
the required number of words per minute and/or has surpassed the permissible number of errors for the

Figure 6
Repeated Reading Program Rules

lesson, implement repeated reading, following the rules specified below:

Student has not satisfied error and words
read per minute criteria for a given lesson

v

Repeat the timed reading component
of the current lesson, a maximum of 3 times
on the same day as the lesson, until both error and
words read per minute criteria are satisfied.

Y

Error and words per minute criteria
satisfied during Timed Reading

Proceed to next lesson

Error and words per minute criteria
satisfied during Timed Reading

Proceed to next lesson

Continue repeated reading
of the timed reading component
on the following day, a
maximum of 3 more times

Repeat entire lesson (including
Timed Reading component)
until criteria satisfied
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{ You don't hear “guided reading” dis-

i cussed much in DI circles, but it’s not
because we don’t provide guided prac-
i tice in reading. We do, but we don’t

i call it that. The term “guided read-
ing” is generally used in “balanced lit-
i eracy” circles—places where teachers
! are using “authentic literature” or
“leveled books™ as the main source of
i reading material for teaching children
{ how to read. Guided reading as dis-
cussed in those circles generally

i includes discussions of the “three-
cueing system” and involves spurious
i practices such as the “picture walk”

an idea of what the story is about.

i Another aspect of guided reading is

i using a variety of methods to guess
what a word might be, such as guess-
i ing based on context or the pictures
i on the page—in fact, just about any-
thing other than sounding it out.

i Research shows that those practices
are ineffective, so we DI folks don't
i even talk about “guided reading” for

i fear it will encourage people to do the

: wrong thing.

Here’s what we do to provide guided

¢ practice in reading. We use a scientifi- .
i The passages at the upper grade levels
of Reading Mastery include “authentic

i literature” such as the Wizard of Oz,

i Jack London stories, Mark Twain sto-
ries, etc. The trick is that the reading
i program teaches the necessary words

¢ over several lessons prior to reading
the Jack London story—so that the

i students have learned the words they
need to know during the story reading
i part of the lesson.

! cally validated reading program such
as Reading Mastery, Horizons, Read Well,
i or Corrective Reading. We follow the
directions for how to present lessons
i which incorporate learning

i sound-symbol relationships (at the
lower levels), learning specific words
i in isolation, and then reading pas-

i sages. The passages are part of the
program. The structure of the pro-

i gram ensures that there are no words
i encountered in the reading passage
that have not previously been taught
i to the students as words in isolation.
What’s more, there are no sounds in
i the words encountered in the lesson
i that have not been previously taught
! to the children in isolation.
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A Word About Guided Reading

i So we use reading programs that

i teach students the necessary prior

i knowledge to sound out and decode
: ALL the words in the reading pas-

i sages. We find it especially unfair to
i children to select books/passages for
: them to read (regardless of level) that : read perfectly. We have the children
i include a bunch of words the children :
haven't been taught yet. The kind of
guided reading of leveled books we

i see in “balanced literacy” programs

i often proceeds at unacceptably low

: rates of accuracy, with truly punishing
i levels of errors. We expect and

i demand that the first reading of pas-
© where children use the pictures to get : Sages must be at least 95% accurate,
¢ or we haven't done our job preparing
the children right.

We find it especially unfair
to children to select
books/passages for them to
read (regardless of level)
that include a bunch of
words the children haven't
been taught yet.

When we provide guided practice in
i reading passages we are very specific
in our procedures. As children read

i we correct every error. In the first

! two grades we will tell the student
what the word was and ask them to

i sound it out. In later grades the

sounding out process fades. After
i making sure the child heard us by {
correctly repeating the word, we then i
: ask the student to go back to the
beginning of the sentence and read it :
i again. We never let a student read a :
sentence with an error. The students
i must reread the sentence until it is

i take turns reading aloud. In the first
two grades we read the story chorally
! as a group once before the individual
reading. We generally save compre-

! hension questions for the second

: reading of the story—until we are ‘
certain the children have successfully i
i decoded the passage. The compre- :
i hension questions are written out for H
us—rather than the teacher having to
! try to think of both literal and infer-
ential type questions on the fly. We
! also ask the comprehension questions
interspersed—before students forget '
! the relevant information. We want to
ensure that they understand the
story as they go along. We talk about
i pictures only after the children have
read the relevant passage—and we

i use the information gathered from
the words to predict what might be

i seen in the picture—rather than the
: other way around.

i After 2 or 3 years of carefully guided

i or instructed reading of this sort, we
find children are well able to begin

i doing “outside” reading where they
will encounter words they haven't

i been taught. At that stage in their
development however, they have

¢ learned to look carefully at the letters
and letter combinations in the word to :
¢ figure out its sound and therefore its :
identity, rather than looking at pic-

i tures or taking a “running guess.” So
our form of guided practice of reading
i from within a reading program is far
different from “guided reading” in

i balanced literacy programs. And, far
more effective.

an
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Why Kids Can't Read,
and What You Can Do About It

i Imagine an epidemic of smallpox. If

¢ your child is not immunized, odds are
50/50 he or she will get smallpox and

i suffer life-long damage. Luckily,

i there’s an effective vaccine. The Pub-
i lic Health Center in your town has the
: vaccine but the staff won't use it. Why :
i not? Because everyone in the Public

i Health Center believes immunization
 is a bad thing.

They say, “Using the vaccine is against
i our philosophy.”

You say, “But how will children become
i immune to smallpox!?”

They say, “Children naturally become

i immune to smallpox. They don’t need a
 shot. In fact, the shot is bad for them—
i even if it gives them immunity.”

You say, “But half the children who
i aren't immunized will get smallpox!”

i They say, “Well, not everyone naturally :
i becomes immune. Some children don't :
become immune because they don’t
i get enough support from their fami-
i lies. And sometimes it’s a cultural

i thing. In other words, if children get
smallpox, it’s not our fault.”

This sounds bizarre to you, but you

i figure, “I'm JUST a parent. What do |
i know? They’re the experts.” So you

¢ put your child’s life in their hands.
And your child gets smallpox. Then

i you find out that Public Health Cen-
i ters in other counties and other states
i DO immunize children, and almost
NONE of these children get smallpox.
i In other words, YOUR Public Health

i Center has destroyed your child.
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Anywhere from 25 to 50% of children
do NOT learn to read well. In fact,

i children struggling at the end of

! FIRST grade continue struggling in
fourth grade and in eighth grade. In

i other words, poor readers at the end of

first grade are very likely to remain

i poor readers. And this means low self-
¢ esteem (“I'm a dummy.”), shame

(“Something’s wrong with me. | have

i dyslexia.”), and failure to learn other

i subjects that require skillful reading—
i math, science, history, getting into col-
lege, filling out job applications. Whole
i lives (and our nation) are damaged

i when children are not TAUGHT to

i read well.

I should say, they are TAUGHT to
¢ read poorly.

It would be a tragedy. It would be mal-

practice. And maybe it would be con-
i sidered a crime, if children got smallpox !
i because health providers didn't

i BELIEVE in immunization—when the
data clearly say what happens when

i you don’t give the immunization. The
i same way, it ought to be seen as a

i tragedy. It ought to be considered mal-
practice. And maybe it ought to be

i considered a crime, when children are
i MADE illiterate because teachers do

i not know (or refuse to use) the effec-

! tive methods for teaching reading,
even though 50 years of research show
i EXACTLY which methods—simple

i methods, commonsense methods—

i work with 99% of children regardless

i of family support, income, ethnicity, or
i anything else. '

i So, I'm going to tell you what reading
i is and how properly to teach it. I'm

i also going to tell you how reading is

{ USUALLY MIStaught—so that chil-

! dren end up damaged in all aspects of
school—except maybe gym. I’'m going

, ! to tell you how new teachers are MIS-
i How does THAT make you feel? What

are you going to do about it? It’s too
i late, though, isn't it?

i taught in schools of education—so that
i they do not know how to teach reading
i effectively. And I'm going to tell you
H i some of the myths and false beliefs

This is exactly the situation in reading. { that enable teachers, administrators,
and education professors to misteach

i reading while at the same time insist-
i ing they are right—although they are

i totally wrong.

But I want to make it clear that | do

i not blame most teachers! They care

¢ for your children. They try hard. They
i work endless hours at night and on

i weekends preparing lessons. But they :
: have been MISEDUCATED at schools :
i of education. They have been indoctri-
! nated into the weird Alice in Wonder- |
i land world of “progressive” education
i (which dominates American educa-

i tion), with its fluffy “philosophies” of
i education, its false beliefs about how
¢ children learn, and its useless and
wasteful “methods” for teaching (glu-
i ing beans on popsicle sticks to assist
counting; writing “journals” when chil- i
i dren don’t even know how to read) :
i that are entertaining to children, but

leave them almost as ignorant at the

end of the year as when they began.
i Teachers are victims, too.

i Damaging Myth Number 1.
i Reading Is Very Complex. :
i Alot of teachers and education profes-
i sors tell you that reading is so complex
! that it requires specially trained :
experts (guess who?) to teach it.
Indeed, the education professors tell
i teachers to think of themselves more
i as artists and not as technicians who
i know exactly what they are doing.

i [Ask yourself, whom do you want to

i perform surgery on your child? A
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physician whose aim is to be techni-
i cally proficient (to do the job right),
i and who IS technically proficient, or a

© physician who sees himself as an artist, :
i 4. You read the same words (shift, the, i
H ¢ wrongly!) children usually don’'t need
carefully crafted instruction on every
¢ reading skill. This is flat wrong—and

the word; your eyes scan the letters

rapidly; and you say the word. Read- destructive—in so many ways.

i and strives to be creative?] This is

i nonsense! A car is very complex, but

i you don’t need to know all about that
i to teach someone to drive! Sure read-
ing is complex—a lot is happening in
i the eyes and brain—but you don't

i need to know all that in order to fol-

i low simple steps to teach reading.

You can teach almost any beginning

i reader the basic skills (so that the

i child goes from not reading to reading
i on a second-grade level) in 100 days

i (usually less) with only 15 or so min-

i utes of instruction a day. In other

i words, if you teach reading right, and

i you start in September, your child will
probably read greeting cards to you on
¢ Christmas. “Merry Christmas from all
: of us.”

Hundreds of thousands of homeschool-

ing families support that statement,

i and they don't have degrees in reading
i instruction. In fact, they haven't taken :

ANY classes at a school of education.

i Yet, tens of thousands of school teach-
i ers—who’ve been teaching for years

i and may have masters degrees (often
i in reading), can't teach 30 to 50% of

i children (who have normal intelligence

i and who try hard) to read in 4 or more
i years. That’s 720 days!

i A vast amount of serious research
i following:

1. You learn to hear the different
: sounds in words. Run has three

phonemic awareness.]

i 2. You learn that there are about 44

i letters and letter combinations (a,
m, s, sh, th, w, wh, r, e, etc.) and
that each one goes with a certain
sound. m says mmm. This is some-
times called phonics, or the alpha-
betic principle.

ics to sound out unfamiliar words.
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The sentence has the word “shift.”
The new reader says, “shhhh iiii ffff
t. shift.” This is called decoding.

said, run) so many times that you
no longer sound them out. You see

ing words is now automatic. This is
called fluency.

Attract. Things pull together. Trac-

You have to learn the
SOUNDS that go with the
LETTERS in order to
read the words.

tor. Tractors dig in and pull. Trac-
tion is like grabbing. I get it, the
tires finally started to pull the car.”

6. And you use different methods to

make sense or to comprehend what
you're reading. For example, you
figure out who did what, when,
where, and why; what came first
and what came next; how characters
changed; what lessons can be
learned.

© shows that skilled reading involves the : Does reading sound like something

i only an expert, only an artist, only

i someone trained at a school of educa-
i tion can teach? The fact is, if you teach :
i all the above skills correctly (which I'll
sounds: rrr, uuu, nnn. [This is called  tell you about later), 9% of children
i will learn them quickly. Teach them

i wrongly (the usual way), and children
¢ still won't read in fourth grade. It’s

: when you don’t know what you're

i doing that the job seems complex.

i Damaging Myth Number 2.
i Children Pick up Reading

i Naturally. [Oh, sure! Just as
! they pick up math naturally.]

: 3. You learn to use knowledge of phon- :
: i MISeducate new teachers, believe that :

Many education professors who

i learning to read is a “natural

i process”—as easy to learn as speaking.
i Therefore, just as parents and children
 usually don't have special language les- :

sons in the home, so (it is argued—

First, if learning to read is as natural
i and easy as learning a language, then
. i how come 25-50% of children CAN
i 5. As you read, you pick up vocabulary. : ,

A . . . . i speak but can't read?

The tires gained traction. Traction. :
Second, reading involves decoding {
i completely meaningless squiggles (let- :
i ters) on paper. These squiggles repre-
i sent SOUNDS—not words. You have i
i to learn the SOUNDS that go with the :
i{ LETTERS in order to read the words.
i No one can learn which sounds go
i with which letters “naturally”—with-
i out instruction. Any more than you can
i learn math without instruction of some :
i kind. Someone has to say “That letter
i says mmm.” And they have to make
¢ sure the child is looking right at it and
! hears the sound. And they have to use
i different examples of “m”—to show
i that color and size and placement on
i the page don't matter—only the shape :
i matters. And they have to show the i
child how to compare “m” and other
i letters—"n,” “a,” and so on—so that
i the child learns EXACTLY which
i squiggle says mmm and which squig-
i gles do not.

But most teachers have been taught
i that you don’t need to teach children
i which sounds go with which letters 3
i (“the alphabetic principle,” or phonics)
i and that you don’t have to teach chil-
i dren to sound out words using phonics
knowledge. “rrraaannn. Oh, ran!”

i No, instead they believe that if you

i just read to children a lot, and occa-

i sionally point out the letters and

i sounds, and have children write “jour-
i nals” (How can a child write if the

¢ child doesn’t know how to spell?), and
i have lots of material for children to
read (How can children learn to read

i by looking at books? Do books talk

back and say the words?), then chil-
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i dren will eventually “construct” knowl-
edge of reading and will, in their own
i time (by Grade 3 or 4) be good readers.

i In fact, these teachers (who are the
i MAJORITY) and education professors :
i (who DOMINATE schools of educa-
i tion) believe that children should

i NOT sound out words! Instead, chil-
dren should (hold on to your seat!)

i PREDICT what a word says—based

i on () the shape of the word (“Gee,

i that looks like it says horse.”), or (b)
i based on what word seems to fit

i (“She.....on the ice...Uh, slammed.

i No, slapped...No, slipped. I guess it’s :
i slipped.”), or (c) pictures on the page :
i (“The...had big teeth...Uh...Oh, :
i look. A lion. The lion had big

i teeth.”).

THIS IS NOT READING!! This is

i guessing? Would you call it “doing

i math” if your child didn’t know the

i strategy for solving problems, and

i instead used pictures to guess the

i answers? Sounding out (decoding)

i unfamiliar words is THE best strategy
¢ for solving the “problem” of what a

¢ word says. But most schools of educa-
i tion teach new teachers to teach chil-
i dren to guess and only (at most) to
check their guess using knowledge of
i which sounds go with which letters

i (phonics). But since teachers hardly

i TEACH any phonics, and teach them
i INCORRECTLY, how can children

i use phonics to “check” their guesses?
i THEY CAN'T. Besides, if children

i KNEW phonics, why would they

i guess? They would just sound out the
i word and KNOW what it says.

i This weird approach to MISteaching
i reading is called whole language. But if :
i you ask teachers what approach they

i use, they will say “balanced literacy.”

i “Balanced literacy” is code for whole

i language. Teachers know that many
persons and groups finally realize that
i whole language is bunk. But many

! teachers like it. They believe in it.

i [That—not children reading—is

i what’s most important.] So, to avoid
having to defend themselves or having
i to change how they teach, they dis-

i guise what they do. I mean, who could
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be against BALANCED literacy? But

it’s the same whole language baloney
i in a different package.

Here are some of the bizarre and false
i things education professors in whole

i language (the majority in education

i schools) believe—and then pass on to
new teachers who (mistakenly) trust
i them. I have added comments in

! brackets to show how ridiculous and
destructive these beliefs are.

“Children must develop reading
i strategies by and for themselves.” (p.

But what does the
RESEARCH say? It says,
if children don’t know
phonics, they will NOT read
well and will HAVE to guess.

i 178). Weaver, C. (1988). Reading
¢ process and practice. Exeter, NH: Heine-
mann. [This is the basic weird idea in
i “progressive” education (which domi-
i nates public education) that teachers
i should not TEACH (transmit knowl-
i edge) but should merely be “guides”
! that help “learners discover knowl-
edge” on their own. Of course, advo-
i cates of this so-called “student

i centered” notion would never allow

i physicians to discover brain surgery

i techniques by operating on their chil-
i dren. They would never toss their
children into a rip current so their

i children could discover the strategy

for not drowning. But somehow it’s

i fine to let other people’s children—
{ YOUR children—discover how to
read—uwhich, in the long run, means
to discover what life is like when you
i are illiterate.]

“Children can develop and use an

i intuitive knowledge of letter-sound

i correspondences [without] any phon-
i ics instruction [or] without deliberate
! instruction from adults.” (p. 86).

{ Weaver, C. (1980). Psycholinguistics and

i reading. Cambridge, MA: Winthrop.

i [What exactly would intuitive knowl-
i edge of letter-sound correspondence

¢ be? Does m look like it says /m/? Does
£ “4” look like it means ////? There is

¢ NO intuitive knowledge of what let-

: ters “say.” You have to teach it
i DIRECTLY. “This sound (point to the i
i letter) is mmm... Say it with me?... :
¢ Your turn. What sound?...]

“Phonics is incompatible with a whole
i language perspective on reading and

i therefore is rejected.” Watson, D.

i (1989). “Defining and describing

i whole language.” Elementary School

i Journal, 90, 129-142. [In other words,
i they reject THE essential reading skill
i just because they don’t believe in it?!
i But what does the RESEARCH say? It
says, if children don’t know phonics, ‘
i they will NOT read well and will

i HAVE to guess. In other words, they
¢ will be using the strategy—guessing—
i that is used by persons who are illiter-
i ate. Terrific. So, whole language

! teaches children the strategy for
becoming illiterate!]

i “Reading without guessing is not read- :
! ing at all.” Smith, F. (1973). Psychology
¢ and reading. New York: Holt, Rinehart,
& Winston. [Are YOU guessing at the
i words you are reading? Or do you

i KNOW what they say because you )
i know what sounds go with the letters?
i Do you know ANYone who is a good ¢
i reader who guesses? How these people
i can spout pure nonsense that is con-
i tradicted by common observation is
i beyond me.]

“It is easier for a reader to remember

i the unique appearance and pronuncia-
i tion of a whole word like ‘photograph’
i than to remember the unique pronunci-
i ations of meaningless syllables and :
i spelling units.” (p. 146). Smith, F

i (1985). Reading without nonsense: Making
i sense of reading. New York: Teachers Col-
i lege Press. [Of course it’s easier to {
¢ memorize one word than to learn the
i sounds that go with each letter of the
¢ word. But you should know that if a
child memorizes “the unique appear-
i ance” of 10 words, the child can read
¢ only those 10 words. However, if the
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i child learns the sounds of 10 letters,

¢ the child will be able to read 350 three-
sound words, 4,320 four-sound words,
and 21,650 five-sound words. Which do

i over, if the child merely memorizes

i (but cannot sound out) “photograph,”
¢ what is the child likely to “read” when
the child bumps into “phosphate,”

i “phonograph,” and “phony?”]

“Sounding out a word is a cumber-

i some, time-consuming, and unneces-
i sary activity. By using context, we can
i identify words with only minimal

i attention to grapho/phonemic cues.

! The message then seems clear: we

¢ should help children learn to use con-
i text first.” Weaver, C. (1988). Reading
i process and practice: From socio-psycholin-
i guistics to whole language. Portsmouth,

i NH: Heinemann. [Is this a good

: idea?! Teach children NOT to sound

i out words? Instead, teach them to

i guess using context cues—pictures!

i Then every youngster will be called

i “dyslexic” and will get special educa-

i tion—which won't help, because many

special ed teachers use the same
i weird ideas.]

“Accuracy, correctly naming or identi-
i fying each word or word part in a

i graphic sequence, is not necessary for
i effective reading since the reader can
i get the meaning without accurate
word identification. Furthermore,
readers who strive for accuracy are

i likely to be inefficient.” (p. 826).

i Goodman, K. S. (1974, Sept). “Effec-

and children.” Elementary English, 51,
i 823-828. [This is another example of
¢ whole language nonsense. In fact,

i guage—to guess at words are ineffi-

i cient readers—indeed, they are

i disabled readers—because they are

! often wrong. They mistake lion and
lying, this and these, the and there,

i car and can, etc. | have tested thou-

i sands of poor readers, and that is

i exactly what they do—because that is
i what they have been TAUGHT to do.

They are GOOD learners! And there’s

¢ the tragedy! Obviously, accurate read-
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H First, your child’s beginning reading

i readers who are taught—by whole lan- : . . .
i curriculum works on the five main

i reading skills. Most of the early work

i is on phonemic awareness and the

: alphabetic principle.

i ing is necessary for getting the mean-
ing. “The car is fast” does not mean

i the same thing as “The can is fat.”

i And “Caution. Toxic fumes” does not
{ YOU think is best for your child? More- | mean the same thing as “Cauldron.

i Box of tunes.”]

I hope you get the point. Whole lan-
guage and balanced literacy are ‘
crackpot schemes, snake oil, more the-
¢ ology than science, based on specula-
i tion and weird theories of reading

that have nothing to do with reading

i and are discredited by serious :
 research. And they make your children :

In fact, readers who are
taught—by whole
language—to guess at words
are inefficient readers—
indeed, they are disabled
readers—abecause they are
often wrong.

illiterate. [But the professors get
i tenure and the authors get royalty
i checks.]

to hear and manipulate sounds in
words. There are about a dozen

ways to hear and manipulate sounds
in words—a dozen examples of
phonemic awareness. These are

best taught from easier to harder.
For example,

a. ldentify words that sound the
same and different. run, sit, fun

b. Rhyme. can, man, fan, rrr__

¢. Count the number of words in a
sentence.

The dog sat by the cat. = 6
words

d. Count the number of sounds
(phonemes) in a word.

sat = /s/a/t/ = 3 sounds

e. Segment words by identifying
the first, last, and middle
(medial) sounds. “What is the
first sound in rrrruuuunnn?”

f. Identify what word it would be if
one sound were removed :
(phoneme deletion). “Listen...
sssaaaat. Take out the ssss. What
word now?...” :

g. Identify what a word would be if
a sound were replaced with :
another. “Listen....ssssiiiit. Take
away the ssss and put in fff.,
What word now?...”

i Phonemic awareness helps children
i learn to read and do other literacy

: skills. How? A student who can hear
| Here Is What You Want to See. : @nd manipulate the sounds

H L ¢ (phonemes) in words, can more easily:
i The following is supported by the vast :

i majority of scientific research (not

i untested theories) on reading and is !
consistent with President Bush’s Read-
H ing First program that provides funds
i tive teachers of reading know language to states and school districts to

i improve reading curricula.

i (a) remember which sound goes with
i which letter, (b) sound out words [cat.
i kfaaaalt.], (c) spell [How do you spell

cat. kaaaat. /k/ is c. /alisa. /t/ist.” ],

and (d) detect and correct errors in
i reading and spelling.

Your child’s teacher should be able to
i tell you what phonemic awareness is
i and exactly why it is important, {
i describe at least six kinds of phonemic
i awareness, provide about 15 minutes
i of instruction on it every day as a sepa-
! rate activity (not embedded in any-

| thing else), and should tell you exactly
i 1. Phonemic Awareness. The ability : ing else) " YO BHEEPY

how she/he teaches it. See http://read-

ing.uoregon.edu/pa/index.php for more :
¢ information on phonemic awareness. i

2. The Alphabetic Principle. The

ability to associate sounds with let-
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ters and to use this knowledge to
sound out/decode words. Notice

that the alphabetic principle (some-

times called phonics) has two skill-
parts.

a. The children know letter—sound
or sound-symbol relationships:
that m says /m/, i says /i/, and r
says /r/.

b. When the student sees an unfa-

miliar word (rim) in a story book,

the student uses letter—sound
knowledge to sound out or
decode the word—perhaps letter
by letter at first, and then
quickly.

“The bike has a bent rrrriii-
immm....rim.”

Using the alphabetic principle (shown
above), the student knows exactly
i what the word says.

In contrast, children who are not

i taught phonics in a systematic way, or
i who are not taught to use phonics
knowledge as the first and most reli-

i able strategy for identifying words,

! have to guess or “predict” what words
say using “context cues,” such as pic-

tures or what seems to fit the meaning

i of a sentence. For example, instead of

i reading “The bike has a bent rim,” the

student guesses...

| “The bike has a be...be..bell....belt....
i ri...ri...rip. The bike has a belt rip.”

Often, these mistaught children never
i learn to read skillfully.

i You want your child’s teacher to know
the two sides to the alphabetic princi-
i ple (letter-sound relationships and

i sounding out/decoding words). You

£ want him/her to tell you why it is

i ESSENTIAL. You want him/her to

i show you HOW he/she will teach these. :

It should look something like this.

a. “Boys and girls. Look. New

sound. This sound (points) is rrr. :

Say it with me.... Your turn.
What sound?..”
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b. “Boys and girls. I'll show you
how to sound out this word.
[“ran” is on the board or is writ-
ten in large letters in the
teacher’s book.]

“Here 1 go.” [The teacher slowly

moves her finger under the letters and !

i clearly says the sounds.] “rrraaaannn.”

: “Say it with me.” [The teacher slowly
i moves her finger under the letters as
both she and the children say
rrraaannn.]

She clearly MODELS the
information. She LEADS
children to do it. Then she
TESTS them (*Your turn”)
to make sure they got it.

“Your turn. Sound it out.” [Teacher
i runs her finger under the letters.]

“What word? Say it fast!” [The teacher

quickly moves her finger under the
word and children say “ran!”]

¢ “Yes, ran. You are SO smart.”

If a teacher teaches letter—sound rela-
i tionships and sounding out as shown,
i or some version of it, then she knows
! what she is doing. The instruction is
focused on ONE thing. She clearly

i MODELS the information. She

i LEADS children to do it. Then she

{ TESTS them (“Your turn”) to make
 sure they got it.

And she CORRECTS every error.
“That sound is rrrr. What sound?”

: Also you want to see the teacher mov-
i ing from teaching letter-sound rela-

i tionships to sounding out words—like
i this.

1. Teacha says aaa and m says mmm.

i 2. Then sound out am and ma.

. Then teach s says sss.

w

4. Then sound of sam and mas.

5. Then teach (for example) that t
i sayst (not tuh) and r says rrr.

6. Then sound out sat, rat, mat.

7. Then sounds for e, d, i, f, and other
high-frequency sounds and words.

8. Then read simple stories made
i from these words.

¢ In contrast, you do NOT want to see
the teacher holding up a “big book,”
i reading the sentences and occasion-
i ally telling children the sound of a let-
i ter, and working on more than one or
i two letter-sounds during a lesson.

i This is called “embedded” phonics

i instruction. It is about 50% likely to
i result in poor readers. There is just

i too much information for children to
i “get” which letters say what sounds.

i They will quickly become confused
and stop paying attention.

i And you absolutely DO NOT want the
i teacher to say, “Well, phonics isonly
¢ one skill among many” or, “Phonics is !
: just teaching meaningless associations.
Reading is about understanding.” H

i Also, you DO NOT want to hear a
teacher say, “There are multiple ways
i to recognize words” or, “There are sev- |
i eral different kinds of cues—for exam-
i ple, pictures, the shape of words, and
what fits in the sentence.” Or, “We

i teach children multiple strategies.”

i Any teacher who talks that way

i does not know the research, is into
i whole language, and is VERY

i likely to damage your child. DO

{ NOT BE FOOLED!

i Direct, focused, and systematic

i instruction on letter—sound relation-

i ships and on sounding out words is for
i many children the difference between
i becoming proficient versus struggling
! their whole life. Remember, guessing
or predicting using “context cues” is

i what POOR readers do.

3. Fluency With Text. The nearly
effortless and automatic ability to
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read words accurately and quickly
in connected text. Fluency is read-
ing with accuracy and speed. Flu-
ency is important both for
enjoyment and comprehension. If a
person struggles with words

(gu...qu...guil...quil...), the person

will also struggle to figure out the
meaning of sentences. In fact, dys-
fluent readers spend so much time
and effort trying to figure out what
the separate words say, they can

other words, they learn very little
from reading.

To help children read connected

text (e.g., story passages) accurately

and quickly, it is important to:

a. Teach children to decode sepa-
rate words (regular and irregu-
lar—"said,” “the”) accurately
and quickly—which means (1)
using knowledge of letter—sound
correspondence (not guessing)

and (2) blending the sounds into

words.
b. Teach children to self-correct.

c. Provide practice on reading
words enough times that it is
almost automatic; that is, the
words become “sight words.”
Note: sight words are not words
a student memorizes. The stu-
dent still knows how to decode
them letter by letter. Rather, the
student has read the words so

instant.

d. Provide practice reading text
with which children are already
accurate, encouraging them to
read faster and faster without
making errors (i.e., more words
correct per minute, or wcpm).

Read more about fluency here.
i http://reading.uoregon.edu/flu/

‘a, Vocabulary. Understanding

5 (receptive) and using (expressive)
words to gain and express meaning.
The three reading skills above—(a)
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phonemic awareness, (b) the alpha-

betic principle (letter-sound corre-
spondence and the strategy for
sounding out or decoding words),
and (c) fluency—have to do with
the mechanics of reading. The last
two skills—vocabulary and compre-
hension—have to do with making
sense of the written word.

i Vocabulary and comprehension cannot be

- . taken for granted. Students need to be
barely pay attention to the meaning : tauaht how to det and express the
of the sentence. (“The ju..jur....jury : g g P

found her gu..qu...guil...quil...”) In meaning of words and passages. This is ’

In fact, dysfluent readers
spend so much time and
effort trying to figure out
what the separate words
say, they can barely pay
attention to the meaning of
the sentence.

i especially important for children of

i low socioeconomic status. These chil-
i dren are read to less often, hear fewer :
i vocabulary words, and therefore under-
stand and use far fewer words than H
¢ children born to working class or pro-
i fessional class families.

Following are some of the more impor-
i tant methods of vocabulary instruc- :
i tion.

often that decoding takes only an :

1. Read storybooks to children.

2. Provide direct instruction of new

vocabulary words by selecting

important words in a story, giving
explanations or definitions of the i

words, and giving children many
chances to discuss and use the
new words.

3. Teach older children to use mor-
phemic analysis (analysis of word

4. Teach contextual analysis—infer-
ring the meaning of a word from
the context in which it occurs.

“The fan’s oscillations cooled

everyone in the room...Some-

times fans move back and forth.
If everyone was cooled, it proba- :
bly means the fan blew on every- i
one. So, oscillate probably means
to move back and forth.” {

You can find more on vocabulary here.
i http://reading.uoregon.edu/voc/

i 5. Comprehension. Reading and :
¢ reflecting on a text to gain meaning.
In other words, sentences don't tell
you what they mean. You have to :
interact with the text—for example, :
ask questions, check to see if the i
text gives answers, reread, connect
one sentence with a later sentence
to get the flow of the argument or
the flow of events in time. These
comprehension strategies are
learned best when they are taught
explicitly. This kind of instruction
includes the following.

1. Set comprehension objectives;
for example, children will answer
specific literal (who, what, '
when), inferential (why), and
evaluative (can you think of a
better way...?) questions.

2. Focus on main ideas in a story or
informational text.

3. Preteach vocabulary words
important for comprehending
the material.

4. Read (with children) the mate-
rial in manageable chunks, and
ask literal, inferential, and evalu-
ative questions on each chunk. 5

5. Have children think about and i
discuss what | know, what | want
to know, and what | learned. H

You can learn more about comprehen-
sion here. http://reading.uoregon.edu/
¢ comp/index.php

parts) to determine meaning. For :

example, “Bisect. Bi means two.
Sect means part. So, bisect
means divide into two parts.”

The second thing you want to see
i is systematic and explicit instruc-
i tion. This is the most effective form
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i of instruction. But most reading teach-

i ers and most of the education profes-
i sors disagree. They think that

i systematic and explicit instruction is
i too “directive,” stifles children’s cre-
i ativity (as though being illiterate

i enables you to be creative!), and is not

i needed. “They will learn naturally.”

i However, most reading teachers and

i most of the education professors that

i teach them are flat wrong! Respected
i scientific research in education and

¢ psychology shows clearly that instruc-
! tion yields higher and faster achieve-

{ ment in more children (with and

i without learning difficulties) when it

: is systematic and explicit.

But what does systematic and explicit
i mean?

Systematic means that:

1. Instruction is given in a planned,
logically progressive sequence of
things to be taught. For example,
certain letter—sounds (a, s, i, m,
r) are taught before other let-
ter—sounds (b, n, y, sh) because
they are easier to learn and are
used more often.

2. Instruction is guided and
assessed with clearly defined
objectives for everything taught.
Objectives are stated in terms of
what children will do.

i Good objective: Students are given 2
i minutes to read the assigned passage
from “The bear and the hare.” They
i read the passage at a rate of at least

i 100 words correct per minute.

Poor objective: Students read story-
i books quickly and get most words
i right.

3. Instruction is focused precisely
on the thing (knowledge unit) to
be learned, as specified by the
objective. For example, if chil-
dren are to read a passage at 100
correct words per minute, then
that is exactly what the teacher
focuses on during the 10 minute
fluency exercise during lessons.
She does not work on fluency,
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vocabulary, and comprehension
at the same time.

4. Instruction provides planned
practice to strengthen all of the
skills worked on.

5. Instruction provides planned
work on new examples (e.g.,
words, text) to foster application
or generalization of previously
taught knowledge.

6. Instruction includes assessments
designed and used in a timely
fashion to monitor the different
phases of instruction, or mas-

Respected scientific research
in education and psychology
shows clearly that instruction
yields higher and faster
achievement in more children
(with and without learning
difficulties) when it is
systematic and explicit.

tery: acquisition, fluency, gener-
alization, retention, and inde-
pendence.

Explicit means that:

: 1. The teacher reveals in an obvious

i and clear way to children the
knowledge she is trying to commu-
nicate. She does this through
demonstrations (modeling) and
running commentary to children.
For example,

£ “I’ll show you how to sound out this

i word [man is written on the board].

i Listen. 1 do NOT stop between the

i sounds. [Teacher touches under each

{ letter as she says the sound.] mmm-

i maaaannn. Now, I'll say it fast. [Teacher
slides her finger under the word.] man.”

i 2. The teacher ensures children’s

i attention to important features of
an example or demonstration.
“Look [points to the word ate] here
is a vowel, then a consonant, and

then an e at the end [name]. So, we
do NOT say the e at the end.” H

i Here is an example of instruction that
{is NOT explicit. It is implicit—or

i buried in the teacher’s talk. [You don’t
i want to see this!]

i The teacher holds up a big book that

i has a paragraph from a story. The chil-
i dren cannot read most of these words.
i Also, they do not know which sounds

i most of the letters make. She reads

i the words slowly. Occasionally she

i points to the letter r and says rrr. She

i expects that this will be enough for

i children to get the connection

i between the letter and the sound. Of
i course, many children do not get it.

In contrast, explicit instruction would
i have the teacher hold up the big book
i and say,

“New sound. This sound (points to

i the letter r in ran) is rrr. Say it with

i me... And this sound (points to r in

i car) is rrr. Say it with me... And this

i sound (points to r in barn) is rrr. Let’s
i see if you remember our new sound.

i What sound is this? (points to r in
ran)...What sound is this? (points to r
in barn)... What sound is this? (points
i torin car)....Now I'll read the story.

i (Teacher points to each r as she reads
i and has children say rrr and then read
i the whole word.)

£ As you can imagine, this explicit
instruction of letter—sound correspon-
i dence is more likely to teach most

i children quickly.

! Perhaps the most important thing you
! can do—since you can't be sure that

! President Bush’s Reading First (which
¢ provides powerful incentives for
schools to teach reading correctly, :
i according to the research) will produce :
i change in your children’s school—is to
teach your own children beginning

i reading skills or at least be prepared if
i they begin to struggle. This is not hard :
i to do. In fact, it is a piece of cake. Just :
i get Teach Your Child to Read in 100 Easy

i Lessons And your child will be reading

i in 100 easy lessons. [I have no finan-

i cial interest in the book.] 42z
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DON CRAWFORD and TERRY DODDS

Reading Mastery \ersus Novel Studies:

Is It One or the Other?

i Itis not uncommon to hear teachers :
i disparage Reading Mastery IV-VI (RM) i
i because they “feel” that novel stud- :
ies of their favorite literature would

i be better. They often make com-
ments about the poor quality of the

i literary selections in RM, but there

i are stories by Jack London, the

Odyssey, the Wizard of Oz, and other

i pieces of what are considered classic :
literature. Quality pieces of literature i
i have been selected, although they :
i have been simplified or abridged.
Direct Instruction novel studies can
i provide students with the experience
of working in quality literature with-
i out the controlled vocabulary of a H
i reader. Is it possible to have both the
quality instructional design features
i of Reading Mastery while enjoying

some of the great children’s classics,

i or does one have to choose between
 the two?

Full-length direct instruction novel H
i studies such as Learning Through Litera-
i ture (SRA) and the ones being devel-
oped by Terry Dodds, et al. for :
i Educational Resources Inc. contain the
essential elements of a RM lesson and
i beyond. Like RM, the novel studies

i that have been developed by this

group of writers have been carefully

i constructed. The novel studies pro- :
© duced by this group will be referred to

important are the inferential ques-

tions which capture minute but

important inferences that students
often miss. For example, in Reading i
Mastery, while children are reading

the Wizard of Oz, the interspersed
questions get at the subtle, but
hilarious, way in which the Scare-
crow always belittles his knowl-
edge yet makes the most
intelligent deductions of any
member of Dorothy’s band. Chil-
dren would not be enabled to
notice this by the typical ques-
tions at the end of the chapter.

Most teacher-designed novel stud-

ies only ask “big” questions or
opinion questions at the end of
the chapter and therefore do not
teach children to read an author’s

words carefully, so as to appreciate
the smaller inferences to be made.

This is not true of the full-length
DI novel studies. In these novel

studies, like RM, the questions are
asked throughout the guided read-

ing. Concepts such as fact and
opinion, main idea, drawing con-
clusions, inference, as well as
recall are carefully developed and
practiced. Students are not left to
their own devices to formulate
these higher-level thinking and
comprehension skills.

: as the full-length DI novel studies for ; Many bright children who have read
i the purpose of this article. i independently for years miss these
: ¢ smaller details and inferences and only

Few, if any, teacher designed lessons of Reading Mastery lessons and the lessons

i novel studies ever contain ALL of the i in the full-length DI novel studies are
i following essential elements which are  sufficiently well prepared to ensure

part of every RM lesson. However, all that children don’t miss these. So, not
¢ of these elements have been designed ; only do they learn more about the sto-
{ into the full-length DI novel studies.  : ries they read in Reading Mastery and

{ i the DI novel studies, but they learn
¢ 1. Many interspersed questions both : that there is much more to a story
i literal and inferential. Particularly : than the major elements.
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i 2. Effectively teaching the prior

: knowledge needed to understand
the story. Often good literature
requires an understanding of the
way the world works that children
lack. For them to appreciate what
they are reading they must first
learn important facts about the
world. If this is done in an unstruc-
tured teacher-designed novel study
it is usually off-hand and too little
(simply mentioned) or too late
(told to the children after the pas-
sage is read). It is inadequate to
simply “tell” the student this infor-
mation; they must have had a cou-
ple of days worth of reviewing this
information (practice recalling
these facts) so that the necessary
prior knowledge comes readily to
their minds as they are reading. For
example, before the Jack London
story Reading Mastery spends about a
half dozen lessons teaching and re- :
teaching children the names,
places, and details of the Alaskan
gold rush. Far from being “quiz
show parroting,” this information
lends depth to their understanding
of the story they are reading. I've :
never seen a novel study lesson plan i
that did as thorough a job in this !
area as EVERY single lesson does in
Reading Mastery.

The full-length DI novel studies are

i also careful to provide students and

i teachers with background passages
 that are taught in the same manner as
i the background passages in RM. The
background passages found in the DI

i novel studies are consistent with the

i length and difficulty of passages that
students are expected to read on state
i tests. These passages provide students
with experience reading expository {
i material at their grade level. The for-
i mats for teaching the background pas-
sages in these novel studies are

¢ consistent with the delivery model ;
used in RM and beyond. The students’
i prior knowledge is assessed before the :
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i passage is read. Students skim the pas- i

sage for key words under the direction
i of their teacher. The passage is read

i aloud and questions are asked in the
same style as in RM.

3. Sufficient vocabulary instruction

: BEFORE the word is encountered
in running text so that its meaning
is understood. Some teacher-
designed novel studies lessons do

give definitions for vocabulary words

before the target word is encoun-
tered. Few do so for enough lessons
in a row for students to actually
learn the word. Even fewer create
exercises where students have to
use the words before and after the
reading for multiple days—so that
there is actually a chance they’ll
learn the word before encountering
it. Again, this kind of careful
advance planning is a hallmark of

EVERY Reading Mastery lesson, lend-
ing far greater effectiveness to those

lessons than a cursory examination
might bring to light.

This careful design is also present in
i the DI novel studies. Vocabulary

words and expressions are presented
i in the same format as in RM lessons.
In addition, students are often asked

i to share their own experiences in rela- :

! tion to the new vocabulary that is
being used. For example, in the novel
i study for King of the Wind the meaning
of the word “amulet” is further rein-
i forced by asking the students to tell
an item that they would consider to

i be an amulet. “Amulets are charms
worn to protect against evil, such as

i disease or witchcraft. Everybody, what

i do you call a charm worn to protect
against evil?” “An amulet.” “What are
i some amulets that we might wear?”
Ideas: Four-leaf clover; rabbit’s foot.

i When the students encounter the part :
¢ hension to occur as students read—so i )
i with the key elements of DI design
i as we have noted in this article. Then :

 the workbook or worksheet questions : We can all have the fun of teaching

 at the end of the selection or chapter, | great literature without shortchang-

{ ing the children. 4oz

i of the story where the horse’s amulet
 is thrown into the fire, they now are

i able to understand why this was such
a terrible thing. This further rein-

i forces the students’ understanding of
! the meaning of the word.
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i Vocabulary is often further discussed
i in the guided questioning portion of

provide students with meaningful

! practice and repetition. These written
activities follow the pattern as that

¢ used in the RM skill book.

4. Prompting the information needed
:  ing Mastery and full-length DI novel
study lessons is far superior in this
regard to spur-of-the-moment
spend the bulk of their time skim- teacher-designed_ nove_:l studie_s that
ming for the information to answer do not use the direct instruction

i approach. As is commonly shared by
users of DI materials, children are
engaged in and remember stories far
better than is typical for unstruc-
tured novel studies. This is not an
accident, nor does it have to do with
the nature of the stories per se.
Instead it is the instructional design

that is superior.

for written questions to follow
each section. Most novel studies
ask questions at the end of the
chapter. Then students must

And of course, remembering
information is what is
needed for comprehension to
occur as students read—so
that comprehension is
iImproved as a result.

purpose is for them to “find” the
information, like a treasure hunt,
rather than know the information
as they are reading. Reading
Mastery, Understanding U.S. History
textbooks, and the DI novel stud-
ies all use interspersed questions
immediately after the information
is read. This changes the whole
purpose of the enterprise (for
those who understand what is

mation to “remembering” the
information.

 tion is what is needed for compre-

that comprehension is improved as a
i result. Then when students answer

! the information has already been

i prompted by the interspersed ques-
H tion and students can “remember”
i the lesson. Follow-up written activities the answers rather than go searching
for them. Again, remembering the
information is what’s essential for
understanding to occur, and for the

information to be available for higher

order thinking, so the design of Read-

There is no reason teachers shouldn’t
i supplement Reading Mastery at the

the question—just as is often done

in social studies books. Oddly, this | UPPEr levels with novel studies if

results in students feeling that the they are as carefully designed as

i Reading Mastery. The authors of the
DI novel studies have carefully stud-
ied the instructional sequence found
in RM and have emulated this
approach to instruction in their les-
sons. Novel studies that are off-the-
cuff improvisations of teachers rather
than carefully designed lessons will
not provide students with adequate
instruction in these materials. Impro-
going on) from “finding” the infor- : vising may be enjoyable for the :
i teacher, but is not very effective for
the students. However, instead of

H avoiding classic literature altogether,
¢ And of course, remembering informa- we just need DI folks doing the hard

i work of designing more novel studies
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‘ Resources Inc.
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“Providing the Programs Students Need
and the Support Teachers Deserve”

e
ot Developmen

= Specialists in School-Wide Implementations
(Request an Implementation Packet)

e Program Enhancement Products
(See our Catalog)

= Training and Support for:
Reading Mastery Classic
Reading Mastery Plus
Corrective Reading
Horizons
Spelling Mastery

Connecting Math Concepts
DIBELS

Stepping Stones to Literacy
Rewards
Read Well

- Classroom Instructional Management Training
= Administrative Leadership Training

e Research and Evaluation Services

Educational
*‘ Resources Inc.

/) e e :.,_—__'__'!_,.____

Contact ERI today for a catalog and training information!
Marketing Office: 118 S.E. 15th Ave. Cape Coral, Florida 33990 « Phone: 239-458-2433
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A-z';zg Assoclation for Direct Instruction

P.O. Box 10252, Eugene, Oregon 97440 < www.adihome.org = 541.485.1293 (voice) = 541.868.1397 (fax)

Now Available from ADI...

CoAacHEs TooL Kit

These useful pre-printed Post-1t® notes are used to help convey important teaching skills to users of the Direct Instruc-
tion Reading programs. Instead of having to write out the proper presentation of the correction or procedure, one simply
peels a sheet off the pad and puts it in the next lesson or two where the correction/procedure would be used.

The primary set, for use primarily with Reading Mastery I and 11 and Decoding A contains
correction procedures for
= Reading Vocabulary/Sounding Out (Words in Columns)

Individual Turns

Comprehension Questions

Reading Vocabulary (Sound Identification Errors)
Looping for Sound-1t-Out Words

= Word Identification Errors (Group Reading)

The upper level set, for use primarily with Reading Mastery 111-V1 and Corrective Reading
contains correction procedures for
= Individual Turns

= Comprehension Questions
= Word Identification Errors (Word Attack)
= Word Identification Errors (Group Reading)

The two come together as a kit and are priced at $30.00 per kit ($24.00 for ADI members). Contact
ADI for quantity pricing.

Title Member Price | List Price Quantity Total
Coaches Tool Kit $24.00 $30.00
Subtotal
Make payment or purchase orders payable to the . :
Association for Direct Instruction. Postage & Handling (33.50 per kit)
Total (U.S. Funds)

Please charge my __ Visa __ Mastercard ___ Discover in the amount of $

Card # Exp Date

Signed

Name:

Address:

City: State: Zip:

Phone:
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Videotapes on the Direct Instruction Model

ADI has an extensive collection of videos on Direct Instruction. These videos are categorized as informational, training, or
motivational in nature. The informational tapes are either of historical interest or were produced to describe Direct Instruc-
tion. The training tapes have been designed to be either stand-alone training or used to supplement and reinforce live train-
ing. The motivational tapes are keynote presentations from past years of the National Direct Instruction Conference.

Informational Tapes

Where It All Started—45 minutes. Zig teaching kindergarten children for the Engelmann-Bereiter pre-school in the 60s.
These minority children demonstrate mathematical understanding far beyond normal developmental expectations. This
acceleration came through expert teaching from the man who is now regarded as the “Father of Direct Instruction,” Zig
Engelmann. Price: $10.00 (includes copying costs only).

Challenge of the 90s: Higher-Order thinking—45 minutes, 1990. Overview and rationale for Direct Instruction strate-
gies. Includes home-video footage and Follow Through. Price: $10.00 (includes copying costs only).

Follow Through: A Bridge to the Future—22 minutes, 1992. Direct Instruction Dissemination Center, Wesley Elemen-
tary School in Houston, Texas, demonstrates approach. Principal, Thaddeus Lott, and teachers are interviewed and class-
room footage is shown. Created by Houston Independent School District in collaborative partnership with Project Follow
Through. Price: $10.00 (includes copying costs only).

Direct Instruction—black and white, 1 hour, 1978. Overview and rationale for Direct Instruction compiled by Haddox for
University of Oregon College of Education from footage of Project Follow Through and Eugene Classrooms. Price: $10.00
(includes copying costs only).

Training Tapes

The Elements of Effective Coaching—3 hours, 1998. Content in The Elements of Effective Coaching was developed by Ed Schae-
fer and Molly Blakely. The video includes scenarios showing 27 common teaching problems, with demonstrations of coach-
ing interventions for each problem. A common intervention format is utilized in all scenarios. Print material that details each
teaching problem and the rationale for correcting the problem is provided. This product should be to used to supplement
live DI coaching training and is ideal for Coaches, Teachers, Trainers. Price...$395.00 Member Price...$316.00

DITV—Reading Mastery 1, 2, 3 and Fast-Cycle Preservice and Inservice Training—The first tapes of the Level |
and Level 11 series present intensive preservice training on basic Direct Instruction teaching techniques and classroom man-
agement strategies used in Reading Mastery and the equivalent lesson in Fast-Cycle. Rationale is explained. Critical techniques
are presented and demonstrated. Participants are led through practical exercises. Classroom teaching demonstrations with
students are shown. The remaining tapes are designed to be used during the school year as inservice training. The tapes are
divided into segments, which present teaching techniques for a set of of upcoming lessons. Level 111 training is presented on
one videotape with the same features as described above. Each level of video training includes a print manual.

Reading Mastery 1 (10 Videotapes) $150.00

Reading Mastery 11 (5 Videotapes) $75.00

Reading Mastery 111 (1 Videotape) $25.00
Combined package (Reading Mastery 1-111) $229.00

Corrective Reading: Decoding B1, B2, C—(2-tape set) 4 hours, 38 minutes + practice time. Pilot video training tape
that includes an overview of the Corrective series, placement procedures, training and practice on each part of a decod-
ing lesson, information on classroom management/reinforcement, and demonstration of lessons (off-camera responses).
Price $25.00.
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Conference Keynotes

These videos are keynotes from the National Direct Instruction Conference in Eugene. These videos are professional qual-
ity, two-camera productions suitable for use in meetings and trainings.

Keynotes From the 2005 National DI Conference, July 2005, Eugene, Oregon

Carefully Designed Curriculum: A Key to Success. For the past 31 years Zig Engelmann has delivered the open-
ing keynote of the National DI Conference, and this year was no exception. Zig focuses on the careful design of the
Direct Instruction programs that make them effective in the classroom versus other programs that have some of the
component design elements, but not all and are therefore less effective than DI. Pioneering author Doug Carnine
describes some of the challenges we face in educating our children to compete on a world class level. Doug also goes
into detail of how to create a school improvement plan and how to implement it. As a bonus, the conference closing is

ncluded. Price: Videotape $30.00, DVD $40.00

Keynotes From the 2004 National DI Conference, July 2004,

To

Eugene, Oregon—Conference attendees rated the keynotes
from the 30th National Direct Instruction Conference and Insti-
tutes as one of the best features of the 2004 conference. Chris
Doherty, Director of Reading First from the U.S. Office of Ele-
mentary and Secondary Education in Washington, DC, delivered a
humorous, informative, and motivating presentation. Chris has
been an advocate of Direct Instruction for many years. In his capac-
ity with the federal government he has pushed for rules that insist
on states following through with the mandate to use programs with
a proven track record. The way he relates his role as a spouse and
parent to his professional life would make this an ideal video for
those both new to DI as well as veteran users. In the second open-
ing keynote, Zig Engelmann outlines common misconceptions
that teachers have about teaching and learning. Once made aware
of common pitfalls, it is easier to avoid them, thereby increasing
teacher effectiveness and student performance. Price: $30.00

the Top of the Mountain—Giving Kids the Education
They Deserve—75 minutes. Milt Thompson, Principal of 21st
Century Preparatory School in Racine, Wisconsin gives a very
motivational presentation of his quest to dramatically change
the lives of all children and give them the education they
deserve. Starting with a clear vision of his goal, Thompson
describes his journey that turned the lowest performing school
in Kenosha, Wisconsin into a model of excellence. In his
keynote, Senior Direct Instruction developer Zig Engelmann
focuses on the four things you have to do to have an effective
Direct Instruction implementation. These are: work hard, pay
attention to detail, treat problems as information, and recognize
that it takes time. He provides concrete examples of the ingre-
dients that go into Direct Instruction implementations as well
as an interesting historical perspective. Price: $30.00

No Excuses in Portland Elementary, The Right Choice Isn’t

Always the Easiest, and Where Does the Buck Stop? 2
tapes, 1 hour, 30 minutes total. Ernest Smith is Principal of
Portland Elementary in Portland, Arkansas. The February 2002
issue of Reader’s Digest featured Portland Elementary in an arti-
cle about schools that outperformed expectations. Smith gives
huge credit to the implementation of DI as the key to his stu-
dent’s and teacher’s success. In his opening remarks, Zig
Engelmann gives a summary of the Project Follow Through
results and how these results translate into current educational
practices. Also included are Zig’s closing remarks. Price: $30.00

Lesson Learned...The Story of City Springs, Reaching for

40

Effective Teaching, and Which Path to Success? 2 tapes, 2
hours total. In the fall of 2000 a documentary was aired on PBS
showing the journey of City Springs Elementary in Baltimore from
a place of hopelessness to a place of hope. The principal of City
Springs, Bernice Whelchel, addressed the 2001 National DI Con-
ference with an update on her school and delivered a truly inspir-
ing keynote. She describes the determination of her staff and

students to reach the excellence she knew they were capable of.
Through this hard work City Springs went from being one of the
20 lowest schools in the Baltimore City Schools system to one of
the top 20 schools. This keynote also includes a 10-minute video
updating viewers on the progress at City Springs in the 2000-2001
school year. In the second keynote Zig Engelmann elaborates on
the features of successful implementations such as City Springs.
Also included are Zig’s closing remarks. Price: $30.00

Successful Schools...How We Do [t—35 minutes. Eric Mah-

moud, Co-founder and CEO of Seed Academy/Harvest Prepara-
tory School in Minneapolis, Minnesota presented the lead
keynote for the 1998 National Direct Instruction Conference.
His talk was rated as one of the best features of the conference.
Eric focused on the challenges of educating our inner city youth
and the high expectations we must communicate to our chil-
dren and teachers if we are to succeed in raising student per-
formance in our schools. Also included on this video is a
welcome by Siegfried Engelmann, Senior Author and Developer
of Direct Instruction Programs. Price: $15.00

Commitment to Children—Commitment to Excellence and

How Did We Get Here...Where are We Going?—95 min-
utes. These keynotes bring two of the biggest names in Direct
Instruction together. The first presentation is by Thaddeus Lott,
Senior. Dr. Lott was principal at Wesley Elementary in Houston,
Texas from 1974 until 1995. During that time he turned the
school into one of the best in the nation, despite demographics
that would predict failure. He is an inspiration to thousands
across the country. The second presentation by Siegfried Engel-
mann continues on the theme that we know all we need to know
about how to teach—we just need to get out there and do it. This
tape also includes Engelmann’s closing remarks. Price: $30.00

State of the Art & Science of Teaching and Higher Profile,

Greater Risks—50 minutes. This tape is the opening
addresses from the 1999 National Direct Instruction Confer-
ence at Eugene. In the first talk Steve Kukic, former Director of
Special Education for the state of Utah, reflects on the trend
towards using research based educational methods and research
validated materials. In the second presentation, Higher Pro-
file, Greater Risks, Siegfried Engelmann reflects on the past
of Direct Instruction and what has to be done to ensure suc-
cessful implementation of DI. Price: $30.00

Fads, Fashions, & Follies—Linking Research to Practice—25

minutes. Dr. Kevin Feldman, Director of Reading and Early
Intervention for the Sonoma County Office of Education in
Santa Rosa, California presents on the need to apply research
findings to educational practices. He supplies a definition of
what research is and is not, with examples of each. His style is
very entertaining and holds interest quite well. Price: $15.00
continued on next page
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Videotapes on the Direct Instruction Model...continued

Aren’t You Special—25 minutes. Motivational talk by Linda Gib-
son, Principal at a school in Columbus, Ohio, successful with
DI, in spite of minimal support. Keynote from 1997 National DI
Conference. Price: $15.00

Effective Teaching: It’s in the Nature of the Task—25 min-
utes. Bob Stevens, expert in cooperative learning from Penn
State University, describes how the type of task to be taught
impacts the instructional delivery method. Keynote from 1997
National DI Conference. Price: $15.00

Moving from Better to the Best—20 minutes. Closing keynote
from the National DI Conference. Classic Zig Engelmann doing
one of the many things he does well...motivating teaching pro-
fessionals to go out into the field and work with Kkids in a sensi-
ble and sensitive manner, paying attention to the details of
instruction, making sure that excellence instead of “pretty good”
is the standard we strive for and other topics that have been the
constant theme of his work over the years. Price $15.00

One More Time—20 minutes. Closing from 1997 National DI
Conference. One of Engelmann’s best motivational talks. Good
for those already using DI, this is sure to make them know what
they are doing is the right choice for teachers, students, and our
future. Price: $15.00

An Evening of Tribute to Siegfried Engelmann—2.5 hours. On
July 26, 1995, 400 of Zig Engelmann’s friends, admirers, col-
leagues, and protégés assembled to pay tribute to the “Father of
Direct Instruction.” The Tribute tape features Carl Bereiter,
Wes Becker, Barbara Bateman, Cookie Bruner, Doug Carnine,

and Jean Osborn—the pioneers of Direct Instruction—and
many other program authors, paying tribute to Zig. Price: $25.00

Keynotes from 22nd National DI Conference—2 hours. Ed
Schaefer speaks on “DI—What It Is and Why It Works,” an
excellent introductory talk on the efficiency of DI and the sen-
sibility of research based programs. Doug Carnine’s talk “Get it
Straight, Do it Right, and Keep it Straight” is a call for people
to do what they already know works, and not to abandon sensi-
ble approaches in favor of “innovations” that are recycled fads.
Siegfried Engelmann delivers the closing “Words vs. Deeds” in
his usual inspirational manner, with a plea to teachers not to get
worn down by the weight of a system that at times does not
reward excellence as it should. Price: $25.00

Keynotes from the 1995 Conference—2 hours. Titles and
speakers include: Anita Archer, Professor Emeritus, San Diego
State University, speaking on “The Time Is Now” (An overview
of key features of DI); Rob Horner, Professor, University of Ore-
gon, speaking on “Effective Instruction for All Learners”; Zig
Engelmann, Professor, University of Oregon, speaking on
“Truth or Consequences.” Price: $25.00

Keynote Presentations from the 1994 20th Anniversary
Conference—2 hours. Titles and speakers include: Jean
Osborn, Associate Director for the Center for the Study of
Reading, University of Illinois, speaking on “Direct Instruction:
Past, Present & Future”; Sara Tarver, Professor, University of
Wisconsin, Madison, speaking on “I Have a Dream That Some-
day We Will Teach All Children”; Zig Engelmann, Professor,
University of Oregon, speaking on “So Who Needs Standards?”
Price: $25.00

Order Form: ADI Videos

Use this chart to figure your shipping and handling charges.

If your order is: Postage & Handling is:

$0.00 to $5.00 $3.85

$5.01 to $10.00 $4.50

$10.01 to $15.00 $5.85

$15.01 to $20.99 $7.85

$21.00 to $40.99 $8.50

$41.00 to $60.99 $9.85

$61.00 to $80.99 $10.85

$81.00 or more 10% of Subtotal

Outside the continental U.S., add $8 more

Send form with Purchase order, check or charge card number to:

; n '- ADI, PO Box 10252, Eugene, OR 97440

Phone 1.800.995.2464 Fax 541.868.1397

You may also phone or fax your order.
Qty.

Item Each Total

Shipping
Total

Please charge my __ Visa ___ Mastercard ___ Discover in the amount of $

Card #

Exp Date

Signed

Name:

Address:

City: State:

Zip:

Phone:
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14-171:5 Books Price List

The Association for Direct Instruction distributes the following Direct Instruction materials. Members of ADI receive a
20% discount on these materials. To join ADI and take advantage of this discount, simply fill out the form and include your
annual dues with your order.

Title & Author Member Price  List Price Quantity Total
Preventing Failure in the Primary Grades (1969 & 1997) $19.95 $24.95
Siegfried Engelmann ' '
Theory of Instruction (1991)
Siegfried Engelmann & Douglas Carnine $32.00 $40.00
Teach Your Child to Read in 100 Easy Lessons (1983)
Siegfried Engelmann, Phyllis Haddox, & Elaine Bruner $17.50 $22.00
Structuring Classrooms for Academic Success (1983) $11.00 $14.00
S. Paine, J. Radicchi, L. Rosellini, L. Deutchman, & C. Darch ' '
War Against the Schools’ Academic Child Abuse (1992) $14.95 $17.95
Siegfried Engelmann ' '
Research on Direct Instruction (1996)
Gary Adams & Siegfried Engelmann $24.95 $29.95
Introduction to Direct Instruction
N. E. Marchand-Martella, T. A. Slocum, & R. C. Martella $44.00 $55.00
Managing the Cycle of Acting-Out Behavior in the Classroom $24.00 $28.00
Geoff Colvin ' :
Corrective Reading Sounds Tape $10.00
Use this chart to figure your shipping and handling charges. Subtotal
If your order is: Postage & Handling is:
$0.00 to $5.00 $3.85 Postage & Handling
$5.01 to $10.00 $4.50
$10.01 to $15.00 $5.85 .
$15.01 to $20.99 $7.85 ADI Membership Dues
$21.00 to $40.99 $8.50
$41.00 to $60.99 $9.85
$61.00 to $80.99 $10.85 Total (U.S. Funds)
$81.00 or mor_e ) 10% of Subtotal Make payment or purchase orders payable to
Outside the continental U.S., add $8 more the Association for Direct Instruction.

Please charge my _ Visa ___ Mastercard ___ Discover in the amount of $

Card # Exp Date

Signed

Name:

Address:

City: State: Zip:

Phone:

School District or Agency:

Position:

e-mail address:

Send to ADI, PO Box 10252, Eugene, OR 97440
You may also phone in your order with VISA or Mastercard. Phone 1.800.995.2464
Order online at www.adihome.org
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Aj';z'* Association for Direct Instruction

PO Box 10252, Eugene, Oregon 97440 < 541.485.1293 (voice) <= 541.868.1397 (fax)

What is ADI, the Association for Direct Instruction?

ADI is a nonprofit organization dedicated primarily to providing support for teachers and other educators who use Direct
Instruction programs. That support includes conferences on how to use Direct Instruction programs, publication of The
Journal of Direct Instruction (JODI), Direct Instruction News (DI News), and the sale of various products of interest to our members.

Who Should Belong to ADI?

Most of our members use Direct Instruction programs, or have a strong interest in using those programs. Many people who
do not use Direct Instruction programs have joined ADI due to their interest in receiving our semiannual publications, The
Journal of Direct Instruction and Direct Instruction News. JODI is a peer-reviewed professional publication containing new and
reprinted research related to effective instruction. Direct Instruction News focuses on success stories, news and reviews of
new programs and materials and information on using DI more effectively.

Membership Options

$40.00 Regular Membership (includes one year subscription to ADI publications, a 20% discount
on ADI sponsored events and on materials sold by ADI).

$30.00 Student Membership (includes one year subscription to ADI publications, and a 40% discount
on ADI sponsored events and a 20% discount on materials sold by ADI).

$75.00 Sustaining Membership (includes Regular membership privileges and recognition of your support
in Direct Instruction News).

$150.00 Institutional Membership (includes 5 subscriptions to ADI publications and regular membership
privileges for 5 staff people).

v/ Canadian addresses add $10.00 US to above prices.

v/ Outside of North America add $20.00 for standard delivery or $30.00 for airmail delivery.
v/ Contributions and dues to ADI are tax deductible to the fullest extent of the law.

v/ Please make checks payable to ADI.

Please charge my _ Visa __ Mastercard ___ Discover in the amount of $

Card # Exp Date

Signed

Name:

Address:

City: State: Zip:

Phone:

School District or Agency:

Position:

e-mail address:
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Thank you to our Sustaining Members

i The ADI Board of Directors acknowledges the financial contribution made by the following individuals. Their generosity
i helps our organization continue to promote the use of effective, research-based methods and materials in our schools.

Anayezuka Ahidiana i Jane Fordham

Todd Forgette

i Jacqueline Mault i Vicci Tucci

Jason Aronoff Amy McGovern Scott Van Zuiden

Roberta Bender

Muriel Berkeley

i Donna Dressman

Barbara Forte
David Giguere

Meralee Hoffelt

i Greg Nunn
Kip Orloff

Carolyn Schnieder

Tara Ebey Debbie & Ken Jackson Martha Sinkula
Julie Eisele Shirley R. Johnson Frank Smith
Babette Engel Royce Ledbetter Pam Smith

| Jo Farrimond

Margaret Fitzgerald

: John W. Lloyd
Mary Lou Mastrangelo

Linda Stewart

Sara G. Tarver

Maria Vanoni

George Vinci

Susan Best Jane-Rose Gregoire Jean Oshorn Tricia Walsh Coughlan
William Bursuck Mary P. Gudgel David Parr Rose Wanken

Doug & Linda Carnine Tracey Hall K. Gale Phillips Ann Watanabe
Corene Casselle Linda Haniford Tara Saar Paul Weisberg

Jim Cowardin Gerry Heller Raines Geoff St. John Gayle Wood

Don Crawford Lee Hemenway Randi Saulter Leslie Zoref



