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Evaluatec
‘Students in San

- B-y Mariene L. Carnpbell
" San:Diego State University

L Reported by Wes Becker

Th;s study used the onglnal Correc—-
tve ‘Reading Programi (Engelmann; S
" Becker; W:C;, Carnine, L., Meyers, .L.,',
.'-::lBecker,] &.]ohnson, G:;*5RA;:1975)
< whichs was later rev15ed and pubhshed as,

" dard’ deviation’ below the meari: -A._non- -

o+ -equivalent - control group consistéd: of . -
" students - reading - at least at the third - -
orgrade

level. who were: emotionally
--stable,.  Théy . were -placed in regular -
. English classes. There were 13 subjects in

" 'the control group(é reading at the third

-.grade: level, ‘and ‘7 at the fourth grade.

“level- at the start). There were 42 ex-

- . perimental subjects {19 .starting ‘at the

" ‘'second grade level, 14 at the third grade
level,-and 9 at the-fourth grade level). A
- ‘small percentage of experimental sub-
. -jects were‘in the program for a second-
" “year (e.g., as a seventh grader and an
-eighth’ -grader). If pretests and posttests
“‘were available for each year, they were
counted twice. The experimental group

was - 75% seventh. graders and 85%

- boys, whereas the control group was
more evenly divided. 79% of the ex-
_-perimental group and 62% of the con-

* “trol:group were non-white. The classes
" were held in a junior high and a middle

~schobl in a minority neighborhood.

“Both" were magnet schools where the

_principals encouraged the development
of reading skills. .

The individually administered Wood-

- -cock Reading Mastery Test was used to

" evaluate progress {in most cases Form A
- _-at pretest and Form B at posttest). The
- Woodcock gives a total Reading Score

“"and‘fve subscores: Letter- Identification,
“Word Identification, Word Attack,
“Word Comprehension, ‘and Paragraph
- “'‘Comprehension, and a Total'Reading

- 5COre.

The students were taught CRP for 50

ea
ith Secondary

readrng Ievels on. the_Woodcock-Readmg ;':f.
Mastery. Test (1973) more than one stan- -

g Program.

hifnites- a day in resource {
of ‘8 to:12 students.  Th
aides Teceéived no- spec1ai trammg in:the

- .use of -the program::Checkouts were

‘made by the teachers or aides within the
" '50 minutes of class time. The students
.~ were also-required. to.read six books of

their’ choice each quarter-and “to" give

-’book reports to-the class. CRP was not
':-_taught on. book report days SRR

'by students in  CRP; and a gain of 4
~months by students in English’ classes.
The lowest performmg group, subgroup -
A, gained 1.2 years.in 10.2 ‘months,

‘Considering - that - these - students . had
‘gained only 2 years in-the last 7, this-is

an excellent change. It is likely that these
low . students also needed additional
systematic phonics instruction (as- pro-
vided in Decoding A) to make better
progress. Subgroup B gained 2.4 years

-and subgroup C gained 3.4 years. The

comparison groups gained .2 and .5

o h1ghly s:gmfzcant dlfference G' :
cur for  comprehension “as’ well as

Accompanying this issue you will find
the announcement for the tenth Direct
Instruction training conference in
Eugene, OR. Members will also find

four extra copies of the ADI NEWS. -
-Help us spread the news about the Con-

ference and to increase ADI member-
ships by giving the extra copies to col-

{eagues and friends who might like to

joinus. Memberships taken out between
now and September 1, are good until
August 31, 1985. If you have additional
persons -who should :receive this issue
FREE, please send us thelr names and ad-

. dresses

decodmg.skr_l_ls ‘Magnitude of: the gains
(with'the exception of Word Identifica-
tiony range from .5'to .7 standard devia-
tion units-for the CRP group. The max-
imum change for the control group was

- ‘a little over .1 of a standard deviation

unit. (Note: To express gains in standard
deviation units, the standard score is
divided by the standard deviation for
the standard scores, which in this case is
10.)

Continued on Page 23

Table 1

Comparisons of Gains on the Woodcock Mastery Reading Test

Total Reading Scores

Standard
- Months in Grade Terminal Score Gain
Groups N " Program Level Gain Level (SD = 10}
1—Exper. : 42 9.0 2.2 5.9 5.9
II—Control 13- 10.5 L 4.4 .5
“Subgroups .
A; Pretest——Grade 2. R :
I —Exper. 19 10.2: - 1.2 3.7 4.8
B. Pretest-—Grade 3 _ _
 I—Exper; - .14 RN 2.4 5.4 7.3
. II—Control L6 - 10.80 2 3.6 - 0.5
C. Pretest—Grade 4 C L L
I—Exper. . . PURT" USRI - X 3 .34 6.6 6.0
S35 050 14

NI=Control =~ 7 "

| Tenth Annual
)i Coi terence

“the

etc.,

At the -Annual’ DL Conference every'
one works hard and learns a lot. It is a -
fun week to spend with ‘cthers like :
yourself who want to be better at what -
they - do -in" teaching, - The :faces: of-
newcomers on the-first:day of:the'Con- -
fererice are interesting. Their. éyes; ther_r'-_
expressions, - ‘and  their - reluctance to-
laugh suggest that'they are-very serious -

" and somewhat’ mtmudated “‘But by the- -

end . of ‘the ~week, “their faces 'and -
behaviors have changed a lot. They are’
relaxed and happy, and they realize they -
have been through a week: of powerful

ferénice‘ Center, and’

fur get- together :
‘picnic at ‘the end. of the’ first-day. The
“guest rooms at the Hilton are great and
"the Conference facilities -are: the finlest.
We will have some of the best trainers in

world ‘starting--with Ziggy
Engelmann, Doug Carnine, and Wes
Becker, and a backup cast of pros such
as Phyllis Haddox, Susie Hanner, Randy
Sprick, Gary Johnson, Geoff Colvin,
Lynne Anderson-Inman; -Stan Paine,
etc.,- etc. We will provide the best
Confere'nce we can design, and our focus
will be on providing-you with the most
information and practice-that can be
communicated in five days. You will
work hard, but it's worth it.

If you haven't attended one of our
conferences, give it some serious
thought.. The- Eugene area is
gorgeous—-close to the ocean, the Red-
woods, Crater Lake, and the Cascade
mountains. Fern Ridge Lake is 10 milés

‘away for boating and swimming. The

Willamette River runs through town and
is used for rafting and fishing. Outdoor
sports abound. The new Hult Center for
the Performing Arts is adjacent to the
Hilten and promises. a full schedule of

_outstanding performances during your

stay. By doubling up at the Hilton, your
cost can be only $22 a night. -
If your district cannot support: your

‘training, remember that for most of you

it can be written off taxes-as a profes-
sional expense. So consider combining - .
the Conference with a low cost vacation.
Send in your Conference application.

L form soon.to 1nsure you get the sections
" you want, See you in Eugene in August!
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Dear '-Ed.-it.or:

“You.and your DI .group deserve abig
THANKS. In my Basic Skills Resource:

Roomi, I am using . your Corrective

Reading; Masteryj Spelling, and now Ex-
pressive - Writing.-It is-terrific. Here's an-

endorsemerit | want to share with you,
Scene: Faculty Lunch Room
{Crowded—including principal).
Regular Ed. Teacher; (To me, loud
“and - clear}):
paragraphs today and your kids did bet-
ter than my regular ed. kids!”
Boy, was I floating.. . -

Thanks again for a great book. 1 hoper

Level I will be coming out this summer.
Or what do you suggest for a followup?

oo ot - o Very truly yours,
.~ - .Bernice Senti Pluchos {Mrs.)
. . Special Education, Basic Skills
... . Evergreen School Distric
. .Vancouver, Washington

Ed. ]ﬁ'bkté: Vj"ﬁéltﬁmz’rks ;I;caufd go to Ziggy
-Engelniann! And yes, Level Il is on the
way. . oo -

To theEdltor s
. .In theilast issue, (Winter 83-84),.in our
~rSequencing . .Examples | in

: poinis ztndl
~dom group-on the'Maintenance fest” in-
stead -of 10 percentage * points” higher.
The difference was.13 percentage points
on the posttest. Theimplication we drew
from this dramatic drop was that one
cannot expect that new learning will be
maintained by severely handicapped in-
dividuals unless the teacher programs-in
review sessions,
Thank you. L o
Russell Gersten

“Hey,. Bernice,- we did

~ Dear Editor,

I have been using the Distar Reading -
program for 16 years. About 11 years
ago, there was a youngster in the pro- -
gram (in my educable mentally retarded
“class} who was reading in Distar II.- At

that time Book F, lesson 300, introduced
the alphabet backward. Many lessons
were devoted to this task; some of the
youngsters did exceptionally well.
.Three weeks ago, one of these
students came to visit me. He told me

. that he was in the army and made a
- gread deal of money betting with some
of the scldiers.

How did he make this money?

He bet the others that they could not
say the alphabet backwards. He could;
he came to say “thank you.” :

. Yours truly
Amy H. Cohen
Special Education Teacher

Buckingham School’

Norwich, Connecticut

“~~Are You Going to a Conference?

-Copies of back issues of AD! Neips
wwill.be:sent to .persons; .attending-con- .
. -‘ferences where they would have an' op- -
rtumnity: sthers: in+joining’”

ortunity  tointerest others:
DI or' subscribing to the News. If

terestet WEiE@}"t'_@j"t'h'é:Editér,'";'ADI:féﬁﬁd-: et
*“him-know how many-copies you' could
< ouse, ' o

Do You Need Research Information?

- If you are in need of certain kinds of
research information about DI programs
that is not now available, why not write
to the Editor of the DI News. We will
publish your letter and see if someone
“out there” can help you.

Idaho’s Teacher of the Year for
1983-84 is Victoria (Vicky) Roper,
‘Bpecial Education Teacher.at Wendell

< Elementary School in 'Wendell, Idaho.

Ms. Roper was nominated for the award
by the parents of one of her students

. -because they were impressed with the
"tremendous progress their child had
. made in Vicky's classroom, Vicky com-

1 Teacher Named Idaho
Teacher of the Year

bines effective teaching techniques. with
a supportive manner to motivace
students to succeed in her self-contained
classroom. ‘

An advocate of Direct Instruction,
Vicky has attended DI Conferences in
Eugene and uses a variety of direct in-
struction programs. This year, she and
her aide are teaching Distar Reading I,

§f educational excellence in one of four categories: (1) elementary teachirig; (2) f
‘Waoolfser,. Eigene, Oregon;’ Tina- Roseri, Olympia; ‘Washington; -and Alex |

'- ;;ﬁ theif contining commitment to excellence in education for all students, Through
"}l this recognition, the ADI Board seeks to illustrate to others what can be ac-

Arithmetic I, Corrective Reading
Decoding B, Corrective Mathematics,

- Spelling Mastery, Cursive Writing, and
Time-Telling. Vicky has also used Distar
Language 1, modified with signing for
hearing-impaired students. She works
closely with regular classroom teachers
to promote. interaction between regular
and special education.

Vicky gives much of herself when

. working with exceptional students. She
serves as a Special Olympics coach,
trainer, and fund-raiser, spending
_countless out-of-school hours. in helping
her students achieve the confidence and
abilities to participate.

The Association for Direct Instruction
would like to extend its congratulations
to this enthusiastic, dedicated and well-
trained professional.

VICKY ROPER

The Board of Directors of the Association for Direct Instruction is seeking
i nominees in four categories for the 1984 ADI Awards for Excellence in Education.
| Each year, ADI honors people who have made distinguished contributions to

sgcond’mjy teaching; (3) sch_oo] administration; or (4) '_teacher_‘_tra’ining_ and
research. :Last year’s honorees were: Karen Garner, Beaverton, Oregon; Nancy

| Mages, Sydney, Australia, respectively, -~ -+ . o
| The awards seek to recognize those who have distinguished themselves by §

[ complished when commitment and Direct Instruction technology are - put
| together.

Honorees are selected by the ADI Board of Directors from nominating letters
| submitted to them. You may nominate cadidates in any one of the four
| categories. NOMINATIONS MUST BE RECEIVED BY JULY 1, 1984. Send let-
| ters of nomination to ADI BOARD (HONORS), P.O. Box 10252, Eugene, OR., [
il 97440. In your letter, document what your nominee has done to earn’ your
nomination. Please provide an address and phone where we can contact your for-
H more information if needed. '

' Many more capable and deserving persons will be nominated than can be

The Direct Instruction News is published Fall, Winter, Spring and Summer, and is
distributed by mail to members of the Association for Direct Instruction, Readers
are invited to submit articles for publication relating to DI. Send contributions to:
The Association for Direct Instruction, P.O. Box 10252, Eugene, Oregon 97440,
Caopyrighted by ADI, 1984. '
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Springfield News |

During the year 1983, The Associa-
tion for Direct Instruction had a total in-
come of $169,999.81 and expenses of
$161, 763.63. This gave a net income of
'$8,236.18. About $5000 of this was
obligated to support the handicapped
preschool and the rest for the Spring and
Summer issues of DI News.

The San Diego and Eugene con-
ferences produced a net gain of $2927.22
on income of nearly $40,000. Member-
ships and subscriptions brought in
$10,099.50 and book sales nearly
$14,000. Expenses in this area {books
and DI News) exceeded costs by $621,
but we have an inventory valued at
about $7500, so we remain about $6900
ahead on publications ($4400 of inven-
tory was carried over from 1982),

The handicapped preschool and the

- 4-] summer school are essentially break

even operations.
. The Association thus remains finan-

“cially stable.

i recognized this year. However, we welcome all nominations,

ADI Financial Report - 1983

1983 Income & Expense Summary
INCOME | i

Memberships and subscriptions $10,009.50

Memberships — 581

Subscriptions only — 276

International M & S — 40
Baook sales $13,973.67
Advertising $440.00
Interest $485.00
Conference fees $39,337.00
Handicapped Preschool (State Funds) $98,872.64
Handicapped Preschool Other $2,042.00
Eugene 4-] District Summer School $4,750.00

Total Income $169,990,81

EXPENSES
Cost of books and DI News $24,920.08
Overhead , $609.02
Conference expenses $36,400.78
Preschool expenses $85,716.97
Overhead $9,626.63
Eugene 4-] District Summer Schoaol $4391.15
TOTAL EXPENSES $161,763,63
NET INCOME FOR 1983 $8,236.18




By Cynthia M. Herr
"Lane Community College
Eugene, OR

While the Corrective Reading Pro-
gram was originally written for use in
grades four through twelve, it is equally
effective when tsed with adults who are
non-readers or who read at a very low
-level. I began using Corrective Reading
with adults when I started teaching in

the Study Skills Learning Center at Lane

Community College in 1979.

The Study Skills Learning Center of- -

fers developmental courses in language
arts for students who are enrolled at
Lane Community College, Some of the
students are enrolled in vocational
courses; some are pursuing academic
degrees. Students range in age from
young adulthood to middle-age. Among
the courses offered in the Study Skills
Learning center are several classes
designed to provide intensive remedial
work in reading, writing, and spelling.
"These Read, Write, Spell classes, as they
"are called, require the students to attend
class 10 hours per week. This is approx-
imately three times the class time re-
"quired for most courses at the college.
There are three levels of Read, Write,
" Spell  classes. The lowest level is for
students who read at less than a fifth
grade.level, as measured on the Wide
. Range Achievement Test (WRAT). The
-second level is for students whose
" reading levels fall between the fifth and
-severnth grade levels, and the third level
“is for students whose reading levels are
-above the seventh grade level.- -Enroll-
- ment ir-any of the
~"tor permission. only;:
- pretested . on the. WRAT before - being
“allowed to register for one of the classes.
“'As a matter of department policy, stan-
"dardized -test data .are recorded by in-
- structors for all classes offered in the
- Gtudy Skills Learning Center. The max-
imum enrollment for the lowest level
-class is 12 students. For the other two
levels, it is 15 students. ‘A classroom aide
is assigned to assist the instructor of the
- lowest level class during the ten hours of
- weekly class time.
I taught the lowest level Read, Write,
Spell class for nine terms between Fall,
1979 and Spring, 1982. During this time,

" Tused Corrective Reading as the primary ~

reading program for the class. Besides
the WRAT, the Nelson Reading Test (a
timed test of vocabulary and com-
prehension) is typically administered.
Many students take a Read, Write, Spell
class for only one or two terms. But dur-
ing the three years I taught the class,
three students enrolled in my class for
" several consecutive terms. This enabled
me to gather long term data on their
reading progress. | have also had contact
with each of the three students over the
last two years, Thus, although I do not
have test scores on their current reading
-levels, I do know that all three students
‘have continued their education pro-
~ grams to some degree. The purpose of
" this article is to describe the use of Cor-
rective Reading with these three adults
and to present the data on their progress
during the time they were enrolled in the
Read, Write, Spell cldss.
-~ For the maost part/ I used the Correc-
‘tive Reading Program in the same man-
. ner with adults as I'had with elementary

and high school age students previously.

assesiis by instruc- . -
and all students are -

Each student was given the placement
test and assigned to either Decoding B or

'Decoding C. In the cases of these three

students, who shall be referred to as W.,
D., and M., each student began Correc-
tive Reading in Decoding B, lesson 1.

Since the .Read, Write, Spell class met-

for two hours each day, I was able to
divide the class of 10-12 students into
twao skill groups which met. with me for a
Corrective Reading lesson for 45-60

‘minutes a day. During the other hour of

class time, the students worked with the
aide. During this time, the aide did
timed readings with the students, taught
a spelling lesson, and assisted the
students in their independent seat work,

Initially, I covered only one Correc-
tive Reading lesson a day with each
group, The lessons were taught accord-
ing to the program manuals. One of the
most critical aspects of teaching reading
to adults who are reading at a very low
level is having the students read aloud.
Unfortunately, this is the aspect of
teaching reading which is most often ex-
cluded in teaching adults, primarily
because instructors are afraid that adults
will be too embarrassed to read aloud.
During the first week of class, my
students were shy about reading in front
of other students. I made a point of ex-
plaining to them why it was critical for
them to read aloud, and I assured them
that no one would laugh at their

tistakes. We closed the door to our’

classroom to facilitate privacy, and the

rule about laughing at mistakes' was-
~strictly enforced.- I'never-once had a stu--
’dent- refuse. tor', read a]oud ‘under those
circumstances, : B
__'{'consrderable posrtrve remforcement and .
. they ‘were soon quite comfortable ‘about - -
_.réading aloud in class, One of the nicest "

benefits ;of having the students read

aloud in each other’s presence was that

each student quickly realized that
his/her reading problem was not u-
nique; The students developed into a
very - close-knit, supportive group and
encouraged each other to continue
whenever one of the group members
became discouraged.

For most of Decoding B, I covered one
lesson a day. I found that adult readers
with few decoding skills take as long to

master beginning reading skills as do
children who are just learning to read.

However, once these students had suc-

cessfully mastered most of Decoding B, |
found that their learning rates ac-
celerated more quickly. I was able to do
‘one lesson in class plus the chalk-board
work for the next lesson and assign the
second story for homework. The class

aide then did both timed readings with

the students the next day. The students’
error rates did not increase with this ac-
celerated pace. I also found that most of
the adults I taught had little trouble
comprehending the Corrective Reading
stories as long as they were decoding
them accurately. Because of their recep-
tive language, which for most students
was quite good, they had little trouble
with the vocabulary in the stories. This
also made it possible to cover Decoding
C at an accelerated pace. Except for their
greater expressive and receptive
language abilities, these adult learners
were very similar to other beginning
readers in the types of errors they made
in their reading. 1 found that teaching
adults beginning reading skills was very
similar to teaching children beginning
reading skills.

Often I have been asked whether these
adults objected to the content of the
Corrective Reading stories. They did not
object. Sometimes they joked about how
silly some of the fictional stories were,
but ‘all of them were much more con-
cerned about their reading progress than
they were about the content of what
‘they ~read. With Corrective Reading,

<. ~their progress: became ‘evident: to them
© - within the‘frrst"couple of weeks As: long

: g
they likely" would ‘have read anythmg I
‘had asked them to read.

The case histories of the three students
demonstrate the kind of reading pro-
gress adults can make when they are
taught with a well-structured, carefully
sequenced reading program like Correc-
tive Reading. The test scores for these
three students, W., D., and M., are
presented in Tables 1 and 2. In addition
to the standardized tests, I also ad-
ministered the Corrective Reading
mastery tests at the appropriate times in
the program. Although Tables 1 and 2

EAST COAST DIRECT INSTRUCTION SUMMER CONFERENCE

DATES:
LOCATION:
CREDIT:

August 13-15, 1984
Newark, Delaware
College credit through the University of Delaware

CONFERENCE SESSIONS

Corrective Reading Decoding (remedial 4-12)

Corrective Reading Comprehension
(remedial 4-12)

Reading Mastery, Level I (primary)

Reading Mastery, Level 2 (primary)

Reading Mastery, Levels 3-6 {(primary and
intermediate)

Distar Arithmetic (primary)

Corrective Math (remedial 4-12}

Morphographic Spelling (remedial 4-12)
Behavior Management—Elementary
Behavior Management —Secandary
Generalized Compliance Training

" Direct Instruction with Low Performers -

Supervision and Management of Direct
Instruction ’

For information on fees, course descriptions, and registration, write:

Matthew Shipp
Division of Continuing Educahon
University of Delaware

2800 Pennsylvania Ave.
Wilmington, Delaware 19806

hours in the Study Skills

~my Read, Wnte . ‘Spell class _He learned

show pretest and posttest scores for each
term, the pretest score for most terms is
the . posttest score from the previous
term. In most cases, there was only a -

-few weeks' time between the end of one

term and the beginning of a new term. It
would have been inappropriate to have

* tested continuing students on the same .

standardized tests within just a f@w
weeks' time,

Student W. entered the Read, W’rxte
Spell class Fall term, 1979. At that time,
W. was in his mid-twenties, He had at-
tended school only until he was thirteen,
at which time he left home and traveled
around the United States, At various
times in his life he had been enrolled in
government funded training programs,
but becuase of his poor reading skills, he
had always eventually dropped out of
such. programs, When he entered the
Study Skills Learning Center, his
reading score on the WRAT was a 1.9
grade equivalent. He knew some sight

" words,; but had almost no phonic skills

for decoding regular words. W. was
determined that he was going to learn to
read, and he spent many additional
Learning
Center lab practicing the sounds of let-
ters with the aid of a language master
machine—a technique which he had
heard about and which he insisted on be-
ing taught how to use. Since that time, I
have often used a language master
machine to provide additional drill on

~ both phonics and sight-word -skills for
my students, W, made very steady pro-

gress. during the five terms that he was in

o Decodmg B readmg group ‘W, -is:a frne
‘example of what-a very motivated stu-
" dent of normal ability can accomplish
“when taught in a structured, phonicaily

based program. In a year and a half of
study, W.'s scores on the WRAT went
from a 1.9 grade level to a 6.0 grade
level. W. made less spectacular progress
on the Nelson Test of Reading, primarily
because it is a timed test. On a similar
reading comprehension test, in an un-
timed setting, W. scored several grade
levels above his 3.8 score on the Nelson,
In the Spring, 1981, term, W. moved on
to the next level Read, Write, Spell class.
Following that term, he stopped coming
to the Study Skills Center for classes,
primarily because of tuition costs and
job conflicts. Periodically though, he
would stop in to see me, and he always
said that he was still getting help on his
reading from Lane Community College's
adult non-credit program. This last Fall
term, 1983, W. again enrolled in credit
classes at Lane Community College. He
entered a Textbook Reading class with a
5.5 grade level score on the California
Reading Test, He is currently enrolled in
an auto mechanics program and is
managing the course textbook with
some one-to-one tutoring assistance
several times a week. W.'s goal is to pass
the GED (general equivalency degree)
test sometime in the next few years. I

believe that he will achieve that goal.
Student D. entered the Read, Write,
Spell class at the same time as W.
Although his initial WRAT. score was
higher than W.’s (2.4), his progress over
a period of three years was.much less
.Continued on Page 4
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(C.ontinue,d from Page 3)

consistent and slower. D, is probably

the most severely learning disabled stu-

dent I have taught in 12 years of
teaching. D. had almost no decoding
skills when he entered my class as a
young man in his middle twenties. He
had earned a high school diploma, but
had few of the skills normally associated
with that degree. 1 started D. in
Decoding B, and he made slow but
steady progress over the next three
terms. Tables 1 and 2 show that his test
scores on both the WRAT and the
Nelson increased graduaily that year. As
is characteristic of many learning disabl-
ed students, D. often appeared to have
mastered a skill one day only to have
forgotten it the next day, This was pain-
fully obvious when [ tested D. in
September, 1980, after a summer in
which he had no reading instruction, His
reading level and skill had regressed to
almost the level at which he had begun
the year before. D. repeated Deroding B
that Fall and Winter terms. His progress
the second time through the program
was faster, and he retained skills more
easily, He began Decoding C Spring
term, 1981. As a measure of his in-
creased ability to retain new skills, D.’s
test scores the following Fall term show
no decrease, in spite of the three months
he was without instruction. D. .con-
tinued to make steady progress in
Decoding C during the 1981-82 school
year, He completed Decoding C, but un-
fortunately, due to a serious illness, he
did not complete the last week of school
and was not present: for-the posttesting.

. left Oregon and I did‘not hear from .

him for two years. However, he-ap-
peared iri‘'my office justa few weeks ago.

He had come back to get his educational .

records because he is. applying to-the
University of Washington to complete
an art degree. He intends to enroll in
their special reading program while he is
there. -According to D., he is reading
regularly and he believes that his reading
skills have continued to improve. 1
believe that if D. had not had three con-
tinuous years of direct instruction in
reading, he would still be reading at a
second-grade level. His learning disabili-
ty is so severe that without the continual
repetition of newly acquired skills, he
would quickly forgét them. Had I, been
in a program that was not flexible
enocugh to allow him to repeat the same
class, although not the same material
each term, nine times, he would never
have received the number of repetitions

of each skill that he needed in order to -

retain those skills. D. is a testament to
the fact that truly learning disabled
children do not outgrow their disability
when they become adults. Learning will
probably never be easy for D., but with
good teaching he can learn and retain
what he learns.

Student M,, a woman in her early for- -

ties, entered my class Fall term, 1980.
Because of her sight word reading skills,
she scored at the third grade level on the
WRAT. However, I started her in
Decoding B because she had few
decoding skills. M. made good proress
that term, but at the end of the term, she
moved out-of-state, She returned to the
college the following Fall term. She had
lost much of what she had learned in
that- term. Her motivation level was
much higher than before, and she was

‘do not have to be relevant to-an adult’s:
- life. The: -critical - factérs. ‘to-‘consider-in’
- choosing a -progfam for- ‘nonreaders;

whether children or adult,

-taught and how much repetition of those
'skills s

By Charles R. Greenwood, Debra

able to complete Decoding B and Whorton, and Joseph C. Delquadri*'>

Decoding C in the next three terms. In
just nine months, M.'s reading score on
the WRAT improved 2 years and 6 mon-
ths. M. continued on in the next level
Read, Write, Spell class for one more
term, and then she quit school to sup-
port her family. Probably the most im-
pressive- fact about M.'s experience in
the Read, Write, Spell class, besides her
reading progress, is that she was able to
intervene on her son’s behalf when she
realized that he was not learning to read
in first grade. She knew enough about
her own reading problems to recognize
that her son was being taught with a
sight-word method which was teaching
him no decoding skills, Because she was
able to judge that the reading program
was not appropriate for him, she was
able to work with his school to get him
into a Distar program in which he did
very well. I don't know if M. has con-
tinued to read very much since she left
the Read, Write, Spell class, but I do
know that she is successfully supporting
her family, and-she is keeping a very
close watch on her son's progress in
school.

[ believe that the experience of these
students show that Corrective Reading is.
just as effective a program for adults as
it is for children and teenagers. Adult
non-readers need to be taught just as
carefully with a program that stresses
decoding skills as do children who are
first learning to read. The materia] con-
tent of the program is far less important
than many teachers beliéve, The stories -

Juniper Gardens Children’s Project
Bureau of Child Research
University of Kansas

Part I: Overview of Procedures

This article reports tutoring methods
developed at the Juniper Gardens
Children’s Project in Kansas City, Kan-
sas. The Project is a community-based
research program that has worked
cooperatively within the Kansas City
Kansas' Public Schools since 1965. In
1978, we began a line of research focus-
ing on factors related to effective in-
struction. Perhaps the most unique con-
tribution of our work has been the
development of the concept of “oppor-
tunity to respond”—defined as the in-
teraction between instruction ({the
teacher, the materials, the task, the
signals to respond) and student response
{reading, writing, pointing, etc.). The
importance of “opportunity to respond”
is its departure from prior thinking
which -relied primarily upon conse-
quences to motivate students. In “oppor-
tunity to respond”, the quality and fre-
quency of instructional antecedents are
equally important in promoting high
levels of student academic performance
{Delquadri, Greenwood, Stretton &
Hall, 1983}, i

Methods that Engage High Levels of
Responding

.-What are the methods.that increase
opportunity-to.respond” and;-maintain

Copies . of i the: class
-tiitoring materials can be obtained from Dr. Joseph
Delquadri,. Juniper Gardens Children's Project,
‘1980 N. 2nd Street, Kansas City, Kansas 66101. A
reproduction and mailing fee of $15.00 is required.

-are -how
carefully the skills are. sequenced and

*The preparation of this article was supported by
grant #HD 03144 from the National Institute for
Child Health and Human Development

provided. The Corrective
Reading Program meets those criteria as
few other programs do.

Table 1

WRAT Reading Scores (Pretest/Posttest)
(Grade Equivalent Scores)
Winter Spring

Fall Winter Spring Fall ~ Winter Spring  Fall

Stu_dent 79 '80 ‘80 ‘80 ‘81 '81 ‘81 ‘B2 '82
W. 1927 27/3.7 3.7/50 3.4/41 4.1/6.0 - - - -
D. 2.4/3.5 3.5/4.1 4.1/*  26/3.6 3.6/41 4.1/43 4.3/47 4.7/59 5%*
M. - - - 3.3/3.9 - - 3.4/41 41/52 5.2/6.0

*Student was absent when testing was done

Table 2

Nelson—Total Reading Scores (Pretest/Posttest) V
(Grade Equivalent Scores)

Fall Winter Spring Fall Winter Spring Fall Winter Spring
Student '79 ‘80 ‘80 ‘80 ‘81 81 81 ‘82 ‘B2

W. 2,2/2.1

2.1/3.2 3.2/3.0 3.0/3.1 3.1/38 | - - - -
- D, 2.3/3.0 3.0/3.5 35/* 2.5/2.8 2.8/2.5 25/29 3.4/30 3.6 3.6/°
M. - - - 2.9/3.1 3.1/4.0 4.0/4.1

2.7/2.9 — -

*Student was absent when testing was done
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'jproprlate only-“for
“argue- that tutoring methods can be
" designed “and “used successfully as a

~wide-- and horne/parent :

_high levels of academic responding and

practice?

1. Distar instruction groups are oite
method. In this arrangement the teacher
prompts responding, requires both in-
dividual and group responses, uses a
high level of pacing, praises and rein-
forces correct responding, and applies
immediate error correction. Frequent
testing to assess mastery is also used.

2. Individualized seatwork materials
and reinforcement contingencies are

another method. This procedure has

been used to maintain high task-
engagement with each student in their
own level of appropriate materials,

3. Computerized programmed in-
struction is a third method in which stu-
dent responding can be optimally high,
immediate error correction can be ap-
plied, and repeated testing for mastery

. can be used.

4. Large group instruction with group
responding to signals has also been used
to engage all students,

5. Sustained silent reading is another
procedure that requires total group par-
ticipation; all students read for a sustain-
ed time interval,

6. Finally, class-wide peer tutoring,
home/parent tutoring, and single peer
dyads are three additional procedures.

These tutoring procedures have been of

particular interest at Juniper Gardens.

‘Tutoring Models at Juniper Gardens

Tutoring models are a general class of
methods that can be used to efficiently
increase the quality and frequency of
academic interaction. Contrary to the
general view. of tutoring_me'thods as ap-
“remediation”,’ we

serious instructional methodology
within various curricula for all children
in a classroom. These methods also have
the same characteristics as those just
described {e.g., high levels of opportuni-
ty, immediate error correction, frequent
testing, etc.), and these similarities will
be pointed out. The three classes of
tutoring investigated at Juniper Gardens
have been: {a) class-wide peer tutoring,
{b) parent/home tutoring, and {c) single
peer dyads. The first' and last methods
are school based procedures, and the
second occurs in the home.

Class-wide peer tutoring. This method
involves pairing students who work
cooperatively together, one as tutor,
and the other as tutee. All students in the
class are involved for the entire session.
Half-way through the session, pairs
trade roles. The tutor becomes the tutee
and vice-versa,

. Depending upon the subject matter
content {e.g., oral reading, spelling,
arithmetic, etc.) tutors prompt the tutee
to respond by dictating a spelling word
for the tutee to write, an equation to
solve, or listen to the tutee read a
sentence from a reader. The tutor
awards points for correct tutee response.
If an error occurs, the tutor uses a cor-
rection procedure wherein the tutee
practices the correct response. Points are
intermittently awarded to tutees by the
teacher for successfully making these
corrections. Typical sessions are thlrty
minutes long.

Each pair of students is preassigned to
a team. At the end of a tutoring session,
students add points that each has earned
and individual points are tallyed and



summied to form team totals, Winning
teams are determined each day and on a
weekly basis.

Class-wide peer tutoring has been
used for both major instructional pur-
poses and as a means to add supplemen-

" tary practice, The major advantage of
the class-wide technique is that is insures
that all children engage in the behavior
and do so at high rates during this
session.

Home/parent tutoring. The
home/parent tutoring procedures are
generally the same as those used in the
class-wide procedure, but the parent is
the tutor. In this case, the material to be
covered is assigned via a home/school
form sent home by the teacher. The
parent times the tutoring session
(generally no more than 10 minutes in
length), prompts the student to respond,
makes error corrections as needed, and
checks the child's mastery score. Scores
are sent back to the teacher the next day
and recorded. The teacher then makes
an additional check” on the child's
mastery of the tutored material at school
to insure agreement with the parents’ ap-
praisal that mastery has, in fact,
occurred.

Single peer dyads. The same tutoring
procedures can also be used to in-
dividualize a particular student’s pro-

" gram at school, In this tutoring arrange- .

" ment a classroom peer OF Cross-age peer
is paired with a ‘student. to cover
remedial material. While this is a useful
- procedure, the special problem with it is
- that it “pulls out” the student from: the

‘mainstream.instructional program. Not.
_ “thie: child: not’ receivingithe:same
" instruction as the other studeénts in the’
class: {content difference), but shé/h_e is %
_“temporarily - removed from the - class- "
~group. This procedure, however, has

Conlyii

been most helpful in two instances: (a)
when used as a backup in cases where
parents at home have not been able to

"mainstreaming a special education stu-

dent into a regular classroom is oc€ur-

ring and the student.needs additional
~ tutoring in a specific subject area. In our
‘experience, this procedure, while very
effective, is best used temporarily to
achieve specific objectives and is Tot to
be maintained as a systematic instruc-
tional method.

Features of Tutoring that Engage
Responding and Aid Content Mastery
The features of tutoring that facilitate

responding and content mastery are: (a)

active responding, (b) error correction,
(c) pacing, {d) content coverage, {e)
point earning, (F) posting and feedback,
(g) content selection, {(h) testing for

* mastery, and (i) tutor selection.
Active responding.  Tutoring pro-
-cedures are effective in engaging tutee
responding through tutor-tutee interac-
tion. This is particularly true when the
tutor's behavior is governed by sound

learning principles. In our procedures, -

tutors are taught to present tasks, rein-
force correct responding, and correct er-
rors. Tutees are also required to respond
in the same topography as they will be
tested (e.g., orally or in writing).

Error correction, One of our major
developments ‘was the error correction
procedure for- reading. A series of

- studies indicated that word supply (tutor -
stops.- the tutee, models - -the’ correct -

response), with review (tutee repeats the **

correct response two or. three times

before continuing) was most effective

(Delquadri, 1978). This procedure has a
number of beneficial effects, First, it is
brief, directs practice on the correct
form, and allows the student to resume
the task quickly. Second, it is relatively
non-aversive to the tutee compared to
many alternative procedures {e.g.,
phonetic prompting). This fact prevents
break-down in the activity. Third, tutees
earn points for making a correction, 50

tutoring someoné else. (tutor). These

points are summed and reported verbal- -

ly to the teacher. They are recorded, and
a team total is computed. Winning
teams are applauded.

Point earning is similarly used in the
parent/home and single dyad systems.
Point totals are posted for each child.on
a graph. In the majority of uses, backup
reinforcers have not been used. Winning

~or performarce feedback has been suffi-

cient motivation in the class-wide pro-

cedure; performance feedback provides .

1
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. that . engaging in corrections . is 'not-
_punishing or aversive. Many alternate .

h

roceduies interrupt. the pacing
v, punish the titee,

‘avoid the tutoring activity.

Pacing. Pacing of students’ respond- -

ing during tutoring is high and gauged to
each student's ability. After completing
a set of tasks (e.g., spelling words, a

complete home tutoring, and {b) when - reading passage), the tutee simply

returns to the beginning to resume prac-

" tice of the same material, recycling item’’

by item until the end of the session. The
objective is to master the materials {no

" errors) and to earn a maximum set of

poirts,
Content coverage. Content coverage
in tutoring occurs at two levels. First,

during tutoring sessions students may’

cover the entire task; after several ses-
sions, they may cover it several times
within one session. Thus, pacing and
coverage are high and are individually
determined in each session. Since the
teacher and tutor monitor responding of
‘the tutee, quality controls are in place
and help maintain this dynamic interac-
tion with the content. Second, over

_weeks in the program, mastery of new
- content is assured and maintained at

‘high levels. Thus, mastery is high and

- lesson coverage is systematic day to day,

week to week, moving the student suc-
cessfully through the total material.
Point earning. Tutees earn points {two

or three) for each item responded to cor- '

rectly. One point is earned for practicing
an error. Tutors earn points intermit-
tently from the teacher for applying the
correct tutoring behaviors {one point}.
Thus, contingencies operate to maintain
quality control through the system. At
the end of the session, each student has
“acquired a set of points for responding

to the material (as the tutee) and for

fo-maximize m

“fecessary.-Each week, in the ‘clas:

create a situation where ‘tutees seek’ to' :
hew - teams -are formed,

- procedure,

motivation in home/parent and dyadic
tutoring. However, backups can be use

hought “or

typically by random drawing from a
box, assuring that children are not bored
with the same partners and teams. This
also equates each child’s opportunity to
be on a winning team over time.
Posting and feedback on perform-
ance. Both points earned for completing
the tutoring material and mastery checks
are graphed and*posted. These data pro-
vide feedback to each student on their
performance during tutoring and how it

" effects their achievement on the criterion
tests/checks.

Content 5Selection. -Tutoring pro-
cedures can be applied to nearly .any

. content.” Thus, they are well suited for

use with both Direct Instruction and
Basal Instructional approaches. In

reading, tutoring is used to increase the
fluency and comprehension of passage

reading in the basal readers. Tutoring
can be used either to supplement reading
practice or as a replacement for basal
reading groups. The latter application
engages each student much more in
reading behavior and is much more etfi-
cient. In other subject matter areas, con-
tent lists may be developed and used by
teachers. In spelling, for example, lists of
18-20 items are typically used for each
weeks’ tutoring. A new list is introduced
pach week. These lists may be comprised
of items selected from basal materials,
word lists,- or district objective banks,
and can be selected from assessments in-
dicating those items which children do
not currently know.

Testing and mastery. Repeated testing
for mastery is a feature of tutoring pro-

_'Vcedures. For passage reading, two

d.

mers) -;b_ecause/.zqf:_sffi'cl;f efforts-at ability

minute reading rate checks are made by
the teacher later, after tutoring sessions
are completed. These are scored in terms
of correctly read words and error ‘words
per minute. These rate.checks can be
made for various: students (e.g., lows)
each day, or each week, or several

* students {5 per day) can be checked (pro-

viding one check per student per week)., |
These data can be graphed to provide 2

‘progress chart for.each student over

time. Our data has typically shown that .
with low readers (30-50 words correct
per minute; 5-10  error words per
minute), tutoring will at least double the
correct rate and halve the error rate
(60-100 cwpm; 1-3 ewpm). Rate checks
can also be applied to list materials that
have been tutored to assess rate and ac-
curacy. :

Weekly accuracy tests of the content
have also been widely used. Spelling and
math fact tests over items tutored Mon-
day through Thursday of each week are
typically completed on Friday {Del-
quadri et al., 1983). These tests indicate
a level of obtained mastery for each stu-
dent. Research has indicated that
students typically complete tests at 80%
or better and that the. percentage of
students with perfect papers (no errors)
dramatically increases over baseline
(Delquadri et al., 1983).

Tutor selection. The ideal tutoring
systems, in our view, are those in which
any student can tutor any other. Past .
work with tutoring has been highly in- '
volved with the problem of tutor selec-
tion and many.programs fail (students
soon ‘become bored-with the same part- .

search argues for
nost;only

moderate matching of tiitor-tutee pairs.

The problem is - that within any
classroom group there is only a finite set
of optimal matches.(high with low or
highs with highs). Once these are ex-
hausted, only less than optimal matches
remain. These strict criteria, if used

* repeatedly to pair children, very quickly

bore the students, and they will learn to
subvert the system. Qur research sug-
gests that 100% error correction {which
is the rationale for matching) is not
necessary, nor is it-expected (Whorton,
Sasso, Elliott, Highes, Critchlow, Terry,
Stanley,. Greenwood & Delquadri,
1983). Even in highly matched ar-
rangements, we have found that only
about 30% of total errors are corrected

- by tutors on the average. Yet, mastery

data of tutored material indicates good

results. . o
Thus, we conclude that peer tutoring

‘formats - offer ‘many unique features,

share the features of many effective pro-
cedures in the literature, and solve many
common management problems that
teachers encounter in selecting optimal
instructional methods. These procedures
have also been highly rated by teachers
who have used them systematically.
They are time efficient, both in terms of
what it takes for teachers to learn to use
them {2-3 hours), and in terms of effort
required to implement them over a sus-
tained period of time. The procedures
are also highly sensitive to content
coverage and mastery. The instructional
sessions are dynamic, and children
enigage in academic interactions {engage-
ment).at high rates. The procedures are

Contiﬁued on Page 7
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Learning Initial Skills’ .

Reading Mastery (Distar Reading) 1 & 1
uses a proven phonics method that
features step-by-step instruction for all
decoding skills.

» Fast and efficient teaching of all
beginning reading skills

» Systematic introduction of lecters
and sounds

» Work actack strategies that atlow
students to decode thousands of
new words

» Oral and written exercises reach basic
comprehension

Building New Skills

Reading Mastery Levels [I] & IV teach
students the skills needed ta read for
information in content area textbooks.

» Vocabulary and fluency are buile
continuously :

* Complex sentence forms are
introduced gradually.

* [nformational text provides the
~background knowledge needed for:
cnmprehensmn and shows students
how to use that knowledge

. Comprehensmn skills are applied toa
variety of contexts

' Sp"lling lessons accornpan the

Mastering Advanced Skills

Reading Mastery V and VI prepare
students for the challenges of adult
reading. These levels feature classic
stories and novels of established literacy
value. -

* Extensive independen’t reading

« Careful teachmg of inference and
reasoning

* Development of critical reading skills
through analysis and interpretation

= Proficiency in réeference and writing

skills

Reading Mastery Fast Cycle I/II isan
accelerated beginning reading program.
Fast Cycle provides a one-year program
which teaches all the basic skills taught
in Reading Mastery: Distar [ and I1.

» Students decode more than 1100
- regularly spelled words plus more than
200 irregular words

. Comprehensmn skllls are part of every . -

daily lesson-

- reqdmg pmgram

. Mastery tests are part of the new

‘Fast Cycle program
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also suffiéientiy ‘well developed that

peers and parents can easily learn to use’

them. . ‘
Qur procedures, when systematically
used, solve many of the traditional
problems of tutoring encountered in the
past, such as: {a} student and parent
‘motivation, {b) maintenance of the
tutoring sessions over long periods, (c)
use of an effective and unobtrusive error
“correction procedure, {d) precise tutor-
ing behaviors that facilitate and main-
tain high response levels, and (e) pro-
cedures to select -content to be taught
over time. .
Most important is the fact that these
techniques can be established and
managed by the classroom teacher
without a major investment of time or
effort. Since the procedures apply to the
natural content materials in most
classrooms, additional expense and
training of the teacher in curricula is not
required. These tutoring techniques will
be of interest to users of Direct Instruc-
tion, who are looking for ways to ex-
pand the scope of their daily programs
either in other content areas and/or as
supplemental activities during key in-
structional times in the school day.

Part II: Research Findings

In 1978, we shifted the focus of our
- fesearch in classrooms from reinforce-
ment . -contingencies and motivational
variables to additional factors related to
" effective instructioni. This shift came as a
result ‘of. our cumulative observations
" within these classrooms; We found that

~very often, in_ order to “implement a
- motivational ' program’ to‘manage 'a" e

child’s-behavior, we also had to engineer
the instructional component (Hall, Del-
“quadri & Harris, 1977}. For example, we
reported that students in one ‘classroom
‘averaged not.more than 20 seconds of
directed reading instruction each day;
and that students spent less than 5
seconds, on the average, practicing basic
math facts (Hall, Delquadri, Greenwood
& Thurston, 1982; Hall et al., 1977).
Subsequent research supported these in-
formal observations of low academic
engagement, We demonstrated that
children in Title I and non-Title I schools
spent on the average 60 and 73 minutes
per day, respectively, engaged in
academic responding (silent and oral
reading, writing, academic talk, asking
questions, answering questions, and
academic game play) (Greenwood, Del-
quadri, & Hall, 1983).

These figures give rise to real concern,
particularly when it is widely. accepted
that: (a) student achievement is a func-
tion of the quality and frequency of
students’ academic behavior, and (b)
this behavior is a function of how the
teacher structures the instructional set-
ting. This is supported by the research
concerning academic engaged time
" (Denham & Lieberman, 1980; Rosen-
shine, 1979; Rosenshine & Berliner,
1978), pacing (Carnine, 1976}, and con-
tent coverage (Borg, 1979). :

The independent Follow-Through
evaluations reported that both the
Oregon - Direct Instruction Model and

. the Kansas Behavior Analysis Model,

which promoted greater academic gains,
also were associated with: (a) greater
task engagement, and. (b) greater
- amounts of instruction time (Stallings,

1975, 1977). Both correlational and ex-
perimental studies of instructional
methods have confirmed the facilitative
relationship between procedures that
engage student responding and academic
achievement gain (Brophy, 1979; Good,
1979; Good & Grouws, 1977, 1979).
Studies have also pointed out that
academic engagement varies widely
across students, classrcoms, content

areas and schools (Greenwood, Del-

quadri, Stanley, Terry, and Hall, 1983;

Harneschfeger & Wiley, 1978; Reith,

Polsgrove & Semmel, 1981). -

Qur own research with low-achieving
fourth graders in inner-city schools has
confirmed that these students were
engaged significantly less in academic
responding than their higher-achieving
suburban peers (Greenwood et al.,
1983). This has been demonstrated at a
number of levels. First, observations of
an entire day indicated that inner-city
students were engaged in academic
behavior 13 minutes less per day. This

. difference, if-compounded over an entire

academic year, would require inner-city
students to attend school one and a half
additional months to emit an equivalent
amount of academic behavior at school.
Across students in the study, we found a
range from 9 to 126 minutes of academic
engagement! By subject matter area (see

~ Figure 1), these differences in academic

response time were also systematically
apparent as more engagement occurred
in non-Title I classrooms. Differences in
engagement ranged from 22% of session
time . in spelling to 8% in language. In-

terestingly enough, only durin business-

. of these procedures.

management and .free time; were the
inner-city students engaged more in
academic responding than the suburban

" students {see Figure 1).

Analyses to determine the instruc-
tional factors related to students’ lower

level responding revealed that inner-city -

teachers (compared to their suburbarr
counterparts) used tasks which required
less student responding (Stanley &
Greenwood, 1983). For example, media
(film, overhead projectors, cassette
recorders, etc.) was ranked second as a
task format used by inner—ity students
(21% of the day) and was least related to

key academic responding {i.e., reading.

aloud, academic talk, writing, etc.).
Media was the sixth used task in subur-
ban schools (7% of the day) after
readers, worksheets, workbook,
paper/pencil, and discussion.

It should be clear that a major pro-
blem confronting teachers is the selec-
tion of instructional methods that will
maximize student academic-engaged
time (or academic responding, as we
operationalize it).

Research on Tutoring

One instructional method which in-
creases student involvement is peer or
parent tutoring. Research at Juniper
Gardens has focused upon
demonstrating that tutoring procedures:
(a)  increase students’ interactions

* (engagement) with the academic task,
(b} that this increased interaction is
associated with increased mastery of the
content-materials, and: (c} that students-.
and teachers are highly satisfied with use .
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Figure 1. Differences in daily academic response time for Title 1 (N = 2 schools, 45
students) over the entire day and by activities of instruction. Shading to the right in-
_dicates more academic responding by non-Title 1 children. :

' (Continued rom Page 5)

Several studies have demonstrated (in
comparisons te naturalistic teacher
developed procedures) that class-wide
peer tutoring increases the proportion of
session time that students are engaged in
reading, writing, and academic talk.
Greenwood, Dinwiddie, Terry, Wade,
Stanley, Delquadri, & Thibadeau (1983}
demonstrated that ‘a composite score.”’
based upon writing and academic talk
increased from 30% to 50-70% during
tutoring. Delquadri, Elliott, Whorton,
Sasso, Highes, & Greenwood (in
preparation) demonstrated that tutoring
during reading increased reading aloud
from 10% to 60% during the tutoring
procedure. These changes in key

. academic responses have also been

associated with gains in mastery and

-criterion academic performance.

Whorton et al. (1983} implemented
the class-wide procedure in an LD
classroom with bwelve students. An
ABAB single-subject design was used.
Al and A2 were baseline conditions.
Tutoring was implemented in the B
phases. In B1, a matching procedure
(students in the same or . adjacent
readers) was used. In B2, a random- -
pairing procedure was used. The results
for each student and overall showed
substantial improvement in oral reading
checks. Students- doubled their correct
rates and reduced their errors by half.
Thus, the group average -rates were
25.06, 49.01, 35.84, and 46.22 correct
words per minute over the four condi-
tions, Equivalent values for errors were
4.34; 1.66, 2.54, and 2.19. The results

‘indicated no-clear’ preference for -mat- -
< ching pairs.vs, randomvassignmen
‘students’did " better :in*“the - matching

signment; Five

phase; 2 were the same, and ‘4 did more |
poorly during the matching phase.
Similar improvement in skills have been
obtained with parent/home tutoring in
reading (Hall et al., 1982; Whorton et
al,, 1983); and spelling, mathematics,
and vocabulary (Greenwood et al.,
1983; Greenwood et al., in press).

This study alsc attemnpted to examine
the fidelity of peer error correction. Dur-
ing the matched and random phases, one
probe was taken for each student pair.
The probes consisted of an unobtrusive
tape recording of the session, which was
later scored, For each probe the number
of errors tutors corrected were noted.
These ranged from 0 errors corrected out
of 10 made (0%) to 13 out of 18 errors
corrected (72%). In both . tutoring
phases, 27% and 28% of errors, respec-
tively, were noted and corrected by
tutors. However, given the substantial
gains in reading rate students made, er-
ror correction on this task appears not to
be all that important.?

Teachers, parents, and students have
generally been well-satisfied with their
participation in these tutoring programs.
Perhaps the most uniform finding has
been participants’ views that the pro-
gram helps students’ reading skills.
Thus, for home tutoring, ratings of 4.4,
4.7, and 4.5 were obtained from the
classroom teacher, the parent, and the
students who were tutored at home,
respectively {1 = lowest; 5 = highest

Continued on Page 23

3These findings For reading have been replicated in
several additional studies and support this view.
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Two recent lmes of research have im-
portant implications for learning disa-
bled. students ability to use .learning
strategres oITE involves selective atten-
tion deficits, a student’s ability to attend
to the relevant part of a teaching presen-
tation, (Pelham & Ross, 1977; Hallahan,

. Tarver, - Kauffman ‘& Graybeal, 1978},
while. the other . looks at cognitive
deficits—a students ‘ability to use effi-
cient strategies . for. learning {Wiens,
1983}, Deficits .in either of these areas
would certamiy hinder- performance of
LD ‘children in most learning tasks.

The present research looks at two
instructional-design procedures for im-
proving a student's ability to efhcrent]y
learn from: teachmg presentatlons {1)
the selection -and sequence of pOSIthE
negative.. examp]es which requires ap-
propriate attention on; the learner s part,
and {2). analytlc assistance. during con-
cept..learning;.. which - assumes -ap-

-proprlat cogmhve&fun‘ctlonmg

examples that- differed:along only: one
. diritension. -Group -2 received: the same
number of. examples; but positive and

negative. examp]es differed alornig two'

additional .-dimensions. Group 3 also
received the same number of examples,
but the positive and. -negative examples
differed along yet one more dimension.
Experiment .2 looked at the degree to
which LD students benefit from analytic
assistance 'when . learning to draw in-
ferences. As was the case for Experiment
1, a determination that.LD students do
not benefit. from - analyttc assistance
could set the stage for instructional in-
terventions designed to compensate for
metacognitive..deficits. To- increase the.
represéntativeness -of the results, both
Experiment 1 and Experiment 2 included
an initial study followed by a replication
done ina dlfferent part of the country.

Expenment 1
Study 1

Method ST

. Thirty-four Ieammg dlsabled chlldren
from the third, fourth, fifth, and sixth
grades were selected from two elemen-
tary school resource.rooms in-the Pacific
Northwest ~and - randomly assigned
within each . grade level to three ex-
perimental. groups; each. with eleven

members. The mean ages for the groups .
were 11.2,.11.1 and 11.4. All of the

children. were certified by the school
district as learning disabled (norma] 1Q, .
and a severe discrepancy between
academic potential and actual”achieve-
ment) except for one slxth grade boy

" groups:. For

_other
'(tnangle rectangle and football), and
placed in a-full range of positions;-
d:stances frorn the base between 1" and .
.57, The positive and negative examples - -
*wer sometunes rotated. ninety degrees .

-—'trammg, and the’ hand was ‘removed
rom-all ‘test examples. Each’example.
“was  presented smgly on B X 111/2
_paper.

. Procedure

.th' positlve and negatlve

who was labelled as emoticnally han-

dicapped. Training and testing was con- -
" ducted with individual children in a

secluded part of the resource room.

Materials :
Training ~ materials for the three
groups consisted of three 8 X 11 sheets
with line drawings of one positive and
one negative example. The differences
between positive and negative examples
systematically increased across thé three
the minimal difference
group, the only difference between the
positive and negative instances was that
the negative instance was raised an inch
above the horizontal line; all other

features of positive and negative were .
- held constant. {See Figure 1 for a pair of

examples from each treatment.} For the
intermediate-difference group, the

magnitude of the difference between
positive and negative instances was in-'

creased by raising each negative instance
5" above the horizontal line, rotating
each negative instance ninety degrees,
and removing the hand from the positive
examples. In the maximal difference
group, a third difference was added to
the pairs presented by using illustrations
of different objects for the negative ex-
amples. A 12-item transfer test consisted
of 6 positive and 6 negative examples
defined by objects (apple, cup, and hat)
than those used in_ training

from - the ‘orientation’ ‘presented: during

" Positive examples were called: “flot.”
Fach of the three experimental groups
received six training trials {two examples
on each of the three sheets} in which the
experimenter pointed to the positive in-
stance first and said, “This is flot, Is this
flot7". If the child responded incorrectly
to either the positive or negative exam-
ple, the experimenter repeated the
presentation until the child responded
correctly. As soon as the six training
trials - were completed, the child was im-
mediately given the 12-item transfer test.
The “experimenter would point to the
first picture and say, “Your turn. Is this

flot?" The experimenter paused five

seconds {maximum) or until a response
occurred, and then presented the next

- picture. No feedback was given to the

child during the transfer test,
Results

‘The minimal difference group , had the
* highest mean score, 10.2 {SD=1.9). The

mean scores for the intermediate dif-
ference group (8.1 with a SD of 2.8) and
the maximal difference group (7.7 with a
SD of 3.3) were similar. None of the-dif-

ferences between groups was significant.

Replication

Subjects' and Setting

The subjects for this study were 30
thll’d fourth, fifth, and sixth grade
learning disabled students. All students
had previously been placed into the lear-
ning ‘disabilities classroom, according to

8 DIREC'TINSTRUCTIONNEWS SPRING 1984

. ton.

state.guidelines which included at least
normal intelligence with a measured
severe discrepancy between expected
and actual achievement, Training tock

_place in a midwestern town in central

Wisconsin. All experimental procedures
replicated those used in study 1.

Results

The maximal difference group had the
highest mean correct, 8.0 with a stan-
dard deviation of 2.7. The other two
groups had almost identical mean
scores the minimal difference group,

4, {(SD = 2.8), and the other group, -

7 3 (SD 1.5). A one-way analysis of

variance revealed no significant dif- -

ferences between the groups on their
mean number of correct responses on
the transfer test.

Discussion

~ The results. of Experiment 1 indicate
that including minimally different
positive and negative examples does not
facilitate LD students’ concept acquisi-
In contrast, Carnine {1980}
demonstrated that ‘when non-
handicapped students received similar

training, the minimal difference group

made significantly more correct
responses than both other groups and
the intermediate difference group made
significantly more correct responses
than the maximal difference group.;

Limiting stimulus. variation by present-

ing-only -minimally different positive
and negative examples seems to increase

‘the saliency .of relevant.concept dimen-.
sions:for. -young- non-handlcapped- :
: “The: hypothesized " attention
“deficits:of LD- students {Ross, 1980) may
- diminish-the. sahency of a relevant.con-- -
cept -dimension -even when “stimulus’.
“wariation.is limited.

The results from Experiment 1 might -
evoke two types of responses: (1) our °

'students

understanding of the differences be-
tween LD and non-handicapped
students has been refined, (2) procedures
for concept teaching will have to be
modified when applied to LD students.
The first reaction, by itself, can lead
to conclusions that lack constructive in-
structional implications. For example, .
because LD students exhibit selective at-

1 minimal difference

-pr
- minimally = different examples, the
stirdents+ ‘may - need “to’bé -taught ~a:

9, intermediate -
* difference

+

2

3 maximal
* difference

=+
s

- Figure 1. Sample training items for the -

three treatments.

"tention deficits, teaching sequences that

initially use minimally different pairs of
positive and negative examplées may ac . .
tually be of no value in helping these

students identify relevant -concept .
dimensions. Therefore, the mere jux--
taposition of positive and negative ex-
amples that are minimally different may
be of no use, and may in fact confuse

students. Simply put, example sequenc- .-

ing is not important because of the in-
ability of the student to focus attention
on the relevant concept feature, The
work by Dykman, Ackerman, -
Clements, and Peters. (1971) supports
this analysis. These authors have shown .
that difficulty in focusing attention was

‘a major difference between a group of -

learning disabled boys and normal con-
trols. In a related study (Sykes, Douglas,
Weiss, & Minde, 1973), hyperactive
children were shown to be less able to
detect the significant stimuli and made
more incorrect responses to irrelevant '
stimuli than a group of normal control
subjects.

Thé trainer at the rephcatron sxte'
noted that many of the subjects would
focus in on a small detail of the picture
on the stimulus card. Because of this, the

‘trainer felt that the students were almost

raridom in their approach in figuring out -

-the concept. This observation is consis-. -

tent with some of the writing in the area
of attentional deficits in. ]earning'disaé- -
bled populations-(Ross, 1980):-

A greater understanding of dtfferences o

between: LD. -and - non-handicapped -

- students’ can- also’ produce constructive - -
-'."lmplxcatrons for "'nstructlonal practrce,

strategy. to use during’ training: For ex=
ample; a teacher might-teach students to
attend to the relevant features: of -a =
stimulus by having the students name or
point té dimensions along which ex-
amples are the same and are- different.

This identification might - increase the -

students’ attentionto the various dimen-
sions and to the fact that examples like
this one could be coupled with more
generic  procedures ‘like repetition,
rehearsal, guided practice, and rein--
forcement for improving the attentional
abilities of LD students (Ross, 1980).

‘Experiment 2
Study 1 -
The second experiment was- dESIgHEd :

" to determine the ability of ‘LD students

to benefit from strategy training, a pro-
cedure found to -be effective for non-

handicapped students (Ross & Carnine,
1982). Students were trained with either
an examples-plus-definition. or an
examples-plus-strategy treatment. If the
LD subjects failed to perform at a. higher -
level in the strategy group, support -
would be given to the notion that LD -
students may not beriefit from strategy -
training until they have had intensive -
remedial instruction in Jearning and ap-
plying strategies. As was the case with
Experiment 1, two studies were im-
plemented, the initial ;study. plus a.
replication. TR

Subjects and Setting . -
Subjects were third, fourth; flfth and
sixth graders "from elementary LD
resource rooms in the Pacific Northwest




All of the children were identified as
learning disabled by state and federal
guidelines that included: (1) normal 1Q
and (2) a severe discrepancy between
academic potential and actual academic
achievement.

Students from each grade were tan-
domly assigned to one of the two condi-
tions: {a) Examples Plus Definition, and
(b} Examples Plus Strategy Questions.
The experimenter met with the children
individually in a gquiet part of the
resource room that had a table and two
chairs.

Training Task

Table 1 shows the sequence of
demonstration and test items used for all
students. The definition plus examples
group had this definition printed above
the example sequence: “A binary duality
is the answer you get when you multiply
two numbers. One of the numbers you
multiply must be exactly two more than
the other number.” For example, 5 X 6
= 30 is not a binary duality because six
is not two more than five, In contrast, 4
X 6 = 24 is a binary duality because six
is two more than four.

Transfer Test

Two related concepts were used in a
paper and pencil task to measure
transfer of the initial concept learning.
The transfer items had nothing
specifically to do with the binary duality
concept, but did require the students to
use similar analysis procedures to ac-
- quire concepts: The transfer concepts, il-

lustrated: 'by :the:'detnonstration: items -
shown in Table. 2, were developed by -

varying the operation. (transfer concept
B, used addition rather than multiplica-
" Hon), and the numerical relations in-
volved (in transfer concept A, the
numbers differed by one rather than
two). Four demonstration items for each
concept were followed by ten test items,
‘yielding a total possible transfer score of
20, T

Procedure
Training phase. The experimenter ex-
plained to each student that the purpose

of the experiment was to “find out more-

about how people learn ‘about new
-things” and that the results would not af-
fect their grades in the classroom. The
experimenter presented one of the two
conditions. C

1. Definition. The definition was read
aloud, first by the experimenter, and
then by the student. The items were
modelled and tested, "My tumn. Five
times 6 is 30. Is 30 a binary duality? No,
it is not.” And corrections included
reference to the definition through oral
re-reading. - ‘

2. Strategy training. Modelling and
testing procedures followed this format:
“Six Hmes 5 is 30. Is 30 a binary duality?
(No} How do you know? (Because 6 is
not exactly two more than 5.)” The stu-
dent was given feedback on each answer
with the experimenter modelling the cor-
rect answer in response to errors.

For all groups, the testing procedure
continued until the last item had been at-
tempted or until the criterion of five con-
secutive correct answers was met. If
students. became frustrated, the testing
procedure was stopped and no data were
recorded.

Transfer phase. The written transfer

Table 1 _ )
Sequence of Demonstration and Test Items for “Binary Duality”

14)

1) 6 X6 =36 IX9 =27
2) 5X6 =30 15) 3 X 5=15
3) 5 X7 =235 16) 4 X 5 = 20
4) 4 X 6 =24 17) 10 X 12 = 120
35 I1X3=3 18) 6 X 8 = 48
6) 4 X7 =28 19) 9 X 6 =54
7) 2X3=6 20) 12 X 14 = 168
8) 4xXx2=28 21) 2 X 20 = 40
9) 7X2=14 22) 12 X 16 = 192
10) 8 X 4 = 32 23) 20 X 22 = 440
11) 2 X 2 =4 24) 0X2=0
12) 9 X 11 = 99 25) 9 X 7 = 63
13) 10 X 8 = 80
Table 2
Test Items for Two Transfer Concepts
Concept A Concept B
I X 6=18 Yes (No} 54+6 =11 Yes (No)
3 X5=15 Yes (No) 6+6=12 Yes (No)
I X 4=12 (Yes) No 54+7=12 (Yes) No
10 X 11 = 110  (Yes) No 1+3=4 {Yes) No
1) 7X 8 =56 Yes No 1) 2+7=9 Yes No
2) 4X6=24 Yes  No 2y 4+4+6=10 Yes No
3) 2X3=6 Yes No 3) 3+5=28 Yes No
4) 3 X7=121 Yes No 4y 6+ 7 =13 Yes No
5) 4x5=20 - Yes No 5 1+4=25 Yes No
6) 6 X 9 = 54 Yes No 6) 5+ 9 =14 Yes No
7y 1X2=2 " Yes No 7y 7+9=16 =~ Yes No
By 2 X7 =14 Yes No 8 6+8=14 Yes No
9) 5xX4=20 " Yes No 9) 3+4=7 Yes No
10) 5%X7=35 . Yes No 10) 8+10=18  Yes No

test ‘was immediately ‘given “after  the -

child had reached criterion. The test was
introduced by the experimenter who
read the directions aloud and pointed
out that the students should look very
carefully at the first four sample items
which had the correct answers (yes or
no) circled. Students were not allowed

to seek clarification., They were given as’

much time as needed. If the child refused
to complete the transfer test, the ex-
perimenter got up and walked away for
five minutes. If on returning, the child
still had not completed any items, the
child was asked to hand in the test and

was told that he/she could return to

class.

Results :

The mean trials to criterion and mean
percent on the transfer test for the defini-
tion and strategy treatments appear in
Table 3. A 2X2 ANOVA (Treatment by
grade level) on trials to criterion reveal-
ed a significant treatment effect, F (1,27)
= 12.5, p = .002. Transfer differences
were not significant. :

Replication

Subjects and Setting

The subjects for the replication study
were 24 third, fourth, fifth, and sixth
grade learning disabled students who
had been formally placed into the LD
classroom for instruction in academic
areas. All subjects had been previously

‘identified as learning disabled by school

personnel according to state guidelines,
including normal intelligence and a
significant discrepancy between ex-
pected and actual achievement levels.
The mean IQ for the sample was 101.
Training for the replication study took
place in southeastern Alabama. All pro-

- cediires in this study replicated: those of

study 1 in Experiment 2.

Adults

The mean performance of number of
trials during training of the Definition
- group (10.66) was less than the Strategy
group (15.83). A t test for independent
groups was performed on the number of
‘trials to criterion: the result showed a
significant treatment effect, #22) =
2.70; p = .02, Simply, it took the defini-
tion group significantly fewer trials to
reach criterion.

Both groups performed similarly on
the transfer test; the Definition group
had a mean of 8.33 (SD = 2.6), while
the Strategy group had a mean score of
9.0, {SD = 2.0). This difference was not
significant (p = .05).

Discussion

In Experiment 1, the results did not
parallel findings with non-handicapped
students. The results'in Experiment 2 ac-
tually contradicted findings with se-
cond grade non-handicapped students

types-of tasks was. ot pr

(Ross & Carnine, 1982). Strategy train-
ing hindered LD students’ performance
in learning to draw inferences. As in Ex-
periment 1, the overriding question is
how to interpret the results. One line of
thought is reflected in other research
describing deficits in the cognitive
abilities of LD students. When reviewing
the research in cognitive deficiencies that
negatively influence the performance of
LD adolescents, Deshler, Schumaker,
Alley, Wamer, & Clark. (1982) state
“remediation of cognitive deficiencies in
LD adolescents is not as simple as alter-
ing motivational factors in the
adolescents’ environments; the cognitive
deficiencies themselves must be ad-
dressed” {p. 6). This analysis is impor-
tant because it emphasizes teaching in-
terventions to overcome cognitive defi-
ciencies of LD studetns. For example,
research supportive of a training
strategy for impulsive children has been
reported on a variety of techniques: re-
quired delay (Harcum & Harcum, 1973;
Schwebel” & Berstein, 1970}, self-
verbalization {Jensen, 1971; Lovitt &
Smith, 1972), modeling (Csapo, 1972;
Denny, 1972}, and direct instruction
(Engelmann & Carnine, 1982). The com-
mon linkage in each of these trainging
areas is to train students to use multistep
strategies to help eliminate impulsive.
responding.

Most handicapped students will need
extensive strategy training within
specific tasks and also training across a
variety of activities, Such extensive
training with-tasks and across.different

modeled examples and then feedback on
some practice trials,

During the training at the replication
site in Experiment 2, the trainer ob--
served that the students taught the
strategy approach initially attempted to
use it when presented with a problem.
Interestingly, the students almost im-
mediately thereafter failed to use the ap-
proach in subsequent problems. The
trainer reported that some of the sub-
jects appeared to get confused with the
application of the strategy after the first
or second attempt. It was at this point
that the learner gave up attempting to
apply the strategy. This observation
underscores the importance of intensive
strategy training for LD students. .

The results of the present research
suggests that an instructional perspec-
tive toward concept attainment requires
melding analysis of three domains:
learner variables ({individual
differences), communication (teaching

Continued on Page 23

Table 3

Mean Trials to Criterion and Percentapge Correct
on the Transfer Test for the Two Experimental Groups

Grade Mean Trials Mean
7 Level to Criterion SD % Correct SD
Definition s 3-4 7.6 .1.0 67% 22
5-6 8.7 4.3 65% .18
Strategy ' : 3-4 12.5 5.7 67% .20
5-6 74 % 22

13.5 3.2
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By Randy:-Spric'k'

Motivating students to acheive
academic success is frequently a difficult
job. Teachers often face a lack of paren-
tal ‘support. They must work with
students who have been neglected or
abused. 'Drug problems, absenteeism
and a general apathy about course con-
tent can make it seem like student

motivation is outside of a teacher’s con- -

trol. Certainly, many factors affecting
student” motivation are outside of the
" teacher’s control. You cannot control a
student’s home 'life, nor eliminate all
drug use. No matter how hard you work
at making your subject interesting, you

cannot make every minute of instruction -

totally fascinating for every student in
your class..Some part of every course i§
going to be hard work. There are only
three- factors affecting motivation the
teacher has control over: the quality of
the “instructional” program being used,

the quality of teaching skills being im-

plemented, and the type of reinforce-
ment system '

‘Teachers who have taught Corrective
Reading effectively know that students
who have failed in other material can
become very motivated. The carefully
structured - teaching material, paired
with effective instructional techniques,
demonstrates to students that they can
be :successful.. The point system also
becomes’ a symbol of student success.
Students soon realize that their points
reflect  their hard work and ac-
comphshments “The ‘point system - is

des:gned to teach students . behavnors'

féctive gradmg system should do

" The most turned off-sttidents are th-ose:: n
who “have ' consistently - gotten ‘poor -

grades. They look at grades like many

people_look at lotteries or sweepstakes.

Of course, it would be nice to receive a
million dollars. However, the odds are
stacked heavily against winning, so why
try? Every student would love to get an
“A" or-a “B”, but many know from ex-
perience that their efforts do little to
change the odds. Though many students
quit trying, few give up hoping. When
teachers hand back tests or papers, it is
rare to see a student who doesn't care
enough to quickly check out his grade.
An effective grading system can teach
students that they have some control
over . the odds.

A grading system needs to be more
than a simple evaluation tool. Most
grading systems base grades solely on
assignments, tests, quizzes, and so on.
This type of system works very well for
college students and high school
students who are bound for college.
These sophisticated and successful
students recognize that daily effort will
give them the skills and information
necessary to complete assignments and
pass tests. However, this type of grading
system delays any accountability for
“goofing off” until the end of the term.

The delay in the consequence results in -

low performing and immature students
failing te learn that they must work con-
sistently through the term to earn good
grades.

An effective grading system will not
~ only evaluate student mastery of course
.objectives, but it will also systematically
monitor student performance in class
each-day. The system will teach students

- . that their daily efforts affect their final

grade, This can be accomplished by bas-
ing a percentage of the grade on
classroom participation and effort,
monitoring student performance daily
and assigning a weekly parhcxpahon
grade at the end of each week.

The amount of the grade based on
participation and effort will vary
depending on the age and sophistication
level of students, and on the subject of
the course. With a class of highly
motivated and mature students, par-
ticipation and effort might affect the
grade as little as five to ten percent. With

a group of unmotivated students, par-

ticipation and effort may need to be as

high as 50% of the grade. When you
know what percent of the grade is based
on participation, simply estimate how
many points students will earn-each
week on assignments and tests, and
estimate how many possible points they
sould be able to earn each week for par-
ticipation and effort. For example, if
students may earn approximately 150
points each week for assignments and
tests, a 20% participation and effort
grade would be worth 30 points each
week. (If you work with very low per-
forming and unmotivated students in a
resource room, you may wish to assign
participation and effort grades on a dai-
ly basis.}

Monitoring student behavior each day
can be accomplished with very little ad-
ditional work. Simply keep a class list
available.

code a: “c” for. cooperativeness..

This might include a “d” for disruptive

or an “o" for off task. At the end of the

week, you will have a daily record for
determining each student's weekly per-
formance points. Students with no

~ codings could be awarded 80% of the

possible weekly points indicating
average performance and participation.
For each coding of outstanding effort
and participation, 10% of the possible

points could be added to the weekly per- -

formance grade. On the other hand, if a
student demonstrated behavior that in-
terferred with learning, 5% of the week-
ly points could be subtracted for each
negative behavior,

Assigning a weekly grade to every stu-
dent in a class of 35 can take as few as
five minutes of class time on Friday.
Quickly calculate the points, and post
the scores so students can see how their
points were assigned. Privacy can be
assured by assigning student numbers
and covering student names while the
class list is posted. This procedure will
teach students that their behavior does
make a difference in their grade. The key
to the procedure is regularity and im-
mediacy. Each day students will see that
their behavior is affecting a weekly
grade, and each week they will see that
their daily behavior is affecting a final
grade,

This type of system will actually teach

students how to behave in ways that will

increase the likelihood of their being suc-
cessful. Students will learn that working
in class each day will help them to com-
plete work and pass tests.
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~At the end of each period "
quickly code any behaviors next to stu-.
- dent names that indicate above average:,
- perforrnance or effort. For example, you ™ ™
| might write “an- 1"’ “for improvement |
o noted #with ione” student or you-thight
"Any:
'.'behavxors that will adversely affect a

-grade should be recorded immediately.

Some districts have a policy that pro-.

hibits teachers from using behavior in
class as a criteria for grading. If this is
the case, follow your district’s
guidelines, However, you might look at
that policy closely. First, find out if the
intent of the policy is to restrict you
from lowering a student’s grade because
he has misbehaved. If so, you might be
able to use a system that bases part of
the grade on behavior. Many districts
are concerned that points should not be
deducted - from tests and assignments

* because of misbehavior. This does not

prevent the teacher from saying that
students will earn between ¢ and 30
points each week based on how hard
they work and how well they behave.
If the school policy prohibits using
behavior as a criteria for grading you
might also see whether you can justify
this procedure because your class abjec-
tives involve teaching students the
behaviors they need to be successful in
class. For example, in a home economics
class, the ability to stay on task, to
follow directions, and to follow safety
rules are critical behaviors for being suc-
cessful, This same argument could be
used to justify grading on participation
and behavior in more traditional
academic classes like English or history.
Students must learn more than just the
information and concepts covered in the
class, They also need to learn indepen-
dent study skills, and listening skills.
They need to learn to arrive on time,
remember their materials and to stay on

_ task. Learning these behaviors will be
necessary: for all future educational and

work -endeavors. Your district may
agree that these behaviors represent

- reasonable educational objectives, and

may justifiably - be reflected in your
grading system.

Conclusion: Almost every school
system in this country uses some type of
grading system, and regardless of what
"theorists” say, grades are very impor-
tant to students (Rosser & Nicholsen,
1984). Unfortunately, the grading
systems used by many teachers only
serve to reinforce a student’s view of
himself as a good or a poor learner. If a
grading system is designed well, it will
help teach students how to behave in
ways that make success possible.
Students will learn that they are being
monitored and that they are accountable
for working hard in class. This will not
cure problems related to poor instruc-
tion, but it can increase the likelihood
that the student will at least try to meet
the teacher's expectations,
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Overview

The AIMS assessment system for use
in mainstreaming handicapped children
into less restrictive settings is described.
AIMS is an ecological assessment
system, consisting of five instruments,
that makes it possible to: (a) identify the
minimal behavioral demands of less
restrictive settings, (b) make use of this
information in the systematic prepara-
tion of handicapped children for the
behavioral demands that exist within
them, and (c) directly assess the han-
dicapped child’s adjustment to academic
and free play settings following social in-
tegration. Following a brief review of
the knowledge base on mainstreaming,

three sections of the paper describe .

respectively: {a) the AIMS assessrnent
instruments and their uses; (b) valida-
tion studies, psychometric
characteristics, and normative data; and
(c) school applications of the AIMS
systemt.

With the passage of P.L. 94-142 in
1975, the regular classroom was viewed
as the ultimate and most desirable place-
ment setting for the majority of school
age handicapped children. Lilly (1971)
proposed a “zero-reject” service delivery
model in which all mildly handicapped
children would be given unlimited and
equal access to the regular classroom set-
ting and its normalizing benefits. Nine

- years after the passage of P.L. 94-142; it .
is appropriate ‘to" ask how well the field "

has responded to the proposals of Lily
and the mandate of the law.

Though large numbers of handicap-
ped children have achieved access to
mainstream environments for at least
part of the school day, the structure of
more restrictive educational placements
{e.g., resource rooms, self-contained
classrooms, special day schools, residen-
tial facilities) for accommodating this
population is still very much in
evidence.

As first noted by Dunn (1968), the ef-
ficacy of most special educational pro-
gramming efforts continues to be weak
in spite of the development of powerful
instructional and behavior change
technologies (Becker; 1984; Bornstein &
Kazdin, in press; Camine & Engelmann,
1984; Engelmann & Colvin, 1983;
Gresham, 'in press; Strain, 198L;
Walker, in press; Walker, Hops, &
Greenwood, 1984). Meta-analyses of
outcomes attributable to special educa-
tion programs {Kavale, 1983) consistent-
ly demonstrate weak effects, primarily
because this technology is not applied
systematically (Walker, Reavis, Rhode,
& Jenson, in press).

Gresham (1982) reviewed research
evidence relating to the three major
assumptions underlying the passage of
P.L. 94-142, These were that: {a) handi-
capped children would socially par-
ticipate with their nonhandicapped peers

1Copies of the AIMS assessment instruments can

be obtaimed from the author for the costs of.

reproduction and mailing. The SBS Inventory and
Child Behavior Rating Scale are in press to
Western Psychological Services. Copies of the
reference list for this paper can be obtained from

ADIL. Write to Wes Becker.

| Assessments for
Integration into: -
Mainstream Settings

in mainstream settings, (b) they would

be accepted as work and playmates by
them, and {c) mainstreamed handicap-
ped children would model and imitate
the appropriate behavior of their non-
handicapped peers. Gresham's review
shows that none of these assumptions
are supported by the empirical evidence
that has developed since 1975.

The literature on teacher attitudes in-
dicates that teachers, in general, are not
as receptive to mainstreaming as we
would perhaps hope. Keogh and Levitt
(1976}, for example, found that regular
teachers are quite concerned with: (a)
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controlling who is mainstreamed into
their classes, (b) their ability to meet the
needs of such children, and (c} the
availability of support services. Regular
teachers also see the social behavior of
many mainstream handicapped children
as outside the normal range acceptance
for the regular classroom (Sarason &
Doris, 1978). . .

It is apparent that the idealized prac-
tices of the P.L. 94-142 mandate have
not been realized. In a recent review on
mainstreaming, Tawney (1981)
describes areas in which the law’s goals
and recommended practices have not
been achieved. Much of the responsibili-
ty can be laid to the disinclination of
teachers and schools to make radical
changes in long-established school prac-
tices and service delivery systems,

In my view, the burdens involved in
serving mildly handicapped children and
in making mainstreaming an effective
reality were shifted too strongly to the
regular educational system., Regular
teachers were not sufficiently skilled or
motivated to assume such burdens.
Mainstreaming efforts were initiated
without careful attention to the amount
of preparation that would be required in
the regular classroom to respond effec-
tively to the needs of the children.

This paper describes a multi-
method/multi-purpose assessment
system for use in mainstreaming han-
dicapped children into less-restrictive
educational settings. AIMS is used for
three primary purposes, These are: (a} to
select potential placement settings in the

By Hill M. Walker” - University of Oregon

educational mainstream, (b) to produce
information on the minimum behavioral
requirements necessry for entry into and
satisfactory adjustment within these set-
tings, and (c) to assess the receiving
teacher's technical assistance needs in ac-
commodating handicapped children
placed in their classrooms.

AIMS uses a combination of social
validation ratings of adaptive and
maladaptive child behavior by teachers
and direct observations of teacher and
child behavior in mainstream settings to
achieve these goals. Two major desired
outcomes of the system's use are: (a) to
achieve a better match between child
characteristics and teacher tolerance
levels and skills, and (b) a more effective
preparation of both the handicapped
child and the receiving setting(s) for the
mainstreaming process.

The AIMS Assessment Instruments

AIMS consists of five instruments
which are designed to be used as an in-
tegrated system in the process of
mainstreaming handicapped children.
Three of the instruments involve teacher
ratings of child behavior and two are
direct observations codes.

The SBS Inventory of Teacher Social
Behavior Standards and FExpectations
and The SBS Checklist of Correlates of
Child Handicapping Conditions (Walker
& Rankin, 1980) are two instruments us-

.ed. to conduct -pre-assessments of the
‘behavioral - -demands/expectations . of

Figure 1

teachers in less restrictive settings and to
assess potential resistance to placement
of children manifesting correlates of
handicapping conditions (e.g., mobility
problems, hyperactivity, self-help
deficits, sensory impairments, and so
forth). The $BS Inventory contains 107
items describing adaptive and maladap-
tive child behavior in the classroom set-
ting and is divided into three sections. In
Section 1, teachers rate 56 item descrip-
tions of adaptive child behavior in terms
of whether they are critical, desirable, or
unimportant to a successful adjustment
in their classroom. In Section 11, 51 item
descriptions of maladaptive social
behavior are rated along an acceptabili-
ty dimension of unacceptable, tolerated,
or acceptable. Section 1l asks the
teacher to re-rate the critical and unac-
ceptable items along a technical
assistance dimension that indicates
whether:- (a) a child deficient on a

critical-rated item, or outside the normal

range on an unacceptable-rated item,
would have to be at normal levels prior
to social integration into the receiving

" teacher's classtoom, or {b) the technical

assistance for specific critical/unaccep-

- table rated items that would be required

following placement. Instructions for
item format ratings and behavior criteria
are carefully specified within the SBS In-

ventory.
The SBS Correlates Checklist consists:

of 24 items that describe conditions and

Bi Contlnued o Pagei12.

Sample Items and Rating Formats from the SBS Inventory and Correlates Checklist

SBS Inventory
Section 1 Critical Desirable Unimportant
____ Child responds to requests and direction
promptly. () () (}
__ Child completes tasks within prescribed
time limits. () ) ()
Section It Unacceptable Tolerated Acceptable

Child disturbs ar disrupts the activities of
others,

Child is physically aggressive with others,
e.g., hits, bites, chokes, holds.

{) () ()

() 0 ()

Section I

In the line space to the left of the Section I {critical) items, indicate whether:

a.  You would insist that the child have mastered the skill or competency prior to entry into your

class, or

b. Following entry, you would accept responsibility for developing the skill/competency, but you

would expect technical assistance in the process of doing so, or .

c. Following entry, you would accept responsibility for develaping the skill/competency and

would not require technical assistance.

Similarly, for Section II (unacceptable) items, indicate whether:

a.  The child must be within normal limits on the social behavior in question prior to entry into

your class, or

b. TFollowing entry, you will take responsibility for moving the child to within normal lmits on
the social behavior but only with technical assistance provided, or

c.  Following entry, you will take responsibility for moving the child to within normal limits on
the social behavior and would not require technical assistance.

SBS Correlates Checklist

Child has severely dysfluent speech and/or impaired language.

Child is eneuretic, e.g., has inadequate bladder control.

Child requires specialized and/or adapted instructional materials to progress acadernically.




characterlshcs that often tause, teacher L
resistance to placement of chlldren who:__,_ e
mariifest them. . Teachers are asked to
check items that would: cause them to -

resist placement and to circle any check-
ed items for which adequate technical
assistance would remove or attenuate
such resistance.

Sample items from the three sections

of the SBS Inventory and the Correlates
Checklist are contained below in Figure
1. Critical-rated items on which the child
is deficient and unacceptable-rated items
on which she/he is outside normal limits
are selected for instruction and/or
remediation either prior to or during the
mainstreaming process. In order o
make this determination, it is necessary
for someone with knowledge of the
child’s behavior pattern to rate his/her
status on these items.

A third - instrument, The Walker-
Rankin Child Behavior Rating Scale, is
used for this purpose. This is a criterion-
referenced -scale on which a teacher in
the sending setting (e.g., special educa-
tion}. assesses .the -target child’'s
behaviroal status on the critical- and
unacceptable-rated items indicated by
the receiving .  teacher(s). The child's
status_on.the adaptive items is rated
along a skill dimension using the follow-
ing rating options: acceptably skilled,
less .than acceptably skilled, and con-
siderably -less than acceptably skilled.
Behavioral status on the maladaptive,
social behavior items is rated on a fre-
quency dimension where the rate or fre-
quency . is judged to be either nonexis-
tent,. awithin .normal limits or outside
normal limits. Items on which the child

is judged to be other than acceptably

skilled and outside normal limits become
targets for- 1nstruct10n/remed1at10n ef-
forts,

preparing the target handicapped child

to -meet-the: minimum’ béhavioral -re--

quirements of such settings. They also
make it possible for receiving teachers in
these settings to specify minimal entry

requirements in the form of behavioral .

criteria and directly assess the teacher's
technical assistance needs on the target-
behavior-by-target-behavior basis. The
remaining two instruments are direct
observation codes that are used to assess

the adequacy of the child's classroom -

and peer-to-peer social adjustments
following social integration into the less-
restrictive setting. .

The codes used for this purpose are
the CAC (Classroom Adjustment Code)
and the SIC {Social Interaction Code).
Both are interval coding systems that
generate information on the nature and
quality of the target child's behavior in
academic and free-play settings.

The CAC uses a 5-second recording
interval and contains three categories
each for measuring child and teacher
behavior. Child behavior codes are
mutually exclusive, are global in nature,
and measure, respectively, on-task, off-
task, and unacceptable dimensions of
child behavior. The teacher codes are as
follows: approval/feedback, providing
instruction/command, and reprimand.
The three teacher codes can be recorded
as either group or individual and are not
mutually exclusive. -

The SIC uses a continuous, 10-second
time sampling procedure to record three
major classes of events associated with
the target child's peer-to-peer social in-
teractions. These are: (a) the structure or
activity context in which social interac-

I.ntormatlon provxded by these three;l-,
instruments: is " very ‘useful -in selectmg_'
mainstream placement settmgs and in.

tions occur, (b} the type and quality of

the child's interactive behavior, and {(c)
negative peer reactions to the target
child’s social behavior. Five structure-
code categories: are used to -measure
whether the target child is alone or
engaged in structured versus unstruc-
tured interactive behavior. If interactive
behavior occurs, five appropriate and
five inappropriate code categories are
then used to record its topography and
quality. Negative peer reaction is coded
wherever there are negative or punishing

peer respenses to the target child's in-

teractive behavior. The structure codes
are mutually exclusive of each other
while the appropriate/inappropriate
codes are not.

Validation Studies, Psychometric

Characteristics, and Normative Data

Four years of research have been in-
vested in the development and initial
validation of the AIMS assessment in-
struments. The primary focus of these
efforts has been on the SBS Inventory
and Correlates Checklist. However,
validity, psychometric, and normative
data are available on the CAC and SIC
codes.

Validation ‘Studies

The development and initial valida-
tion of the SBS Inventory and Correlates
Checklist are reported in Walker and

- Rankin (1983, in press). Four types of

validity have been estimated on the SBS
Inventory and/or Correlates Checklist
to date. These are concurrent,
criterion, and factorial validity.

have been obtained between SBS Inven-
tory and Correlates Checklist scoresand
- the following criterion-related variables:

“{(a) direct.

observations of teacheis’
management and instructional behavior

~during a mathématics period {Walker &

Rankin, 1983), (b) direct.observations of
teachers’ instructional behavior during a
reading period (Walker & Rankin, in
press), (c) a direct instruction measure of
implementation Ffidelity (Walker &
Rankin, in press), and {(d) reading
achievement {(Walker & Rankin, in
press). Statistically significant relation-

- Problems

item,

ships have also been obtained between
the SBS Inventory and The Classroom
Integration Inventory (Mandell &
" Strain, 1978; Proctor, 1967) and The

in Schools
(Deci, Schwartz, Sheinman, & Ryan,
1981).

The factor structure for the SBS In-
ventory consists of five factors: three in
Section I and two in Section II. The fac-
tors far Section [ items describe respec-
tively: (a) a student with excellent work
habits who is organized and efficient, (b)
a student who exhibits self-contral, is
responsive to the teacher, and serves as a
behavioral model for others, and (c) a
student who is socially skilled and
positive with peers. For Section II, items
that load strongly on factor one are
those that describe maladaptive
behavior specific to the child and that
does not challenge the teacher’s authori-
ty.{e.g., babbling, self-stimulation) or
that describe’ maladaptive peer ‘interac-

tions. In contrast; iterns loading on fac- .

tor two describe disruptive child
behavior that challenges the ‘teacher’s
coritrol and.authority.

Two forms of validity have ‘been -

estimated ‘on the Classroom Adjustment
(CAQC) ‘and Social Interaction . {SIC}
observation codes. These are construct

and discriminant. In two experimental

stiidies of social skills training for- mildly
- handicapped children {Waiker, McCon-
nell; & Clarke, in press), both the CAC
and SIC codes registered changes for ex-
perimental . subjects -that - were: (a)

. significantly different from those of con- -
. trol subjects; - ‘and - (b): correlated w1th._-
Statistically “significant. relatlonshxps- " chih inges on ‘other- depen defit mieasuress-

- In a descriptive, normative-study“the -

two codes powerfully discriminated the
“behavior ‘patterns ‘of normal and han-
dicapped children {see normative data},

Psychometric Characteristics

Two forms of reliability have been
estimated on. the SBS Inventory and
Correlates Checklist. These are test-
retest stability and coefficient alpha.
Test-retest stability for a 6-week interval
on the SBS Inventory approximated .80
(total score and Section I and II scores)
for a sample of 50 regular teachers and

Questionnaire

22 special education ‘teachers (see
Walker & Rankin, 1983). Three separate
estimates of coefficient alpha exceeded
.90 for Section I and I scores (see
‘Walker & Rankin, 1983, in press).

Table 1

Profiles of Teachers’ Scores on the
SBS Inventory and Checklist-

SBS Inventory

Sec. I Crit. Desir.  Unimport.
T1 8] 36 20
T2 47 9 8]
T3 15 40 1
Sec. I Unaccept. . Toler. Accept,
T4 51 0 0
Ts 8 42 1
Te 28 22 1
SBS Checklist
No. Items No. Items
Checked (,~) Circled (O}
T7 18 0
T8 20 18
To 0 0
" Teachers show considerable in-

dividual variability in their responses to
the SBS Inventory and Checklist. Table
1 presents a profile of regular teachers
from the initia] validation-sample who
scored differently from each other
{(Hersh & Walker, 1983), The scores are
for 9 of the 50 regular teachers who par-
ticipated in the study and reflect
substantial differences among teachers
in their social behavior standards and
expectations. This pattern of variabiljty

or'mere teachers,.. -« i
-"On the average; teachers rnark about
25 percent-of the items as tinacceptable.

Regular teachers check ‘approximately -

10 of the 24 SBS Checklist items as caus-
ing them to resist placement of a han--
dicapped child who manifests them;
special education teachers check approx-
imately 4 to 5 checklist items.

Normative Data

Normative data are available on ap-
proximately 2,000 teachers in this coun-
try, Canada, and Australia on the 5BS

Table 2

Patterns of Teacher Scoring on the 5BS Inventory and Correlates Checklist

Teacher Groups

Regular - Regular Special Special Regular Regular '
SBS Inventory Elementary Secondary Education Education Elementary Secondary -
(Inservice) {Inservice} Elementary Secondary {Pre-Service) {Pre-Service}
- N = 50 N =191 N =22 N =54 N=45 N=45
X  s.D. X sD. X  SD. X sD. X sD. X  SD..
Section [
Critical 12.78 13.12 2410 12.36 9.13 12.62 24.90 10.78 14.02 13.64 . 10.78 -6.56
Desirable 39.70 12.30 28.80 11.14 40.63 12.14 27.90 9.87 39.08 1285 41,29 7.50
Unimportant 3.50 5.80 2,50 -3.60 6.22 8.60 2.00 2.91 2.71 4.07  3.80 428
Section II .
Unacceptable 27.96 9.14 31.70 8.30 2522 12.76 29.60 9.19 23.31 11.16 24.24 7.05
Tolerated 22.22 8.79 17.60 7.82 25.00 12.35 18.40. 8.62 26.68 10.84 25.56 6.94
Acceptable 0.82 1.73 1.00 1.79 0.77 1.79 1.30 2.10 0.91 1.42 1.07 1.62
5BS Correlates Checklist
Items Checked ,~ 10.81 4.46 5.85 3.92 5.36 3.78 7.13 4.25
Items Circled O 6,21 4.66 3.01

3.65
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appears to replicate i in any sample ot 50 .



f-"-Inventory ‘There - is
‘similarity . between “different - teacher
groups (elementary, secondary, special

Table 3

High and Low Rated Items on the SBS Inventory and Correlates Checklist

SBS Inventory

SBS Correlates Checklist

Section I Section 1
High Rated Items
“Critical” “Unacceptable” "“Causes resistance to placement”
Child steals. Child is at times uncontrollab-

Child complies with teacher
commands.

Child follows established
classroom rules.

Child produces work t;.bf ac-
ceptable quality given her/his
skill level.

Child iistens carefully to
teacher instructions and direc-
tions for assignments.

Child expresses anger ap-
propriately, e.g., reacts to
situation without being violent
or destructive.

Child can have normal con-
versations with peers without
bécoming hostile or angry.

Child behaves appropriately
in nonclassroom settings
(bathroom, hallways, lunch-
room, playground), e.g.,
walks quietly, follows
playground rules, etc.

Child avoids breaking
classroom rule{s) even when

encouraged by a peer.

Child does seatwork assign-
ment as directed.

Child makes his/her assistance
needs known in an appropri-
ate manner, e.g., asks to go to
the bathroom, raises hand

Child is self-abusive, e.g.,
biting, cutting, or bruising

~ self, head banging, etc.

Child behaves inappropriately
in class when corrected, e.g.,
shouts back, defies the
teacher, etc.

Child is physically aggressive

with others, e.g., hits, bites,
chokes, holds.

Child makes lewd or obscene
gestures, .

Child engages in inappropriate
sexual behavior, e.g., mastur-
bates, exposes self, etc.

Child refuses to obey teacher
imposed classroom rules.

Child damages others’ proper-
ty, e.g., academic materials,
personal possessions, etc,

Child has tantrums.

Child ignores teacher warn-
ings or reprimands.

- 'when: finished ‘with wotk; asks - :

for help with work, lets
teacher know when sick or
hurt.

ly aggressive,
Child is incontinent.
Child is eneuretic.

Child has deficient self-help
skills,

SBS Inventory

SBS Correlates Checklist

Section |

education, preservice, inservice) in their
responses to this instrument.
similarity is apparent in both the pattern
of scoring and in the content of items
consistently rated high (critical/unac-
ceptable) versus low (unimportant/ac-
ceptable).

Table 2 below contains charagteristic
patterns of scoring for different teacher
groups on Section I and Il of the 5BS In-
ventory and Correlates Checklist. There
appears to be less between-groups
variability on Section II than Section I of
the SBS Inventory amorig the teacher
groups represented in Table 2. On Sec-
tion I, secondary level regular ‘and
special education inservice teachers
checked a much larger number of items
as critical than did the other four groups
represented. This may reflect higher
behavioral expectations among practic-
ing teachers at the secondary level.

Table 3 below contains items that are .

rated high and low by various teacher
groups on Sections | and II of the Inven-
tory and the Correlates Checklist. High-
rated Inventory items are those most fre-
quently rated critical or unacceptable;
low-rated items are those least often
rated critical or unacceptable. High- and

-low-rated Checklist items are those most

and least often checked as causing
teacher resistance to placement. Inspec-
tion of the item content in Table 3
reveals some interesting-differences in
the highest and lowest rated items on the

" SBS Inventory and Correlates Checklist.

For example, the lowest rated Inventory
items in Sections I and II have a strong
peer social behavior content, This fin-
ding consistently replicates for both
regular and special education teachers

.- and suggests- that ‘peer- relations ‘and -
- socidl skillsare assigried a- comparatlve]y.:,_
lower pricrity ‘by school personnel than *

compliance, control, and. discipline. In
this regard, the content of the highest
rated Section I items deals almost ex-
clusively - with classroom control,
general discipline, and compliance with

considerable™
- contrast,

This -

“percent)” in’ “repular ‘cldssrooms and
identical . '

teacher instrictions and-commands. In- -
the highest rated Section II-
iterns (i.e.; most unacceptable) deal with’
child behaviors that are: (a) of high’
magnitude or intensity and (b) occur at’
an extremely low frequency in most
classrooms. A child exhibiting one of
these pinpoints, even once, would be =
labelled problematic or deviant by a ma-
jority of teachers.

The most frequently checked items on™
the SBS Correlates Checklist are highly
aversive to most teachers. They exceed"
teacher tolerance levels, make or repre-
sent demands on the teacher, and often
require skills not possessed by teachers.
None of the lowest rated items share-
these characteristics. '

Tables 4 and 5 below contain nor-
mative comparisons. -for -handicapped: .
and nonhandicapped pupils in.-
classroom and free-play settings derived-
from the classroom adjustment and -
social interaction codes. The handicap-
ped sample ranged in age from 6 to 11
and were enrolled in grades 1-6. Six of
the children were classified as learning
disabled, one as language impaired, two
as emotionally handicapped, and one as
multiply handicapped. The nonhan-
dicapped children ranged in age from &
to 11 years and were enrolled in grades 1
to 6. The handicapped sample was
observed in special education settings
and the nonhandicapped sample in
regular classroom settings.

Table 4 indicates substantially higher
levels of on-task behavior for the
nonhandicapped sample. The handicap-
ped sample received much higher levels
of individual teacher instructional atten-
tion in their respective classrooms. In a
subsequent study of 20 mainstreamed
handicapped children {Clarke, Walker,
Walker, & WMcConnell, 1984}, the

‘authors found that this sample-averaged
69 percent on- Ztask behavior (S.D: =13 "

received approximately
amounts of teacher attention as did thew

nonhandicapped peers.

Continued on Page 14

Section 11 -
Low Rated Items
U . N . . , Table 4
“Critical ‘Unacceptable Causes resistance to placement’

Child sits up straight in seat
during classroom instruction,

Child volunteers for classroom
achivities, e.g., assisting the
teacher, reading aloud,

. classroom games, etc,

Child initiates conversation
with peers in informal situa-
tions.

Child compliments peers
regarding some attribute or
‘behavior.

Child uses social conventions

appropriately, e.g., says

“thank you,” "please,”
apologizes, etc.

Child can recognize and
describe moods/feelings of
“others and self.

Child resolves peer conflicts
or problems adequately on
her/his own without re-
questing teacher assistance.

Child can work on projects in
class with another student.

Child {gnores the distractions
or interruptions of other
students during -academic ac-
tivities.

Child responds to teasing or
name calling by ignoring,
changing the subject or some
other constructive means.

Child ignores the social initia-
tions {overtures, advances,
etc,) of other children,

Child wants to participate in
playground activity in pro-
gress but is afraid to ask to
join,

Child refuses to play in games
with other children,

Child pouts or sulks.
Child refuses to share.

Child is easﬂy distracted from
the task or activity at hand.

Child is overly affectionate
with other children and/or
adults, e.g., touching, hug-
ging, kissing.

Child’s remarks or questions
are irrelevant to classroom
discussions.

Child whines,

Child becomes visibly upset or

angry when things do not go
his/her way.

Child has nervous tics.

Child has mobility problems
requiring braces, crutches, or
a wheelchair,

Child attempts to take advan-
tage of handicap by using it to
avoid certain tasks/activities.

Child drools.

Child's school attendance is
erratic and unpredictable.

Normative Comparisons on the Classroom Adjustment Code (CAC)
for Handicapped and Nonhandicapped Children in Academic Settings

Normal,
Non-Handicapped
‘Sample (N = 12}

 Handicapped,
Non-Mainstreamed
Sample {N = 10)

Code Category X S.D. - X S.D.
I. Child Behavior Codes
On-Task 92% 09% 62% 25%
Off-Task - .08% 09% 38% 25%
Unacceptable 00% 0% .00% 00%
11, Teacher Behavior Codes
Individual .
Approval/Feedback 011% 006% .038% 021%
_ Instruction/ Command 015% 015% 105% JL040%
Reprimand D01% 003% D08 % 005 %o
Table 5

Normative Comparison on the Social Interaction Code (SIC) for
Handicapped and Non-Handicapped Children in Free Play Settings

Handicapped Sample Non-Handicapped Sample

SIC Measure
: {N = 10} (N = 12}

1. Percent of time spent in social behavior 73% 98%
2. Percent of time spent in verbal interactive .

behavior 2% 48%
3, Percent of time spent alone 29% 2%
4. Percent of time spent in appropriate

interactive behavier 21% 53%
5. Percent of time spent in inappropriate

interactive behavior 7% ' 002% .
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By Russell Gersten

- The national conference for the Association for Behavior Analysis (ABA)
will be held in Nashville (at Opryland} on May 28-31. A wide range of
seminars, panel discussions, and research symposia are scheduled. Sessions are
scheduled on microcomputer applications of DI, research on interactive video
in teaching social skills, problems in implementing DI within the public
schools, some of the longitudinal research described in earlier issues of ADI
News, reading comprehension, and innovative applications of DI to special
education. This year several of the most prominent behavioral researchers will
participate in the symposia—~Donald Baer, Beth Sulzer-Azaroff, Tim

Table 5 presents normative com-
parisons for the two samples on five
measures derived from the Social In-
teraction ‘Code. They document very
different patterns of social behavior for
handicapped and nonhandicapped
children in free-play settings. All of the
comparisons favor the nonhandicapped
sample. :

These data provide valuable criteria
for interpreting CAC and SIC scores
recorded on individual children, They
also demonstrate the codes’ sensitivity in
discriminating differences in the
classroom and social behavior of han-
dicapped and nonhandicapped children.

School Applications of the
AIMS System

The - ATMS system was designed to

fac:_ilitatef-_;ic':h‘iqver'neht';-.c'if: ithe .’folIg"_pwi_hg_
/is-a-vis the mainstreaming
process: (a) to select appropriate place-

service goals vis-

ment settings for the social integration of
handicapped children, (b) to identify the
minimum ‘behavioral requirements for
entry into and mainstreaming “within
them, {(c) to make it possible to use this
information " prescriptively in the
systematic preparation of handicapped
children to meet the behavioral demands
of less restrictive settings, {d) to assess
the receiving teacher’s technical
assistance needs in accommodating the
mainstreamed child, and (e) to assess the
quality and adequacy of the handicap-
ped child’s adjustment to academic and
free-play settings following social in-
tegration. As yet, the system has not
been tested or validated against these
goals,

To do so would require demonstra-
tions that mainstreaming placements
made with the AIMS system are more
accurate or effective than those made
with current procedures. In addition, the
adjustment status of target handicapped
should be improved following social in-
tegration. Finally the overall
mainstreaming process should receive
higher social validation ratings from
receiving teachers as a result of the
AIMS system’s use. Several -model
demonstrations that would answer these
questions are currently being planned by
other investigators, Until these com-
parative evaluations are made and the
entire AIMS system is validated, it will
not be possible to claim that its use im-
proves the mainstreaming process.

The AIMS system has other potential
uses beyond the mainstreaming process.
These include: (a) matching child
behavioral characteristics to teachers’
behavior expectations, {(b) the identifica-
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Heron—in an attempt to explore commonalities between these approaches.

(Continued from Page 13)

tion of staff inservice training needs, and
{c) the selection and training of teachers
at the preservice level. The system also
generates a number of researchable
questions relating to existing school
practices,

Conclusion

The AIMS assessment

system

represents only a partial and as yet un-'

proven solution to the problems that
continue to plague the mainstreaming
process. It is apparent, however, that
conflicts between the behavioral expec-
tations and tolerance levels of teachers

in mainstreaming settings and the social :
behavior deficits and excesses of han-
dicapped children continue to-be a major -

obstacle to mainstreaming. Jones (1978)

in .commenting on this issue, called for =~ §
*-systematic research attention: to:{a) the -
~-attitudes ‘that regular teachers perceive.

as-impeding their ability to work effec-

tively with handicapped children and (b)
strategies to equip both teachers and

handicapped children with behavioral :
* competencies to reduce the strain in their

interactions with each other and with
nonhandicapped pupils. It is apparent
that the self-sufficient teacher who can
accommodate mainstreamed handi-
capped children without external sup-
port assistance, as envisioned by Lilly
{1971), is still an elusive goal.
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DI at the Nashville ABA Conventio:

For the first time, mini-training sessions will be offered as part of the con-
ference. There will be one introductory session (DI Variables in Action) on
basic presentation skills in beginning reading and spelling. Two intermediate
level sessions are scheduled—one on supervision, and one on teaching com-
prehension in the new Reading Mastery Serfes, Levels 3, 4, and 5,

A schedule of the events follows. For further information on the con-

ference please contact:

Monday, May 28
Morning

Afternoon

Tuesday, May 29
Morning

Monday, May 28
2:00-2:50

- 4:00-5:20

5:30

Tuesday, May 29
9:00-10:50

11:00-12:30

1:00-1:50

2:00-3:50

Wednesday, May 30
9:00-10:20

2:00-3:20

-ABA

Department of Psychology
Western Michigan University
Kalamazoo, MI 49008 '

Training Sessions

Supervision of Direct Instruction -
Trainer: Linda Youngmayr & Cathy Madigan

Teaching Comprehension of the Low Performer:
Reading Mastery 3, 4, 5 and Corrective Reading:
Comprehension Series

Trainer: Donna Dwiggins

Direct Instruction Variables in Action: Introduction
to Reading Mastery and Mastery Spelling
Trainer: Carmen Marcy

Symposia

Teaching Success to Adolescents with Severe’
Behavior Disorders
Panelists: Carmen Marcy, Donna Dwiggins,
Micheal Maloney ' A
Implementation of Direct Instruction—~Within the '
Public School System-and without the Public ©.
Schools _ R LR
Panelists: Kent Johnson, Carmen Marcy; Roberta
Weisburg, Mike Roberts, Michael
Maloney, Shlomo Cohen

ADI Meeting (Special Interest Group on Direct
Instruction} Followed by informal cocktail hour

Direct Instruction in Reading Comprehension

Papers by: Ed Kameenui, Craig Darch, Russell
Gersten, Donna Dwiggins

Discussant: Tim Heron ’

Chair: Jane Howard

The Interface of DI and Computer Assisted

Instruction
Papers by:
Chair:

Ron Thorkildsen and Russell Gersten
O. Barker Houghton

ADI Conversation Hour, An opportunity to meet
the presenters and discuss practical problems in
_ implementing and evaluating DI programs.
Hosts: Jane Howard and Russell Gersten

DI in Special Education—New Directions

Papers by: Ron Thorkildsen, Jo-Ann Sowers,
Russell Gersten, Craig Darch

Discussant: Beth Sulzer-Azaroff

Chair: ‘Robert Taylor

Long-Term Maintenance of Effects of DI Programis

Chair: Beth Sulzer-Azaroff
Papers by: Paul Weisberg, Russell Gersten
Discussant: Donald Baer

Minority Overrepresentation in Special Education:
A Case for DI Prior to Referal
Panelists: Larry Maheady, Charles Greenwood,
Robert Taylor, Russell Gersten, Ethna
Reid {and/or a representative of
ECRI) ' '
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Courseware Evaluation Form

Each item is rated
using the following code:

Can the program analyze a variety of responses?
Are information displays attractive?

E = Excellent
A = Acceptable
M = Marginal
U = Unacceptable
N.A. = Not Applicable Rating
CONTENT
1. s the content accurate? E
2. Is the content of educational value? M
3. Is the content free of stereotypic bias? E
STNSTRUCTIONAL DESIGN
1. Objectives
: a. "Are objectives clearly stated? A
- b. . Are abjectives defined.to:the learner?. e M
- "g.-1s the prograr content consistent with ob]ectwa? e C A
- 2. Individualization
: ‘a, s the target audience specified? £
b. Are entry skills specified] U
€. Is a pretest or placement test provided? NA
d. Are a variety of entry points available? NA
e, Are options for exiting or returning to menu available? £
f. Can the program be altered? . _ - 3
g. Is there a method of record-keeping? M
3. Presentation
a. Do the activities optimally match the cantent? A
b. All Programs (Tutorials, Drill & Practice/Gaming, Simulation} A
i provides opportunity for frequent interaction
avoids restrictive response formats
c. Drill and Practice/Gaming
#*_ provides varying levels of difficulty
_+_ problem type rate wwn. Mumber of tasks
+_ provides cumulative introduction
. Te-introduces missed tasks or equivalent tasks
— provides tutorial instruction when appraopriate
¥ sequences tasks unpredictably
4. Feedback .
a. Are all errors corrected? . M
b. Does the correction fit the cantext in which the error occurred? A
¢. Is feedback informative? M
5. Review
a. Is review provided for newly acquired skills? NA -
b. Does review incorporate previously-learned skills into more complex applications? _NA
6. Motivation
a. Is the level of difficulty challenging to the learner? A
b. s the material presented at a good pace? M
c. Are readability levels appropriate to the target audience? A
d. Is user control granted to the learner where appropriate? A
e. Does the use of graphics/sound/color increase interest in program content? E
7. Reinforcement
a. Is reinforcement age-appropriate? E
b. Is reinforcement used appropriately? E
c. Is a variety of reinforcement used? M
. PROCRAM UTILITY
1. Are user-support materials included? E
2. Is there a Teacher's Manual? u
3. Is the program easy to operate? E
4. 'Is the program reliable under normal use? E
5. A
6.

Editor's note: Betty Aten-lossi has been,

teaching special education for 12 years.

She is currently a Resource Specialist in

Redwood City, CA. Her- BA (Elemen-

tary/ Special Education) and MA (Learn- -

ing Disabilities/Behavior Disorders) are

from the University of lowa. She is now

enrolled in a Master's program in Com-
puter Science Education at the Universi-
ty of Oregon. She has been involved in
the educational use of computers for five
years. She consults with a private
research firm on critical factors in the
design of software for children with
learming disabilities. She is a software
reviewer for Journal of Computers,
Reading and Language Arts, and
Teaching and Computers.

I. Introducton, "Master Match” is an
example of what is currently being
described as “edu-tainment” software,
The purpose is to provide a program
with educational value in an entertain-
ing format. This one uses animated
graphics and follows a popular T.V.
quiz format. It attempts to enhance
memory skills while teaching
vocabulary and concepts. The object of
the game is to match information in one
box to information in another box by
remembering its location. Matches occur
between words and definitions, words
and pictures, and math problems and
solutions. Two points are awarded for
each match. Free boxes are hidden in
each game, and are worth one point
when they are uncovered. An owl acts
as moderator. It prompts each player's

turn, and keeps track of the score. One .

or two players may .play ‘at one time.

UL Content.

- ““Master ‘Matéh” comes
with'several game topics included. There
is a variety of subjects. and difficulty
levels. For example, on lower levels, one
matches letter patterns, or animals to the
‘sounds they make. .More advanced
topics include matching geographical
names and locations, and French words

- to their English translation. Specific sub-

ject matter disks are available to be used
with the main program.

Teachers have the option of creating
their own topics or supplementing the
ones provided by using the authoring
capability of the program. They may
also design pictures by using the “Master
Match'’ graphics character set.

‘While the content offers great flexibili-
ty within the game format, one must
carefully evaluate its educational value.
[t is basically a concentration game with
limitless content options. As such, it

- provides practice in visual memery, and

can serve as a reinforcer for previously
taught concepts.

III. Instructional désign. One of the
best aspects of the instructional design is
that it is motivating for students. The
rest of the design features are all accep-
table for classroom use. The learner out-
comes are stated, but the program does
not accomplish what it sets out to teach.
While the content can be individualized
through cheices on the menu, the games
themselves are rigid in terms of their-
timing and sequencing of comments to
the player(s). The presentation and rein-
forcement lack variety. On-screen com-
ments to the players are repetitive.
There is no help provided during the
games. The players continue on a trial
and error basis until all of the boxes

Continued on Page 16
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Evaluation Summary Form’

Title: Master Match

E. Excellent”

A Acceptable

M. Marginal

U. Unacceptable -

CONTENT

INSTRUCTIONAL DESIGN
1. Objectives

Individualization

Presentation

. Feedback

. Review

T

Motivation

7. Reinforcement
PROGRAM UTILITY
STRENGTHS:

m m@r m mEmom
© 0> > OOOOO O

rrzirzz oz
c cc@cccac o

M

“Master Match” has reliabie content in a variety of sub-

ject areas, and is appropriate for a wide audience of vary-
ing abilities. It is easy to use. The game format is
motivating for students.

Teachers may create their own lessons using the carefuily
outlined procedure in the user support materials.

WEAKNESSES:

It offers practice in visual memory rather than reinforce-

ment of previously taught material. Students are thus
evaluated in terms of their memory rather than for their

knowledge of content.

The presentation foermat is repetitive, which causes a

needlessly long wait between student responses.

RECOMMENDATIONS: This program Is intended to be an entertaining.
educational computer game, As such, it has a .
place In the classroom as a reward activity. It
does not teach or reinforce concepts and should
not be used as such.
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Taine, Stan C., Radicchi, J., Rosellini,
L., Deutchman, L., & Darch, C. Struc-
turing Your Classroom for Academic
Success. Research Press (1983), Box
31773, Champaign, IL, 61821. Price:
$9.95,

~ Stan Paine and his colleagues, all ad-
vocates and practitioners of the Direct
Instruction approach, have written a
usable book for educators of elementary
and intermediate students. They adeptly
apply the fundamental principles of
Direct Instruction to often unaddressed,
yet everpresent, management dilemmas
fourid in the classroom. The book con-
tains procedures for dealing with every
aspect of organizing a classroom initiaily
to ‘managing it on_.a day-to-day basis.
All of the management procedures ap-
pear.to - be..-based - on experimental
classroom ‘research. The procedures

. ‘have:proven to’be-effective in ‘special -
' educahon ‘as we]I as regular educatlonal i

settmgs

‘An exceptlonal Eeature of the book s

its “practical - “orientation. ITeachers
 should find many of the issues discussed
analogous to those encountered in actual
teaching situations. The chapters include
suggestions for: (1) organizing
classroom space; (2) using volunteers
and aides in the classroom; (3} using at-
tention to manage student behavior; (4}
establishing and teaching classroom
rules; (5) structuring and managing
classroom time; {6) managing the flow
of material in the classroom; (7) hand-
ling student requests for assistance; (8)
correcting student’s work and keeping
track of their performance; {9} dealing
with minor behavior problems; (10)
.developing good work habits; and (11)
phasing out special procedures.

- The primary purpose of the text is to
present techniques that will prevent
problem behaviors, keep students on
task, and make the best use of
everyone's time and energy. An example
of the management procedures included
is the handling of student requests for
assistance. Students working in-
~- dependently will inevitably encounter
tasks that require teacher aid. As an
alternative to conventional practices of
interruptions or unproductive waiting
periods,
disruptive, efficient procedure for re-
questing assistance which utilizes a

three-sided card and a folder. Each stu- -

dent is provided a “Please Help Me"”
card, which is used to signal the teacher
for help with assigned work. At the
“Fame time, a folder containing work that
the student can turn to for practice while
waiting for the teacher’s help is also
recommended. - This - procedure - allows

~ Paine et al. describe a non-.

'STAN PAINE
President of AD}

students to make a request for assistance
without disturbing classroom pro-
ceedings and simultaneously to remain
on task. Both of these behaviors comply
with Paine's principles of maximizing in-
structional time and minimizing
management time.

Detailed plans for. implementation,
known as scripts, are provided for pro-
cedures. Whether instructing students in
correcting their own papers, or
establishing classroom rules, individual
scripts accompany each new sﬁﬁ‘tegy.

The scripts are used for introducing™._

desired behaviors and for maintenance
of these behaviors through the use of
modified scripts. The format includes

‘the teacher’s definition of the target

behavior and the students’ oral repeti-
tion of the identical information. The
student responses are performed on

-signal and generally are made in unison,

Following the introduction of the new
procedure, the remainder of the script
consists of the instructor’s precise
description of. the information con-
sidered critical for establishing and
maintaining new skills. As in the initial
definition, studénts play an active role in
rehearsing information contained in the
script. Brief scripts are used to remind
students after initial teaching of a pro-
cedure. They can be used following any

- break in school routine and with the

enrollment of new students in the
classroom.

Scripts are explicit and easy to follow,
nevertheless, teachers are encouraged to

practice -them prior to wuse, The

.-guidelines specified in the scripts may
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times,

redundant at
reiterate the
The
book's procedures are based on the con-
cept that with sufficient structure of the
curriculum, even high-risk learners are

seem overly
However, Pairie et al.
necessity of attention to detail,

capable of succeeding in school.
Teachers should find these scripts easily
applicable to daily instructional
routines.

The authors’ proposals for managing
classrooms, though thoroughly designed
and well developed, place . heavy
demands on the teacher in the inijtial
stages of implementation. The authors

‘suggest: that efficient use of aides and

students’ familiarity with procedures
will reduce teacher requirements. A uni-
gue characteristic of this management
approach, which also lessens student
dependency on the teacher, is the “phas-

‘ing out” procedure. Paine and his col-
“leagues have cleverly devised a system
for removing -artificial ‘structires -once

consistent, acceptable ‘classroom
behavior is exhibited by students.
While the authors have designed a set
of procedures which must be stringently
followed, elements of flexibility have
also been included. Implementation of
the total program is advised; however,
the management procedures have been

individually introduced and are not con-
tingent on previous strategies. This ap-

proach allows teachers with time or
resource constraints to select areas most
needed to improve their teaching en-

" vironment and management skills. The

procedures  presented address both
primary and intermediate grades’ needs.
A method of managing individual
behavior problems through a whole-
class- approach appears efficient and
effective,

As proponents of the preventive ap-
proach to education, Paine et al. em-

phasize that teachers mistakenly assume

" that students will behave well voluntari-

Iy. They argue that the behaviors one
wants exhibited in the ¢lassroom must
be carefully explained and rehearsed,
leaving no room for misinterpretation
by the student. Included in the book are
procedures for teaching students how to

behave in a variety of classroom situa-

tions such as group instruction periods

.and transitions..

The writers’ positive approach to

education is encouraging. Their sugges-

tions are manageable and leave one
eager to employ them. Teachers should
find these procedures to be very
usable—a clearly needed addition to the

typical teacher training literature. Struc-

turing Your Classroom for Academic

Success is a well-developed compilation
of management techniques that should

prove valuable for novel and experienc-
ed teachers alike. When properly im-
plemented, these procedures should
ultimately maximize instructional time,
minimize management time, and ac-
complish the goal of improving student
performance in the classroom,

Deborah Simmons
Purdue University

Call for Papers

This newsletter is intended to be a
consumer-oriented publication. You, the
readers, are ‘the consumer group.
Therefore, we very much want your in-
put in future issues. The editors invite
your contributions of manuscripts, com-
ments, . ideas, inquiries; or information
suitable for publication in the DI News.
Any item relevant to direct instruction is
appropriate for the News, A working list
of the types of items the News will
publish, along with submissions
guidelines for each, appears in this issue.
All submissions will be edited for length,
readability, and technical accuracy prior
to publication. Issues will be published
in fall, winter, spring, and summer.
Please submit (postmark) all items no
later than the first of September,
December, March, and June,

laster Mateh

Continued from Page 15)

have been uncovered. However, the

| game may be interrupted at any point by
| pressing the ESC key. The winner is the

one with the highest score at that point,
IV. Program utility. “Master Match”
is easy to use. Most students will be able

_to use it successfully with minimal adult
1 supervision after the initial introduction.
% It can best be used as a reward activity in
? the classroom rather than as a teaching
1 tool.

V. Summary. For the most part, this is
an entertaining game. Its educational
value comes from practice in visual
memory and reinforcement of previous-
ly taught concepts. However, its lack of
warranty policy makes it unacceptable
for school purchase. Computer Ad-
vanced Ideas sells its software "as is.”
There is no warranty. There is no liabili-
ty for defects. No responsibility is taken
for faulty disks. Until that policy is

| changed, their products should not be
2 considered for purchase by schools.
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By Diane Kinder .
- Forest Grove, OR

I entered the University of Oregon
Mildly Handicapped Master's program
in 1981 after nine years of elementary
teaching. Now, after finishing the pro-
gram and my first year teaching han-
dicapped students, ADI News has asked
me to evaluate my U of O preparation,
To do this, I will describe my training
and first special education job.

. The University of Oregon Mildly
Handicapped Master's includes

" competency-based practica supported
by research-based methods classes, pro-
fessional course work, and classes
relating to exceptional children.

The practica are three terms of super-
vised, competency-based teaching. Each
successive practicum provides more
responsibilities, with less supervision.
Initially, my supervisor, a Ph.D. can-
didate and proven teacher, observed my
sixth grade practicum group daily and
intervened occasionally to model a pro-
cedure. She provided suggestions to im-
prove my signals, pacing, corrections,
and behavior management—the major
competencies of Practicum [. In the final
weeks of Practicum I, my supervisor
continued her support, but observed less
frequently, allowing me to be more in-
dependent.

_- . Desiring to experience another level, 1
taught in a junior high school during my
‘second andthird practica. 1 was ob-

- served several times per week. Instead of

intervention, [ received specific

assignments to .improve my teaching.

- :Practicam’]1 supervision; ‘coinpetencies, -
“and ‘weekly seminars - emphasized
_Siegfried Engelmann’s paradigm for cor- .

recting infrequent, frequent, and chronic
" errors, Practicum 111 emphasized refine-
*“ment of presentation skills and advanced
" corrections, however many other
aspects of special education were now
emphasized: testing, Individual Educa-
tion .Plan writing, IEP conferences,
grouping, and classroom orchestration.

Practica, the center of the U of O pro-
gram, are coordinated with another ma-
jor part of the program, the methods
classes. All the methods classes, Direct
Instruction Reading, Math, and
Language Arts, presented research-

~based skill instruction and required the
application of this knowledge.
Demonstration of competency in
teaching’ formats, evaluation of basal
texts, and basal adaptation for direct in-
- struction were also required.

Most exceptional-child coursework
and professional classes were traditional
lecture courses. However one class,
“lLaw and Special Education”, was a
practical nuts and bolts class. After
. studying Public Law 94-142 and reading
~ dozens of court cases, 1 was required to

apply this knowledge in simulations.

Following my vear at the University

- of Oregon, [ was hired by a small rural
school district west of Portland,

Oregon. During the interviews [ learned

that the secondary resource room had

been established the previous
‘November. 1 was promised a challenge
" in this position because of the following
conditions: '

1. 1 would be teaching both junior
high and high school students.

Mildly Handicapped

2. In the past year the resource room.

had a loose structure. _

3. Only fifteen students were iden-
tified and placed in the resource
room; many more referrals were
expected.

4. Many logistical decisions were yet
to be made and classroom teachers
needed to be familiarized with
special education.

" Teaching high school students did not
develop into a major challenge. My
practica provided me with a variety of
experiences teaching reading, math,
language arts, and study skills. I found
that the techniques 1 had learned in prac-
tica with elementary and junior high
school students worked well with high
school students also. A ninth grader
who had never learned the multiplica-
tion facts, not only mastered them, but
also mastered two place multiplication
and long division. However, 1 was sur-
prised to find and not prepared to use
the TRS-80 microcomputer in my
classroom. Including computer literacy
and software evaluation in the U of O
program would be beneficial.

The second challenge, that the
classroom had been loosely structurued
the previous year, did not prove to be a

‘problem. Since 1 had taught at two prac-

tica sites, 1 had twice. established

- classroom rules, reinforced students for

following these rules and consequated
students for breaking rules. These. ex-
periences had provided .me with a

- workable management system. “Within,
weeks the principal commented on the

. resource room’s orderliness. - -
The controlled: classroom and . the'.

However, I was able to apply my limited

- knowledge in new situations. Informa-
" tion gained in the law class helped me

determine eligibility and proceed
through the IEP process. I became

© quicker at testing, and by the end of the
" year the secondary resource room cen-

sus had increased from fifteen to over
forty students.

The greatest challenges were those
over which 1 had the least control,
logistical decisions and the education of
the classroom teachers. Basic decisions
regarding scheduling, . credit, and
reading instruction had not been final-
ized. These decisions involved many ad-

. ‘ministrators -and teachers, and some are

still not finalized. Finding time to meet
with classroom teachers was difficult. It
is only in my second year that I am

" focusing on increasing their knowledge

of special education and helping those
who had not previously adjusted their
curriculum to meet the needs of han-
dicapped students. It was only because
of my excellent preparation for teaching,
management, and other special educa-
tion duties that 1 was able to look
beyond my classroom to the logistics
and resource consultant challenges.

The University of Oregon's practica
slogan is, “How well you teach equals

how well they learn.” If this slogan can.

be extended to “How well the'University
of Oregon trains teachers equals how
well the teachers’ students learn,” then
the University of Oregon has been suc-

cessful. :

Teach success hold on 10 it
build fromit... '

* This handy manual enables both prospective and veteran teachersto develop

- The olled:: classroc I _ " ¢rucial behavior management:skills:
students’ success did-encourage teachers - : ' :
“to refer many students. Asaresultofmy =
“limited testing experience, evaluating
- and processing students was a challenge.

- ‘mastered; teachers canguideall the

Content highlights include:

the business ar hand—educational success:

with this new
book from
Research Press

Structuring Your
Classroom for
Academic Success

Dr. Stan C. Paine, et al

Dr: Stan C. Paine is a leader in the application of the Direct Instruction Model,
co-editor of the "Direct Instruction News™ and past president of the
-Association for Direct Instruction. He and his colleagues have prepared a
comprehensive and easy.to use book of procedures that focus on the
important management skills every teacher needs. i

Is;: Once:the skills and:procedures are ..

~elementary students throughsuccessful

years in the-classroom.

e organizing classroom space

e managing student behavior

® lightening the teacher's paper load

® estublishing and implementing classroom rules -
® handling student requests for help

e using time and materisls more efficiently

Aunique feawure of this manual's practical approsch is the use of scripts that
specifically outline how to reach the classroom procedures to elementary”
students, Ultimately, students are trained to manage their own behavior
without teacher supervision. '

Order today and get the all-in-one handbook that organizes classrooms for

Order Form

Please send copies of Structuring Your Classroont
for Academic Success ($9.95 each) ........ U
Hlinois residents add 6% sales tax unless exempt............

Shipping and Handling (prepaid orders} ........ e ... $200
TOTAL oo SO SUTTTTRRRURRRIR ORI -
Nume . |

Address

Ciry, State, Zip
Telephone No

Organizational purchase orders’ -~ Mail w:

ﬂccepte_d. (Shipping-and—h:mdling L Researc’;Pre‘gs

charges will be added to invoices.)) . ‘Box'3177

" Champuign, IL 61821 - - .

Enclose check or organizational
7 (217) 3523273

purchase order,

-
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Learnmg fallure of rnlldly handi-
capped stiidents in’ regular classroom in-
struction tay. be ‘due, in-part; to" the
nature of the instruction offered in:the
regular: cIass -While’ non-handlcapped
may. “be- able to: achreve even
_ truction: is: complex -or:in-

_cotnplete; mildly. handxcapped students
~ can become  tonfused -or distracted by
tedching methods that _are’ less than
__ .ophmal

~Identifying: mstructonal vanabies that :

: Iead to impraved student . .performarce
- has- been ‘an ‘important” aini-of educa-
“tional resea fch The last five-y ‘years have
~Wwitnessed: & grOng ‘awareness - that
‘many of the instructionial variables iden-
tified . in the teacher - effectiveness

-fesearch in regular classrooms have im-.
mediate relevance for spec:aI education -
" (Rosenshine & Stevens; 1981; Brophy & -

"Good in-press).

~For ‘example: prov1chng academlc
focus demonstrations and corrective
feedback, teaching

~“been consistently. - linked* ‘to -student
'_'-=‘ach1evernent in the regular classroom.”
- (Rosenshme 1983).

“In-this article, I will focus on recent

_research coming from the Learning
. Disabilities Institutes and ‘studies that
have focused .on specrfxc
observed “in’ actual “LD

he u:s.

ept..of Education’s Bureau for

would “identify” LD -students. -then
' develop and evaluate ‘empirically effec-

o tive. interventions for -that group of

students. The' five universities funded

.were

. lege. of Columbia Umversrty, and the
- University of-Virginia.

.~ Each institute established its research
- in a manner- that differed from that of
the other four, and attacked the prob-

' lems from its own perspective.

. The Chicago institute studied “oral
communicative competence or adaptive
sacial functioning, the causal attributes

" of LD successes and failures,” and then

developed interventions to improve

reading skills and comprehension

{Bryan, - Pearl, Donahue, Bryan, &

Pflaum, 1983). Their work was con-

ducted with LD students from inner-city -’

and suburban public schools, private
schools, and a special school for LD
students. The students studied were in
grades one through eight.

. The Kansas Institute developed their
"learning strategies” intervention model

in two developmental stages: (1} during

their first two years, they studied the
learning characteristics of LD
adolescents and their school settings to
establish a data base; and (2} baged on
this data, the researchers developed an
intervention instructional methodology,

modification of materials, and motiva- .

-“tional and evaluation components. They
worked - with LD students and low-
~-achieving' students in three large:school

'chstncts, each representmg a chfferent i

to mastery and.
- monitoring “student- performance : ‘have:

teaching

i
eceived research.;zfundmg ‘grants. from;:

‘the Han _lcapped ‘The grants were to be- .
used o establish research institutes that. "

the  University of Illinois at-
. Chicago, the University of Kansas, the
University of Mirinesota, Teachers Col- -

- teacher -effectiveness literature,
- less emphasis has been given to this topic
“in the LD literature, Deshler (1974), in a
- review of the most frequently used texts

_f_:By Marllyn Stepnoskl = University of Oregon

socio-economic level, in eastern Kansas.
The Univeristy of Minnesota research-

ers took a very different approach from .

the other institutes and focused their ef-
forts largely on assessment and decision-
making processes involved in identifica-
tion and placement of LD students.

The Columbia researchers organized
into five task forces and studied two ma-
jor areas: (1) teaching .strategies in
reading, spelling, arithmetic and study
skills; and (2) studies of reading com-
prehension (Connor, 1983). Resource
rooms and special education classes in
New York’s elementary schools and
special schools were used.

The fifth institute, the University of
Virginia, studied and developed educa-

* tionalinterventions for LD students with
- attentional problems and academic -
‘strategies training for reading, math,
-and study skills {Hallahan, Hall, Danna,

Kneedler, LLoyd, Loper&Reeve 1983),

"Their research was conducted in elemen-

tary resource rooms and special classes

. for 1D students,

While there is wide diversity in
research approaches and interests, the
Institutes conducted research that in-
cluded " experimental and quasi-
experimental studies, and summative

-evaluations of an' entire intervention
- :model '

Another line of research mcluded in

L thls -report which attempted to make

. finer-grade evaluations: of the teaching .. -
~-peers _for both high ‘and low frequency .

-to” academic - ‘gains " words;. but the LD students showed a

lgmond & Cooley, 1981; - greater difference in m'agmtude with low.
3). .- Trequenty. wdrds:”
IR " showed-a relatively stable performance
‘across both conditions, Most important-

- ly, LD readers exhibited decreasing

‘components or_ combinations:of “com-

I“nked

“the Institites

Researchers at the Columbla Kansas,
and Virginia Institutes incorporated into
their intervention models many features

“from direct instruction. Stevens and
Rosenshine {1981) have desbribed these

features as central:

1. Focus on academics,

2. Specifying  and ordering objec-
tives,

. Direct teaching
demonstrations),

. Supervised practice,

. Corrective feedback,

. Teaching to mastery, and

. Continuous monitoring of student
progress.

(model and

L]

SO0

In many of the studies reviewed by
this author, the researchers examined

more than one of these features or ex-

amined the impact of the entire instruc-
tional program. First reported are the
major research findings on three specific
instructional components:

1. Corrective feedback

2. Teaching to mastery

3. Continuous monitoring of student
performance.

Feedback and Correction Procedures
While the importance of monitoring

errors is clearly documented in the

much

in special education classrooms, found

" only one text that disctssed the impor-
“tant role of monitoring performance and
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Tristructional _'Ihferventio"ns' from

use of feedback in learning and perfor-
mance of LD students, Most instruc-
tional techniques treat it as an incidental
by-product of learning rather than a
primary instructional goal. Neglect of
the topic is ironic, given the problems
LD students encounter in discriminating
correct and incorrect responses
(Schumaker, Deshler, Alley, Warner,
Clark & Nolan, 1982), :

Given that correcting errors is a
crltlcal variable controlling learning and
performance, how should teachers res-
pond to students’ answers?

Gille and Fayne (1980) compared the
effect of practice only and practice with
informative feedback on sight word
recognition for “normal’ and LD
readers. Eleven LD students and 9 “nor-
mal” students, ages 9-13, reading 2-6
years below grade level, were exposed to

randomized blocks of 10 high frequency

words (Deleh) and 20 1nfrequer1t words.
Ten words per week were given for three

- consecutive weeks. In the Practice Only

Group, students received information
only about the accuracy of responses. In
the Practice Plus Feedback Group, all
students received information = about
their accuracy and “vocalization times.”
For example: the teacher responded:
"that was faster than Iast time,” or “that
was slower.”

The results showed that, as expected,
LD students had significantly slower
vocalization times than -their normal

“Normal " ‘Feaders

vocalization time under the Practice Plus

.Feedback than Practice Only treatment

condition, |

This study documented that “reaction
time can be reduced by supplying infor-
mative feedback to students, relative to
a pre-established criterion, and can serve
as a powerful reinforcer to enhance per-
formance” (Gille & Fayne, 1980).

In a series of studies on students’
language skills and reading comprehen-
sion, Bryan et al. {1983) developed an
intervention strategy that focused
students’ attention on the meanings of

-words in sentences. The results showed

that only students who could read at 2.0
grade level or above could use the
strategy.

In a follow-up study with; (1) LD
students, (2) low-achieving, non-
handicapped students, and (3) normal
third, fourth, and fifth grade students,
Bryan et al. (1983) found that students,
who could read at:or higher than 2.0
grade level], benefitted most from in-
struction that included correction pro-
cedures that focused on relations within
sentences and specific word meanings.

Teaching to Mastery

Mastery learning (Bloom, 1968) pro-
poses that the majority of students can
master the same material if two condi-
tions are met: {1} each student must be
given sufficient time to master each
learning “step in the instructional se-
querce, and (2) each student must be
given appropriate help and feedback in
order to correct and rework the learning
steps until each is mastered. The goal is

to -fix achievement at some constant

mastery level {e.g., 80 or 90%) and
manipulate instruction {i.e., amount of
repetition, feedback or correction) until
mastery is achieved {Bryant, 1980a), Ac-
cording to Block (1971), the steps in
mastery learning include: :

1. Specification of instructional ob-

jectives,

2, Well-defined tasks, ‘

3. Mastery of specific steps in the

skills hierarchy,

4, Criterion-referenced evaluation,

and

5. Provision for repeated instruction.

Since the goal is to reach a specific
level of mastery, item 5 above, giving
repeated practice, is a crucial factor,
particularly for slow learners (Bryant,
1980b),

Bryant, Fayne & Gettinger (1980) ap-
plied the mastery learning model to sight
word instruction for 36 elementary
learning disabled students from "special
education classes. Thirty sight words
were presented in a 9-day instructional
sequence that controlled unit size, focus
(setting expectations, providing
demonstrations, and prompts} and
teaching to mastery, The results on an
individually-administered criterion-

. referenced test showed that 84% of the

LD students reached 80% accuracy.

Fleischmer, Garnett & Preddy (1982) .
presented 126 LD students, ages 8-13,
basic math fact instruction using instruc-

‘tional principles from_‘dxrect instruction

and mastery learning: in: therr interven-
tion. Their results s (1)

systematic direct instritction that mdud-
ed cumulativé and"distributed. practice

was effective; and (2)* “teaching to
mastery facilitated retention of facts.

Continuous Monitcring of Student
Performance

Rosenshine (1983) has poirited out
that “frequent assessments of whether all
the students understand the content or
skill being taught or the steps in a pro-
cess” constitutes one important element
in monitoring student performance and
checking for understanding. Ysseldyke,
Thurlow, Graden, Wesson, Algozzine & -
Deno (1983} found in their observational
studies of teachers’ decision-making pro-
cesses that data collected at least three
times per week facilitates making deci-
sions about student progress. Decisions
based on data rather than judgment
alone is associated with increased stu-
dent performance.

Intervention Models
Three research institutes designed in-
tervention models in basic academics in-
corporating features of systematic in-

struction : (1} "LD efficient instruction”
(Columbia); (2) “Learning Strategies
Curriculum” (Kansas); and (3)

“Academic Strategies” (Virginia),

LD Efficient Instruction:
Characteristics of the Instructional
Materials and Research

In developing a strategy to teach basic
reading and spelling skills to LD
students, the Columbia researchers
develped LD efficient lessons. Lessons
incorporated five major principles

1 .providing focus, (setting expecta-
tions, using prompts and pro-
v1d1ng models), :



2 .giving sufficient practice so that a’

level of mastery is reached (e.g..
minimum set at 80%),

3 .allowing time for distributed prac-

_ tice and review,

4 providing discrimination training,
and _

5 .training for appropriate transfer.

A study by Bryant et al. (1980) in-
vestigated the effects of LD efficient
lessons on acquisition of regular and ir-
regular words with 36 elementary’ LD
students from special education classes
in New York public schools. A data-
based mode]l of remedial phonics in-
struction was used by special education
teachers who taught nine 30-minute
lessons. Using a criterion-referenced pre-
and posttest, the reults showed that the
students learned 75% of the words
taught. .

In a series of follow-up studies on
phonics, sight words, and spelling in-
struction, Bryant et al. (1983) incor-
porated revisions of the LD efficient
materials which were characterized by
six instructional features;

1. Limiting unit size,

2. Providing academic focus and ex-
pectations (teacher-directed
lessons),

3. Reducing “response competition”
'by dropping out mastered items,
: Teaching to mastery (defined as
“éliciting the correct response on 2-3

consecutive trials),

S

5. Providing distributed practice and -

.review, and

6. Discrimination : training. for-

_generalization and transfer. .. .

' The results of these studies, which had

a duration of three weeks, suggested ef-
ficacy for short-termn gains; however, no

long-term studies have been conducted. -

Learning Strategies:
Methodology and Research

‘Based on data describing LD
adolescents’ academic performance and
the setting demands of secondary
schools, researchers at Kansas
developed an intervention model “to
teach students how to learn rather than
to teach students specific context.”
(Schumaker, Deshler, Alley & Warner,
1983).

The nine-step teaching model con-
sisted of:

1. Make the student aware of his/her .

current learning habits,
2. Describe the new learning strategy,
3. Model the strategy,
4. Have the student verbally rehearse
the strategy,

5, Have the student practice the

strategy in controlled materials,

‘6, Give feedback, ‘

7. Have the student practice the
strategy in grade-level materials,

" 8. Give feedback, and

9, Test. :

. A series of single-subject, experimen-
tal studies using this model to teach a
variety of academic and social skills,
with a variety of LD students and in a

variety of settings was conducted, The .
results on criterion measures of student’s -

performance on classroom assignments,

students’ grades, regular class teachers’

and students’ satisfaction measures, and
students’ performance on school district
composition competency evaluations
supported the hypothesis that LD

students can be taugth specific strategies
that they can apply to various materials,
even in their regular classrooms.
{Deshler, Schumaker, Alley, Warner &

“Clark, 1982}.

Academic Strategies Training:

‘Methodology and Research

The Virginia Institute

educational interventions for reading
and math based on Direct Instruction
design and teaching practices. Table 1
shows an attack strategy for the task
class of basic multiplication facts (from
Callinan, Lloyd & Epstein, 1981).

of Recent

developed -

Table 1

Englert (1983) evaluated and con-
trasted groups of teacher trainees found
to be differentially effective in improv-

ing student performance, on specific -

direct instruction variables. Seventeen
teacher trainees were evaluated &n four
general measures of teacher behaviors:
(1) content coverage, {2) student ac-
curacy and success levels, {3) teacher
feedback, and (4) maintenance of high
task involvement. The results showed
that more effective trainees differed
significantly from less effective trainees
on 4 out of 5 measures of content
coverage and in feedback strategies,

Attack Strategies for Multiplication

Attack Strategy: Count by one numher the number of times indicated hy the other numher.
Steps in Attack Strategy: Example:
1. Bead the problem. . ) 2x5=
2. Paint ta a number that you know how to count by. student points to 2
3. Muke the number of marks indicated hy the other number. Ix5=
4. Begin counting hy the number you know how to count hy and count up i

once for each mark, touching each mark. : “2,4..."
5. Stop counting when you've touched the last mark. "...5,8 107
6. Write the last number vou said in the answer space. 2 x5 =_10

i

Teachihg practices (Hallahan, et al.,
1983) include the following steps:

1. “The teacher should demonstrate

~ the use of the strategy using multi-
ple examples of its appropriate and

- inappropriate application.

*~ 2. Students:should: practice - its -use -

tions ‘in  which practice is
.- monitored.
" -3, Teachers should provide reinforce-

ment for accuracy and corrective

feedback.
4, Teachers should fade monitoring
" as students reach skill mastery.”

These procedures were used to teach

LD students academic skills in three

_areas: (1) sounding-out words, (2) long
division problem solving, and (3} simple.

multiplication problems.
The results on academic strategies

training showed that LD students can be

taught strategies for a variety of
academic tasks; strategies can be taught
in short-term periods; and LD students
who had mastered the strategies on
specific tasks demonstrated greater
facility in acquiring tasks of the same
class {Cullinan et al., 1981}). Further
research is needed to systematically ex-
plore what variables (i.e., student grade
level, verbalization of steps in the in-
structional sequence, etc.) are more
closely related to improving student per-
formance.

Teaching Behaviors

To determine the specific teacher

" behaviors that lead to academic gains,

Leinhardt et al. (1981} studied reading
instruction and its effects for 105 LD
students in self-contained classrooms at
the primary -level., Their descriptive
results showed that three teacher
behaviors were significantly related to
reading gains: (1) focus on academics,
(2) teacher instruction {(model, explana-
tion-and feedback), and (3) provision of

. reinforcement.

‘under-closely ~monitored - condi-

with the more effective trainees being
less likely to tell answers following in-
correct pupil responses.

Trainees were evaluated also on
specific direct instruction practices, The
results identified 3 significant variables:
(1)- greater -occurrence . of lesson.objec-

Ctives; (2} conceptexamples,‘and (3)error
- drill;

In -other- 'words, teachers who
stated the objectives of the lesson, pro-
vided many examples and nonexamples
of a concept, and provided ample prac-
tice were found more effective. This

“study is one of few observational studies

to study teacher effectiveness variables
with special education students and
documents several teaching behaviors
consistent with the teacher effectiveness
literature in regular educatien
classrooms.

Although these two studies suggest

" correlational rather than causal relation-

ships, they do provide several implica-
tions for practice.

Conclusions and Implications

By comparing the results of the In-
stitutes’ studies to those of the two in-
structional dimensions studies, areas of
agreement are beginning to emerge
apout effective instructional and
teaching practices for mildly handi-
capped students. Caution is needed in
applying these findings since they have
dealt primarily: (1) with cognitive learn-
ing of basic skills, (2) with learning
disabled students, and (3) in controlled
special education settings. However,
they are consistent with a wide range of
findings on effective teaching (Stevens &
Rosenshine, 1981). These studies show
that: ‘

1. Rather than assessing and developing
_interventions based on underlying
“process dysfunctions,” the study of
learning deficits and developing in-
terventions to teach explicit strategies
for learning specific tasks is produc-
tive. .

esearc

2. Systematic instruction, which incor-
porated features of direct teaching
{corrective feedback, mastery learn-
ing, reinforcement, distributed prac-
tice, and review) was consistently ef-
fective with LD students.

" 3, Specific teaching behaviors which

focused students’ attention on
academics; used demonstrations,
feedback and reinforcement; and pro-
vided examples of concepts and am-
ple practice were associated with
academic gains for mildly handi-
capped students.

While teachers can be effective in im-
proving student performance, they can’t
do it alone. Stallings (1981) suggests that
schools should provide on-going oppor-
tunities for teachers to receive feedback
on their progress. Further, every instruc-
tional program should be evafuated for
effectiveness by directly observing
teachers’ behaviors before, during and
after interventions, and by measuring
students’ academic gains. Ad-
ministrators, supervisors, and teachers
must band together to improve educa-
tion for the mildly handicapped.

In short, each of us, in regular educa-
tion and special education, must con-
tinue to promote the understanding that
the aim of special education is not to put
a burden on the educational system, but
rather to make the tasks of educating all
students easier and learning more
achievable, '
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time-base

“smoothness” “or:

Julie A. Williams and Richard Albin .~
e . curacy,-but takes 10 minites to'bus each
'IV.T'.;"Maintenan'té of learned performance tablt? will h.kehg ex};:.eriﬁnce onIy:aversLxlre
hias long been a concern to6 teachers of -contingencies for his/her accurate table

severely handicapped - students. This

‘paper focuses on one variable that may

affect mainténance: fluency of perfor-
mance. Several recent authors have
hypothesized - that skills performed
fluently are likely to maintain longer
than nonfluent behaviors (Baer, 1981;
White & Haring, 1980}. Direct Instruc-
tion literature has long advocated the

“firming” of academic skills such as

reading and arithmetic (Engelmann_ &
Bruner, ‘1968; Engelmann & Carnine,

-1970). These skills typically are con-
sidered-firm when the student can per-

form them quickly and accurately. It
becomies more difficult to discuss fluen-
cy, however, when teaching the types of
skills found on the IEP’s of severely han-
dicapped high school students {i.e., ride
a bus, ‘do laundry, eat in-a fast-food

~1,_'é_s'_taurant);‘T0' date, there have been

few attempts to document empirically

- "fluency-buildirig” as ‘a strategy for

facilitating maintenance. While fluency

isvonly “loosely defined (in both the.

Direct Instruction-and general Special
Education literature), its relevance ap-
pears significant. The purpose of the
present paper is to define'the importance
of “Hiency”™ for maintaining ‘adaptive
behavior - with- ‘severely “handicapped
students; SEC

In def:nmg “fluency, most . authors
combine accuracy of responding with a

as rate, la r duration of réspond-

ing. The stability of ;gpagaiﬁg;n&: the.
hythm”of perfor- .
moving : ‘sequentially -

rhance - (ie
through'a:chain of responses ‘without
perseverating on one step or backtrack-
ing to -earlier:steps) may also define
fluent performance. For example, Baer
(1981) defines fluency as “any or all of
the following: high rate of performance,
high accuracy -of performance, fast
(short} latency given the opportunity to
perform, and strong response” (p. 17).
In' reference to reading, Carnine and
Silbert (1979} say, “Fluency is reading
smoothly, quickly, and with expression”
(p. 33). As advocates of fluency building
argue, it is important that students not

only perform a skill accurately, but also

that they do so at an appropriate rate
and/or with a degree of smoothness or
rhythm.

Fluency, as- defined above, may

facilitate maintenance in several ways.
First, fluent behavior may be more likely
to produce natural reinforcers. Baer
(1981} emphasizes that behaviors need
to be sufficiently learned, (i.e., fluent) to
contact natural communities of rein-
forcers, He notes that stiidents, paid
with tokens to read, initially stop
reading when the tokens are stopped.
However, when the students gained
reading fluency, reinforcement was no
longer necessary to maintain the
reading. In fact, fluent readers were will-
ing to pay tokens for the opportunity to
read (Baer, 1981). A response that is not
fluent (performed at a rate, duration or

latency significantly ‘below the norm)

may produce little, if any, reinforcement
from the natural environment. For ex-

ample, a,handi_capped worker who can’
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easuire of performance such

bus tables in a restaurant with 100% ac-

bussing behavior,
A second relationship between flien-

‘cy and maintenance involves the oppor-
“tunity for responding. Students who

perform behaviors both accurately and
at a high rate are much more likely to ex-
perience the opportunity to perform

‘than are students who are accurate, but

very slow. Caregivers may prefer to do
the behavior themselves as opposed to
waiting for the accurate, but nonfluent,
performer” to respond (Billingley &
Liberty, 1982). For example, a parent
may choose to do the student’s banking
for him/her, because it takes the student
too long to do it independently. The end

result is that opportunities for nonfluent-

behaviors are no longer given. The
likelihood of any behavior maintaining
in the absence of opportunities for per-
formance is low.

Finaliy, fluent behaviors may demand
a lowered response cost from the student
and therefore be more likely to main-
tain. This assumes that a fluent behavior
is more easily produced (i.e., take less
effort) than a nonﬂugnt behavior.

~Behaviors associated with higher
-response.costs (nonfluent behaviors) are .

more likely to. extinguish following
replacement by more fluent competing
behaviors -with -lower -response costs

- (Horner, Bellamy: & Colvin, 1983). For.
~:example, ‘a - child. who -has_ recently
.“learned to-tie his or her shoes ;'but is not
fuent. (e ‘8., it"takes. 10 ‘mindtes ito tie ",

“her'mother to tie shoes because thereisa -
' greater resporise cost-asscciated with in=
-dependent - shoe-tying - than .in- -asking:
‘someone else to-do-it..Only :wheri the

cost ‘of  engaging in the new behavior

becomes equal to or less than that of
+ other competing responses (i.e., equally
fluent or more), will the new behavior

maintain,

The major implication of the
preceding discussionn is that teachers
need to teach students both accuracy

~ and fluency in performing target skills.

This dual training criterion is especially

. relevant for severely handicapped

learners who are acquiring self-help and
community living behaviors.

Several procedures for'bﬁi]ding fluen-

- ¢y have been suggested in the special-
_education literature. For example, ad-
. ding additiorial practice time to training

(labeled drill and practice by White &

.Haring, 1980) is one traditional method

for increasing fluency of performance,
Repetition alone may generate increas-
ingly fluent performance; however,

there is increasing evidence that ex--
~ cessive repetition may result in a “bored
. and frustrated” student who begins per-

forming less competently. The pro-
cedures used to make a response fluent
should not be assumed to be the same as
the procedures used to teach the

-response initially. ]
Other fluency building strategies in-

volve the developing of instructions for
students to “Go fast,” providing rapid
presentation of task instructions, and us-
ing intermittent reinforcement schedules

{Luria, 1946; Koegel, Dunlap & Dyer,
_1980; Carnine, 1976; Schroeder, 1972).
‘Providing reinforcement contingent on

.. accurécy plus a SpECiﬁEd rate of perfor- . Carnine, D.W. (1976}, Effects of bwo teaicher-pre'-

~mance has also been effective at increas-

ing response fluency. Ayllon, Garber
and Pisor (1976) for example, gradualiy
reduced the time limits given to mildly
handicapped students for correctly com-
pleted math assignments and observed a
substantial increase in the rate of perfor-
mance. Bellamy, Inman, and Yeates
(1978) used a similar procedure to in-
crease the rate and stability with which
severely retarded adults assembied
power cables,

Questions such as “How does one
know when a student is fluent” or “What
is the criterion for fluency” are as yet
unresolved. Williams, Brown, and Certo
(1975) argue that students must be
trained until they are performing at a

" rate equivalent to normal, same-age

peers if ‘they are to contact the natyral
reinforcers in the environment, It may,
however, be unrealistic to expect some
severely handicapped people to perform
at normative rates in some skill areas
due to cognitive or motor impairments.

Others suggest training students to per-

form at a percentage of these standards,
although no rules for determining a
specific percentage have been proposed.
Engelmann and Carnine (1970) suggest
using a measure of the student's own
performance on a generic task to deter-

- mine-an appropriate fluency criteria. For

example, in math a student might be
timed on writing the numbers from one

“to ten. This time-can be used as a stan-
dard, with the fluency criterion for-addi-.
- tion'skills defined as.67% of the time it
.“took-:to :complete the  standard - task.
themn), may revert back to ackine hix o - While' this-approach' takes into account
them), may ;rever_tj-‘back=;tq :aisk;ng_;'hls O each: 5tu'dent-'5?mo£or skills: _it:*Hb’éS: A6
ensure that the rate will be sufficient for -
“reinforcement in the natural “environ--
‘ment. It-may be, however, that ‘the type:
of criterion used in DISTAR: Arithmietic .
. is sufficient to maintain- performance

due to a decrease in response cost, even

‘though the natural environment may
not provide reinforcement. Speed is not .

always the variable in the natural en-
vironment that determines if a reinforcer

‘will be delivered. For example, very
. rapid eating or speaking may index &

fluency, but they are not often differen-
tially reinforced in the natural environ-
ment. Clearly researchers need to

develop functional criteria for determin- :

ing fluency in terms of smoothness and
stability, as well as rate.

There are many issues related to fluen-
cy that researchers need to investigate,
Until these issues of definition and

measurement have been clarified by the

research community, teachers of severe-
ly handicapped students should
recognize that if a response is to main-

tain over time it should be trained to an §

appropriate fluency criterion as well as

-an acceptable accuracy criterion.
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Robert E. O’'Neill and Glen Dunlap’
University of California, Santa Barbara

The past twenty years has brought a
proliferation of intensive research and a
delineation of educational principles and
procedures applicable to autistic in-
dividuals (Koegel, Rincover, & Egel,
1982). Paralleling the progress in
educating children with autism have
been major developments in instruc-
tional approaches geared to broader-
based populations. In particular, Direct

Instruction has evolved into a powerful,-

systematic model with applications to
children with autism, as well as to those
with other kinds and degrees of educa-
tional problems and needs (Becker,
1977, Becker & Carnine, 1980, 1981;
Engelmann, 1977; Engelmann & Colvin,
1983). _

The purpose of this paper is to il-
lustrate the generality of technigues by
relating some of them to recent
developments in instructional research
with autistic children. In recent years,
we and our colleagues at UCSB and
other centers have worked to improve
educational interventions for children
with autism. Increasingly, we are find-
ing that, despite the unusual
characteristics of autism, the underlying
variables of effective instruction are sur-
_prisingly similar to those that influence

. the learning of other children. In order

to demonstrate this affinity, we will

~previous writings in the DI literature.

- "These ‘areas are stimulus corntrol, task

. variation, and instructional pacing.

Stimulus Control :
A prominent feature of DI theory and
procedures is the emphasis on bringing

briefly ‘distuss: three : areas’ of 'recent*
_research which can-bedirectly related to -

responding under the control of specific, '
relevant stimuli {Becker, Engelmann, &

Thomas, 1971; Becker & Carnine, 1980;
Horner, Bellamy, & Colvin, 1983).
Research has shown that this is a par-
ticularly important aspect of teaching
autistic children. For example, studies
have shown that autistic children often
learn to respond under inappropriate
stimulus conditions. As a result, they
often Tail to perform the response when
they are expected to do so in slightly dif-
ferent contexts.

Rincover & Koegel (1975) investigated
such stimulus control problems in a
study with ten autistic children. The
children were taught (in a treatment
room) to respond to simple verbal com-
mands such as, “Touch your nose.” The
children’s performance of these rep-

‘For more information abaut autism and the
education of severely handicapped students,
readers are encouraged to contact Dr. Glen
Dunlap at the UCSB Autism Research Center,
University of California, Santa Barbafa, CA,
93106. Since October of 1982, the UCSB Autism

Research Center has been part of the joint Univer-

sity of Oregon-University of California, Santa
Barbara, Extending Competent Performance In-
stitute (see ADI News, 1983, vol, 2, #3). This In-
stitute is actively involved in extending DI pro-
cedures to the education of severely handicapped
students. For more information about the institute,
individuals may contact Dr. Dunlap or Dr., Robert
Horner, College of Education, University of
Oregon, Eugene, Oregon, 97403. ’

sonses was then assessed in a novel set-
ting. The children who failed to respond
in the extra-therapy settings underwent
a stimulus control assessment. The
results demonstrated that these children
were responding to idiosyncratic and ir-
relevant stimuli from the training en-
vironment, such as the furniture, or in-
appropriate and inadvertent cues from
the teacher. When these irrelevant
stimuli were introduced into the extra-
therapy setting, the children performed
the responses. Such selective responding
by autistic children has been labelled
stimulus overselectivity (see Dunlap,
Koegel, & Burke, 1981, and Lovaas,
Koegel, & Schreibman, 1978 for
reviews).,

Difficulty in establishing appropriate
stimulus control can have obvious
negative implications for the education
and learning of autistic children.
However, research conducted over the
last decade has provided techniques for
helping to remediate or circumvent the
overselectivity problem. These tech-
niques include within-stimulus promp-
ting procedures based on distinctive
features (Schreibman, 1975; Rincover,
1978}, and- specific orienting cues
(Koegel, Dunlap, Richman, & Dryer,
1981). The work in this area illustrates
the attention that must be given to
stimulus control aspects of instruction
with autistic children, and it suggests
that the theory and methodology of

_jDirect""Instructio_n"'can‘¢0ntribute to the
solution. of this problem. - .

~ Task Variation

The composition of instructional ses-

 sions in terms of the variety and type of
tasks presented has been addressed by-

researchers in the areas of both Direct
Instruction and autism. For example,
Engelmann & Colvin (1983} recom-
mended presenting familiar, well-
learned tasks along with new, difficult
tasks when the latter are initially
presented in order to facilitate com-
pliance and appropriate responding.
The use of previously-learned or
maintenance tasks has been investigated

with autistic and other severely han--

dicapped students. For example,
Gaylord-Ross {1982) demonstrated that
the presentation of easy or errorless
learning tasks resulted in very low levels
of aberrant behavior {(self-injury, etc.)
for severely retarded children, while dif-
ficult tasks were associated with much
higher levels of such behavior.

Two additional studies have in-
vestigated the effects of these procedures
with autistic children. Dunlap & Koegel
(1980) compared a constant task condi-
tion, in which a single task was
presented throughout a session, to a
varied task condition, in which the same
task was interspersed with a variety of
other tasks. The varied-task sessions
produced improved and stable levels of
correct responding as compared to
constant-task sessions. Also, naive
observers judged the children to be more
interested, happier, and better behaved
during varied task sessions.

Dunlap (1984} examined the infiuence
of task variation on response acquisi-
tion. In this experiment, constant-task

sessions involving new or acquisition

tasks were compared with two types of
varied-task sessions. In one type, ac-
quisition tasks were interspersed among
several other acquisition tasks; in the
other type of varied-task sessions, ac-

quisition tasks were interspersed among -

previously-learned maintenance tasks.
The ‘“varied-with-maintenance tasks”
condition produced significantly more
efficient learning, with no differences
between the other two cenditions. In ad-
dition, children’s affect was rated more
positive during the varied maintenance
conditions. These results empirically
demonstrate the recommendation made
by Engelmann (1977) and Engelmann &
Colvin (1983)—that maintenance tasks
should be presented during instructional
sessions in which new acquisition tasks
are being taught.

Instructional Pacing

Rate of instructional presentation has

also been studied. Direct Instruction em-
phasizes rapid pacing during task
presentation to facilitate attention and
appropriate responding (Becker, 1977;

Becker & Carnine, 1981; Engelmann &

Colvin, 1983). Carnine (1976} compared
fast and slow rates {1 second intertrial
interval versus 5 second intertrial inter-
val) of task presentation with two low-
achieving. children. Fast-paced instruc-
tion resulted in decreased off-task
behavior and increased response ac-
curacy and-participation- = -

with autistic children, Koegel, Durlap,
& Dyer (1980) compared rapid pacing
(very brief intertrial intervals—ITI's}

with slow pacing (relatively long ITI's) .

during instructional sessions with low-
functioning autistic children. Short ITI's
produced higher levels of correct respon-
ding and improving trends in.acquisition
than long intervals.

A further study (Dunlap, Dyer, &
Koegel, 1983) investigated the influence
of ITI duration on self-stimulatory
behavior. Effects on correct responding
and self-stimulatory behavior were
assessed. Short ITI's produced higher
levels of correct responding and lower

levels of autistic self-stimulatory
behavior. Other types of self-
stimulatory behavior were not.

systematically related to either ITI dura-
tion or correct responding. These studies
support the use of a fast-paced instruc-
tional format to promote the responsivi-
ty and appropriate'behavior of severely
handicapped autistic children.

The three areas discussed above may
be viewed as illustrations of the general
applicability of effective instructional
methods to training autistic children, In
particular; they point out a substantial
overlap across Direct Instruction techni-
ques ‘and procedures developed for
severely handicapped, autistic children,
This similarity of teaching methods sug-

' gests that principles underlying effective

instruction may be more influential in
the pracess of learning than the special
characteristics of any particular student

_ population. :

more and more
the education of

As
knowledge

we acquire
about

children with autism, we find that their
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qualitiative learning characteristics are
not as dissimilar from other children as
was once supposed. While their patterns
of responding may seem unusual and
relatively difficult to influence, the
educational practices which have been
proven effective are based on principles
which are common to all instruction. In-
creasingly, we are learning that -the
tenets of empirically-documented in-
structional approaches, such as Direct
Instruction, apply to students of all
levels, regardless of handicap.
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the ADI News will present articles perti-
nent to microcomputer technology and
Direct Instruction. Future issues will
 feature articles written by experts in the
field from the United States and abroad.
If you are currently using microcom-
puters and would like to share your ex-
perience or viewpoint relative to Direct

Instruction,. please forward your
manuscript to Sam Miller ¢/o the ADI
News. -

We are pleased. to welcome Sam
Miller to the ADI News staff as a con-
tributing editor-in the area of microcom-
.puters and Direct Instruction. Sam has

Samuel K. Miller

There is a critical need for DI ad-
vocates to become involved with the use
of microcomputers. The need is par-
ticulary acute in the area of software
development and teacher training. These
two areas are frequently cited by com-
puting experts as being deficient;
however, there is o common agreement
about- how -to -improve the situation,.
Three:articles have-appeared in the ADI
Neivs that use DI approaches to the use
of .computers in_education (“Direct In-
struction: On: 'Line,” Dixon & Siegel,
1982, :"'Using DI _to: Teach Computer
‘Programming” Reétarded  Iiistitu-
tionalized

Maggs, 1983;

1984).: This article' presents an overview
of ‘the, téacher”training dilemma. The
next issué of the' ADI News will present
an article that describes a design for
training teachers to use microcomputers
that is consistent with the DI philosophy

of instruction. .

The Need for Traininé

Educators are - sometimes criticized
because they react to events rather than
anticipate and plan for them. This com-
plaint is valid in regard to the use of
microcomputers in education. For years,
experts warned that courses must be
created to prepare teachers for the com-
ing technological revolution. Now that
the revolution has arrived and the race
to implement microcomputer
technology is underway, many teacher-
training institutions and school districts
are still trying to find the starting line.
Meanwhile the general public has
already entered the race; students learn
about microcomputers via exposure to
video games and home computers, and
the majority of educational software
products are directed at the home
market,

Teachers who complain that using one
computer with 30 students is like feeding
30 people with a single fork give the im-
pression that more equipment will solve
the problem. Concern about equipment
is legitimate; however, without
systematic, continuous training,
- educators will probably under-utilize or
misuse whatever equipment they have.

A recent article in the Wall Street
" Journal pointed_to‘,the extent of the
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Samuel K. Miller; Contributing Editor
Editor's Note: Beginning with this issue,

(_:]_ol_gs:ceht_s','-f-";_"'Bgrrjr'm:éﬁi_'j._& >
: :1983, and “Evaluation ‘of Com- .
puter’ Software,”: Vachon & Carnine, -

been an_élementﬁry and middle school

tedcher for the ‘past teri years. He cur-

-rently’ -teaches -at- Kennedy Middle. |
“School in Eugene, Oregon, and is a

Ph.D. candidate in Curriculum & In-
struction at the University of Oregon.

Sam is co-author. of the Cursive Writing [

Program (with Siegfried Engelmann),

‘co-author of Getting Started with Logo

(with Ron Thorkildsen), and author of
Selecting and Implementing Microcom-
puter Software. - Sam is a long-time DI
trainer with extensive experience in
training teachers how to use microcom-
puters in the classroom. We are pleased

to be able to offer his expertise to readers
of the ADI News.

icrocomputers & Teachers Education

~ problem, showing for example, that

even with a $2.1 million investment

in hardware, Broward County,

Florida, schools were under-utilizing

their 900 Apple II computers because

" of a lack of instructors and iristruc-

tion Hme for teachers, as well as the

failure to allocate money for ap-

- propriate software. (Emmett, 1983, p.
97} ' :

“Where will teachers be trained to use

microcomputers?” “Who will train

them?” ‘and “What ‘will-the training in-

“¢lude?”—are -major questions. There is

‘No agreement among experts in the field

United States. ©

“'Sources of Teacher Training

+"~Teachers are receiving microcomputer

" training from a multitude of sources.

These sources include local computer

- stores, computer books-and periodicals,

professional organizations, and con-
ferences. School districts have formed
cadres of trainers, offered evening
classes, and allowed teachers to take

~computers home- from school during

vacation, .

- A number of teacher training institu-
tions are beginning to-offer courses and
degrees that focus on the educational
uses of microcomputers. Mandates by
state agencies have accelerated the
availability of courses to certify teachers
in computer science and provided inser-
vice training for teachers in other
disciplines. Some states, such as Utah,
require all in<oming K-12 teachers and
administrators to be certified in com-
puter literacy. .

In most cases, some training is certain-
ly preferable to no training. However,
there is a tendancy to offer training to
teachers in a sporadic way. Training
teachers to use microcomputers is fre-
quently predicated on the “inoculation”

_approach to instruction; teachers are

given a quick dose of information,
hands-on - experience, and encourage-
ment, only to discover that.continued
support is non-existent, In the mean-
time, new developments in the field con-
‘tinue to occur, and many teachers adopt
the attitude that they can never learn
what they need to know. _

'_.‘The content of téacher training . pro-

-grams. for. conventional "education, as
.well as:microcomputer education; varies

“a5'to how these problems should be soly-- .- Palanced perspective,

~ed;’ butefforts ‘to- provide training to ..
~teachers are occurring. throughouit the’
... ... " topus that is being -pulled in eight dif
- ferent . directions. Parents, - students,
" business
- teachers are all pulling educators into

e

B across the U.S, The result of this

variance is that teachers do not Kave a
:common training background. ‘Within
any given school, teachers will disagree
about what methods and materials
should be used with learners. Educators
tend to affiliate themselves professional-

{ ly with a particular approach to learn-

ing, exhibit a limited repertoire of
teaching strategies, and give lip service
to the need to be eclectic,

- There has been an explosion of ideas
about what teachers and their students
need to know about microcomputers.
Lumped under the heading of “computer
literacy,” teacher training objectives are

diverse—as diverse as the classroom

teaching experience of computers-in-
education instructors. There are now
countless educators who, for one reason
or another, find themselves in the posi-
tion of teaching with and about com-
puters. To what extent are these new
“experts” knowledgeable about com-
puters.and education?

It is important to remember that the
widespread use of computers-in-
education is so recent that approaches
for training educators in how to imple-
ment this new discipline are just emerg-
ing. A strategy recommended for all
educators is to obtain training in com-
puter education that will contribute to
_the development of a balanced perspec-
tive, Information about computer

. operation, programming, equipment,
and information about instructional
considerations are necessary to attain a

:Ek’ter_ﬁa_l- Factors

Public education is similar to-an oc

interests, the public, and
.. microcomputer education. The direction
that educators take frequently depends
on who “pulls” at them the hardest.

It has become commonplace for dif-
ferent groups to anguish over the quality
of American education. The early 1980's
have spawned dozens of reports contain-
ing recommendations for improving
public education. The National Com-
mission on Excellence in Education
report, “A Nation at Risk,” released in
1983 (and reprinted in ADI News), drew
much attention to public education. This
report and others contain recommenda-
tions for improving teacher education
and incorporating microcomputer
technology into American schools.
Underlying many of these reports is a
national perception that the United
States is losing its position as a leader in
technology. The result of these concerns
and recommendations from various
reports will be a new direction in the
1980's for public education. Increased
funding for teacher training, research,
and materials development in
microcomputer technology will be made

.available to public education.” These
developments, along with new
technological advances, will solve some
existing concerns about educational soft-
ware and create new issues to replace
them,

Conclusion

" The microcomputer_has presented the

Ppublic, publishers, and educators-with- L.

many challenges. The development and
purchase of educational software, the
microcomputer’s “fuel,” must overcome
limitations left over from the era of
printed instructional materials. Learning
to “pilot” or use the microcomputer for
instructional purposes is a new and
developing area. Educators need to
clarify the meaning of computer literacy
as it applies to training teachers how to
use the microcomputer. If these ac-
complishments occur, then the
microcomputer revolution has the
potential to be a force of positive change
in education. ‘
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If you are attending any
conventions that would
likely attract persons
interested in DI we will
provide you with copies of
this newsletter for
, distribution.
‘Write Wes Becker at AD] .
indicating how many copies
' you will need:

Savings for
New Members

- Normal membership covers the
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31. To encourage new members to
join during this period of growth, all
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August, 1984)
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pay publication costs incurred by the
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Fuil page: $200

Half-page: $125

Quarter-page: $75




~ Corrective Reading

(Continued from Page 1)

These remarkable findings are consis-
‘tent with a number of other studies of
the original Corrective Reading Program

~and its successor Decoding B. The
failure of the students in regular English
“classes to make progress should be
noted. Mainstreaming obviously is not
‘the answer at the secondary level when
the students lack basic reading skills. In
her discussion, Campbell writes:

“One of the real concerns for secon-
dary schools is finding teachers with ex-
:perience to teach reading. Many of the
researchers (in her review of the
literature) agreed that this is why suc-
cessful reading programs for this age
group are so difficult to find. ‘Corrective
Reading,” with its scripted lessons and
exact rules, can be used by anyone will-

ing to spend some time learning the -

method. This researcher had 2 one-half
hour presentation and, with that and

practice gained in an afterncon extended |

day class, used the program so that
students had effective gains in reading.
The results of this program suggest that
secondary schools committed to raising
scores can successfully fit 'Corrective
Reading’ into an all school reading pro-
gram as long as the size of the small
groups stays below fifteen” (Campbell,
1983, p. 150). -
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Table 2

Standard Score Gains by Subtests {Woodcock)
(N =42E, 13 C)

Reading

Standard Score Significance
_ Gain/Loss or Difference
" Subtest Group {s.D. = 10) {T-Test}
Letter E 7.17 007
“Identification C -1.23
“Word E 3.26 - .098
“» Identification . C 46
“ Word E . 7.02 .0001 -
-7 Attack: C -1.31 :
Wod E 8.24 0001
-_i:-_’COmpr'eHension o o ' 1.54 ) T
-’Cémprehension . - C .31 :
. Total B 5:90 - ©.0001
C .54

| benefit from concept
| cedures like presenting minimally dif-

I ConiooptLadening

Students .

(Continued from Page 9)

acts), and knowledge systems
{Engelmann & Carnine; 1982). The pre-
sent research illustrates the intricate rela-
tionships between each of these areas.
While non-handicapped students
teaching pro-

ferent positive and negative examples
(Experiment 1) and asking strategy~ques-
tions (Experiment 2), LD students may
experience no benefit or even obstruc-

| tions when these procedures are used.

Further research is needed to determine
what other instructional design pro-
cedures developed with non-
handicapped students are not functional
for LD students and, more importantly,
how instruction can compensate for at-
tention and cognitive deficits so that LD
students can learn to benefit from these
procedures, Of course, we may find that
additional instruction is not the solu-
tion, but rather, quite different instruc-
tional procedures are needed. Research
conducted on some other instructional
design procedures {Gersten et al., 1982)
and on instructional programs that in-
corporate these procedures (Lakery &
Maggs, 1982; Gersten, in press) suggest
that additional instruction may be the
answer, but only further research can
clearly resolve-the question.
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rating). Similar values for class-wide
peer tutoring were 4,3 and 4.7, teacher
and students, respectively.

Teachers whose students used home
tutoring reported they would use home
tutoring in the next year (3.8) and
parents thought the home program
should also be offered in the next year
{4.7). Parents did not report extreme dif-
ficulty finding time to tutor at home
(3.5). Parents thought that their child

enjoyed tutoring (3.8) and they reported

that they intended to continue it on their
own (4.2).

Students liked peer tutoring (3.6),
however, not nearly as much as they
thought it improved their reading ability
(4.7). Their lowest rating was related to
having their tutors identify and correct
their mistakes (2.6}.

Current research activities at Juniper
Cardens are further expanding these
techniques by focusing upon: {a) long-
‘term achievement impact, (b) factors af-
fecting the fidelity of tutoring interven-
‘tions, f{¢) development of peer group
procedures for autistic students, and (d)
studies of tutoring effects on reading
.comprehension.

Tutoring procedures appear to be a

>

promising means of increasing students’
performance in school. We hope that
our current research will provide addi-
tional answers about maximizing the
success of this technique.
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]ﬁne 18-21: 3rd Annual San Diego Direct Instruction Institute
August 6-10: 10th Annual Eugene Direct Instruction Conference

All conference sessions are designed _tb increase the competence of Regular
and Special Education Teachers, Aides, Supervisors and Administrators
whose goal is to promote excellence in all areas of education.

* New sessions on Computers in Education
* Updated Training on Revised Direct Instruction Programs
* College Credit available for both conferences : ;: o . i
* 20% Discount for ADI Mentbers (40% for student Members) For more information write or call:
% Group Discounts available _' Bryan Wickman
. " Association for Direct Instruction
P.O. Box 10252
Eugene, OR 97440
(503) 485-1293

The Conference of Educational
Administrators Serving the Deaf

Join the ASSOCIATION

Those joining now receive membership through August 31, 1985

OPTIONS:

a. Student mémbership...$7!year {includes DI News and a 40% discount on ADI
sponsored conferences and 20% discount on publications).

b. Regular membership...$15/year (includes DI News and a 20% discount an all
ADI sponsored items and events).

The Convention of American

Annual Meeting Instructors of the Deaf

~}| “Agenda for the Future: Applications
i of Technology in Education and
Communication for the Deaf”
April 11-15, 1984
Los Angeles Hilton -
Los Angeles, California

CAID—West Regional Conference
June 24 & 25, 1984
Fremont, California

Contact: CAID
814 Thayer Avenue
Silver Spring, Maryland 20910
(301) 585-4363

c. Sustaining membership...$30 or morefyear (helps to insure our survival).

d. DI News subscription only...$5/year {outside of North America & Hawaii...
$10/year).

ADI aponsored products and events include books and other materials
published or marketed by the Association (DI Reading, DI Mathematics, Theory
of Instruction, the Annual Direct Instruction Training Conference, and on-site
training/consultation available from ADI staff or contractors).

The Direct Instruction News is published four times a year {Fall, Winter, Spring,
Summer), ' ' '

Contact: CEASD
814 Thayer Avenue
Silver Spring, Maryland 20910 |
(301) 585-4363 .

Theory of Instructio

By Siegfried Engelmann & Douglas Carnine

NON-MEMBERS $25 MEMBERS %20
: {ADD $1.50 FOR SHIPPING COSTS)

Dl Reading..DI Mathematics

| NON-MEMBERS 30 MEMBERS $24
' {ADD $1.50 FOR SHIFPINC COSTSFOR EACH BOOK)

To join the association, clip out this form and mail it in, with-your check in U.S:
funds anly.

ASSOCIATION FOR DIRECT INSTRUCTION

P.O. BOX 10252, Eugene, Oregon 97440

CHECK ONE ,
- 1 1WISH TO BECOME AN ASSOCIATION MEMBER. ENROLL ME AS A:

Ol A. STUDENT MEMBER (37 ANNUALLY) :

O] B. MEMBER ($15 ANNUALLY)

8 C. SUSTAINING MEMBER ($30 OR MORE INITIALLY) | S

01 2. 1 WISH TO'RECEVE THE NEWS ONLY. A CHECK FOR $5 (OR $10 OUTSIDE

NORTH AMERICA & HAWAII) IS ENCLOSED.

Send U.S. Funds To: Association for DirectInstruction
NAME: S

P.O. Box 10252
Eugene, Oregon 97440

MAILING ADDRESS:
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