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Editors note Theory of Instruction has been out of print for nearly one year. ADI is 1
contracting to publish it during the next four months. If you are interested in getting one |
or more copies, let ADI know of your interest and we will notify you when itis available. l

by Bob Dixon ;

In 1983, Marty Siegel and I reviewed Engelmann
and Carnine’s sometimes infamous “Orange (or red)
Book” Theory of Instruction for the ADI News (Spring,
1983). We concluded: “Theory of Instruction, inour most
thoughtful opinion, should become a classic in the
field of education.” A bit later, Jere Brophy said of
Theory of Instruction,” This is an ambitious, important
book” (Contemporary Psychology, 1984, 29(8), pp. 622-4;
reprinted in the Winter 1984-85 issue of the ADI News.)
In retrospect, | judge those evaluation as understate-
ments, a position I will elaborate on shortly.

The reaction to Theory of Instruction in the interven-
ing years has been interesting. Outside of the Direct
Instruction “circle of friends,” there has been minimal
detectable reaction. More intriguing, however, has
been the reaction among supporters of Direct Instruc-
tion. Atone ADlawards ceremony during the Eugene
DI conference, one award recipient was introduced as
“...someone who has actually read the orange [or red]
book!” Theimplication, which¥' vedetected elsewhere,
is that people own this book, but don’t read it—or at
least not all of it.

I hasten to add that if owners of the book don’t read
it, thatusually isn’t forlack of trying. A question!hear
frequently is, “How is it that Engelmann and Carnine
can write programs that are so comprehensible for
even very low children, but they can't write a book
that’s comprehensible for highly educated adults?”
Well, both Engelmann and Carnine have proven that
they can write quite clear books for adults. Consider
this possibility: Theory of Instruction is perfectly clear
for its intended audience, which raises the question,
“Who is the intended audience?”

In order to answer that question, I have to take a
deep breath as ! publicly express an opinion of Theory
of Instruction that could eventually prove me to be
somewhat insightful or a raving lunatic: Theory of In-
struction could easily be the most important educa-
tional book ever written, bar none. (Yes, l am aware of
Aristotle and Dewey and Piaget and Skinner, etc.} If

these are the musings of a lunatic, however, they are
not simply based upon unbridled fanaticism. My
argument, briefly, goes like this:

1. Afterall the chaff is blown away, instruction is at
the core of education.

2. Theory of Instruction is a theory, in the sense that
philosophers of science use the term “theory.”

3. Theory of Instruction is the only theory of instruc-
tion.

4. When a field of human endeavor has been in a
pre-science phase forever and its first theory appears,
written down, that written theory becomes the most
important document in that field to date.

If there is a terrible weakness in this argument, it is
in the premises: principally, is Theory of Instruction a
theory, and is it the only theory of instruction?

Obviously, I believe these premises to be true, but
here I can give only the scantiest of indication why.
First, Engelmann and Carnine’s theory evolved the
same way original natural science theorics have
evolved, through the scrupulous application of logical
analysis to existing empirical observation. The En-
gelmann and Carnine theory possesses the most eriti-
cal attributes of natural science theories: (1} it is
exhaustive, in that it covers everything from the most
basicmotorskillinstruction to the highest of the “higher
order” thinkingskills,and (2} it does so economically. (1t
another theory of instruction does emerge, it will be
compared with the Engelmann and Carnine theory
just on these points: exhaustiveness and economy,
usually referred to collectively and parsimorny.)

The most difficult aspect of the Engelmann and
Carnine theory tocommunicateisthat the entire theory
buildslogically fromjust twoinitial assumptions: that
learners perceive qualities, and that they generalize
upon the basis of samenesses of qualities. (This is not
unlike the way Euclidian geometry dervies logically
from a minimum of unproven and unprovable as-
sumptions about pointsand lines.) One implication of
this logical interdependence among the elements of
the Engelmann and Carnine theory is that in theory
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Theory of Instruction—continued

(used now in a different sense}, weall are in a position
to “reinvent” the theory from the ground up. If we
accept Engelmann and Carnine’s simple assumptions
and if we were to employ rigorous logic to any instruc-
tional problem, then the instruction we would derive
would fall within the constraints of the Engelmann
and Carnine theory. Wewouldn’t comeup with thesante
instruction, but rather, with instruction illustrative of
the same principles. Neither Engelmann nor Carnine
has ever claimed that there is only one way to do
anything.

Think about that. Engelmann and Carnine don't
lock at the book when they develop instruction; the
developed most of their instruction before they wrote
their book. They haven'tmemorized various sequences
from their own book, either. They simply (well, not so
simply, reaily) apply their own theory to new content,
and essentially recreate manifestations of their own
theory. Putanother way, one very good indication that
Engelmann and Carnine are operating within the
framework of a theoryis that theyareconstrained toadhere
to their own theory, One canonly religiously conformto
a theory that exists. lt strikes me as absolutely fantastic
that the published Direct Instruction programs—be-
foreor after the theory book—are consistent in terms of
how examples of given types are ordered and se-
quenced. (Some variations exist due directly to refine-
ments in the theory.) Absolutely no other published
programs of any type demonstrate such consistency,
atsuchalevelof detail. Absolutely no other published
programs have an underlying, consistent rationale for
the examples they use and the order they use them in.
None. Period. It's quite likely that few authors of
published educational materials have ever given the
slightest thought to the fact that when we change ex-
amples, we change the information that is communi-
cated to the learner. (Mostof the inconsistencies wedo
observe among the published Direct Instruction pro-
grams—different ways of numbering steps, wording
changes from program to program, etc.—are unre-
lated to the DirectInstruction theory. They arebasically
production matters that are primarily influenced by
experience.) _

This notion of logical consistency has a more prac-
tical and compelling imiplication: the Engelmannand
Carnine theory provides a basis for making predic-
tions that can be tested. In the absence of a theory,
experimentationisdrivenbyrandomhypothesesbased
upon “plausible ideas.” If such hypotheses prove tobe
false, little is gained, save the rejection of one of an
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infinite set of plausible (but wrong} ideas. If such
hypotheses prove to be true, very little is still gained:
there’s an idea that shows some promise, but where
doesit fit? How does it relate to other ideas that show
promise?. The current state-of-the-art in educational
experimentation is characterized by this kind of tink-
ering with plausibility.

If a hypothesis generated by a theory proves false,
on the other hand, not only is the hypothesis itself
questionable, but because of the logical
interconnectedness of the theory’s components, the
entire theory becomes questionable. But if a hypoth-
esis is generated by a theory proves true, then the
veracity of the entire theory is strengthened. Theory-
based research is worth the time and effort, plausible
idea-based theory isn’t. When Tinme magazine charged
that the longest running joke on most university cam-
puses is the Education Department, this black humor
tended to obfuscate the reason why so many non-
education academics might feel that way; namely that
conducting research in the absence of a theory might
be funny, were it not for the unconscionable waste of
money and human resources.

Any research on instruction can be interpreted in
terms of Engelmann and Carnine’s theory, regardless
of how far afield that research may be from concerns
and interests of “Direct Instruction People.” For ex-
ample, | recently read a cognitive study concerned
with teaching students to prove that the threeangles of
any triangle add up to 180 degrees. The instruction in
the experimental condition entailed endless activities
in which students dabbled in discovering various
properties of triangles, with the goal of the students
“constructing knowledge” of triangles for themselves.

My interpretation of the effectiveness of the instruc-
tion was that the broad range of examples used con-
tributed more to effect than all other factors combined.
In addition, the need for students to dabble—measure
overand overagainwasdue to the fact that they hadn’t
been taught to measure individual angles in the first
place. (If they had been, and if they could add, then
they would have “constructed” quite quickly and cf-
ficiently that the threeangles of any trianglealwaysadds
up to 180 degrees.) That study, in short, contributes to
the validation of the Direct Instruction Theory, in spite
of thefact thatdoing so wasno doubtabout the farthest
thing from the researcher’s mind.

Given my main premises—that Theory of Instruction
is a theory, and is the only theory of instruction in
existence—1 can speculate on the questions raised




above. Why is the orange (red) book hard to read? In
general, any written theory, in the presence of eitherno
competing theory or no similar theory, will be hard to
read. The reader will not possess a frame of reference
necessary for easy comprehension. That's one way of
characterizing the purpose of a theory: to create a new
frame of reference. Newtons Principia, Lavoisier's
Chemistry, and similar works were no one’s leisure
reading when they first appeared.

Engelmann and Carnine’s Theory of Instruction is as
clear as it can be for the intended audience: princi-
pally, Engelmann and Carnine. Imagine carrying
around in your head a theory that exhaustive, that
econpmical, on a subject that complex. My conjecture
is that a crucial stage in the development of a theory is
for the theory to be written down, first and foremost
for the benefit of the theorisk(s), and then only sec-
ondarily for any of the rest of us who might be inter-
ested.

Speaking for myself—someone loosely reputed to
have some understanding of Theory of Instruction—I
enjoy the misconception that any understanding I
haveisevidence of unusual intelli gence, but the fact is,
I had the frame of reference for reading the book
literally (almost) pounded into me before I ever read
the book, The people [ admire the most are those who
have kept reading and reading the book until the
proper frame of reference began to emerge for them, at
which time comprehension no doubt increased dra-
matically.

I've held this opinion of Theory of Instruction for some
time, but by and large, I've kept it to myself, probably
out of the fear that most would interpret it as lunacy.

But the unbridled lunacy of education in the 1930's
dissipates any fears I may have of that. Children—
even including low-performing children—are sup-
posed to rediscover and construct for themselves
mathematical iruths originally articulated by geniuses.
Start with story problems and the learning of compu-
tation will will take care of itself. Start with wonderful
storiesand reading (and spellingand writing) will take
care of themselves. Mix all subjects in a hodge-podge
ofactivity centered around a single theme and—some-
thing—will take care of itself. Lunacy. Who cares if
someone thinks I'm nuts?

When I wasa kid in school, learning about scientific
developments, such as the switch from Ptolemiac to
Copernican astronomy, I'd wonder how the belicvers
in geocentrism could have been so foolish to persist in
their belief. Now, in 1990, while education is in the
midst of being swept over by perhaps the greatest
wave of soft-headedness ever, [ finally understand.
Those predisposed to Direct Instruction find Theory of
Instruction challenging, but those whose frame of ref-
erence includes beliefs in a mysterious learner, spuri-
ous learning, and a limitless, mystifying plethora of
instructional gadgetry, cannot comprehend cven the
general notion of a theory of instruction. They are
neither stupid or poorly motivated, The are simply ..
.unprepared, not unlike the majority who, through the
ages, have by fortune been unprepared to recognizea
viable theory when it first appeared. ¢
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by Bonnie Grossen
B. F. Kelly*
Hoxani College, South Africa

Direct Instruction{DI), as developed by Engelmann-
Becker at the University of Oregon in America, may
have much to offer third-world education. Difficult
third-world problems include under-qualified teach-
ers in over-crowded classrooms and often a mother
tongue with little or no written tradition. Manuals
with scripted wording, such as DI provides, may be
particularly advantageous with less qualified teach-
ers, especially those who must teach in a non-native
language. Material-specific teacher training with
scripted DI teaching manualsmay requireless teacher-
training time than other general training programs
require to produce noticeable improvements in pupil
performance.

Research has demonstrated that the DI curriculum
evaluatedin the following report is effective in Ameri-
can settings. In the largest educational study ever
funded by the Uniled States Government, the Univer-
sity of Oregon DI curriculum was found to result in
higher achievement for disadvantaged children than
eight other widely acclaimed methods {Abt Associ-
ates, 1977). The DI curriculum (SRA, 1987, 1988, 1990}
emphasizes small-group face-to-face instruction by a
teacher using carefully sequenced, daily lessons in
reading, arithmetic, and language. To achieve efficient
teaching, the teacher needs only to concentrate on
effective presentation techniques using the scripted
program materials.

The purpose of the current study was to test the
effectiveness of this DI curriculum in the Black home-
land of Gazankulu in South Africa. The educational
problems in the homelands are comparable to those of
many third-world settings. In Gazankulu the mother
tongueof the pupilsand teachersis Tsonga, alanguage
with no written tradition. After the first four years of
instruction, the medium of instruction is mandated as
English. Of the students who reach the twelfth grade
and take the state examinations that are required for a
certificate of school completion, only 65% of the Black
students pass in South Africa (Kunstel, 1990). The
level of education is so poor that standards have been
lowered to reduce failure rates. According to Kunstel
(1990) students who pass the twelfth grade and come

*Bonnie Grossen and B.F. Kelly both received their Ph.D. degrees from the
University of Oregon and have been training black teachers at Hoxani
College in Gazankulu, South Africa.
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to teacher-training colleges barely speak and under-
stand English. Teachers who attain their teaching
diplomas are still poorly qualified by the standards of
most countries, and the majority of teachers in the
schools have not acquired even these teaching diplo-
mas.

The schools in Gazankulu are noted for their lack of
educational materials and resources and for their large
classsizes, ranging up to 120 pupils per teacher. Pupils
rarely have textbooks. They also often have no pencils,
papers, desks, or chairs. Classroom shortages resultin -
classes often being held under trees with chlldrcn
seated on stones or on the ground.

A significantaspect of the solution to the problem in
South Africa is to provide better funding. However,
simply increasing funding to solve educational prob-
lems has not been effective in producing improved
pupilachievement (Purkey & Smith, 1983). The school
variables and classroom instruction must change be-
fore education can become more effective (Heyneman
& Loxley, 1983). The need to improve efficiency and
control costs is a very pressing one in developing
countries (Tsang, 1988). Providing teachers with
scripted manuals and material-specific training in
managing oral instruction could potentially be very
cost-effective. 1f a teacher can'be made effective in a
deprived environment, she will be no less effective in
a better-equipped teaching environment.

The present research is part of a larger plan to
determine whether DI can be effective in the deprived
settings found in the third world. By evaluating the



implementation of the unmodified American curricu-
lum in one or two cases, we can assess its potential
effectiveness and determine possible modifications to
make it more suitable for the new population. Only
after finding the components for successin one or twao
cases, can we justify the expense and energy required
to implement the curriculum and begin to develop
systemns for replicating that success on a wider scale.
This paper presents the research on the effectiveness of
two Black teachers using the unmeodified DI manuals
from America in thelarge-groupsettings of Gazankulu,
thefirst phase of our overall plan. We began this phase
by implementing the DI curriculum for mathematics,
-English language, and English reading with the first
grade teacher in an experimental school. The follow-
ing year we implemented the DI curriculum with the
second grade teacher, while the first grade teacher
used the DI curriculum with a new group of pupils.
The following results were gathered while the first
group of DI pupils wasin the second grade. Thereport
of the method and the results of these studies is pre-
ceded by a description of the critical differences be-
tween DI and more traditional forms of instruction
used in Gazankulu.

Description of Critical Differences in Instruction

D1 differs from traditional methods used in Black
education in South Africa in several critical ways.
First, the Dl manualsscripteverything the teachers say
and do. Providing a script to guide the teacher's
phrasing and sequencing of instruction facilitates bet-
ter teaching by underqualified teachers who are not
completely proficient in English.

Second, the organization of the instruction is differ-
ent. The DImethod organizesthecontentintooverlap-
ping topics, thatcontinue across many days and weeks
and converge in more complex activities at various
points. Traditional Black education, especially as
prescribed in the official educational guidelines, or-
ganizes the content into weekly topics, where one
small area of content is studied, then dropped as the
class proceedson to the next topic. The provision of the
DI approach for continuous, cumulative review and
the integration of content into more complex activities
through the overlapping of topics was expected to
contribute significantly to overall learning.

Third, the group responses in Dl are qualitatively
different from the choral repetition often seen in Black
schools. A high percentage of the DI group-response
questions require discrimination rather than a mere
repetition of what the teacher just said. For example,
in teaching the prepositionon, the DI teacher will show
the pupils a pencil on the table, over the table, under the
table, and ask them “Is the pencil on the table?” After
the pupilshavelearned several prepositions, the teacher

might show a similar range of examples and ask the
pupils "Where is the pencil?" In the traditional class-
room, the pupils memorize through repetition songs
and poems with prepositions in them. The puipils
might act out the songs and poems, but no particular
focus would be given to the meaning of specific words
like on. (The teachers often translate the meaning of
the song or poem as a whole; however, many words,
such as prepositions, do not occur in Tsonga.)

Fourth, the criterion for performance on any spe-
cificactivity is much higher in DI. In DI pupils practice
a discrimination activity untit they perform it success-
fully before the teacher proceeds to the next instruc-
tional task. When errors occur within the whole group
response, the teacher makes the correction immedi-
ately, by repeating the question and then the whole
discrimination activity. For example, the pupils con-
tinue to tellif the pencil is on the table or not, until they
are consistently getting the answer correct as a whole
group before the teacher calls on individuals. The
teacher also repeats the discrimination aclivity peri-
odically until pupils get the answers correct the first
time the questicns are presented. In the traditional
classroom, an individual may make an error, and the
teacher may make the correction, butrarely is the pupil
asked to do thetaskagain correctly before new instruc-
tion continues. Itis even more unlikely that the whole
class would ever be asked to repeat a task after one
individual performed incorrectly, as would happenin
the DI method.

Study 1
Method

Subjects, This first evaluation took place after the
experimental pupils had completed one year of DI in
the first grade and were beginning the second gradc
with a new DI teacher. We compared their perform-
ance with the third grade pupils in the same school.
Besides having the same school and community envi-
ronment, both the experimental group and the contrel
group had had the same teacher in the first grade. The
only differences were that the experimental subjects
had that first-grade teacher after she began using the
DI manuals, while the control subjects had her before
she used DI and they also had the advantage of an
additional year of instruction from another non-DI
teacher. To gauge if the third grade control group was
representative of the educational level of pupiis‘in
other Black schools, a sample of third graders from
another school was included in the comparison as a
second control group.

Procedures. The DI teachers and the control teach-
ers were Black teachers who had been assigned to
teach the classes fromthe beginningof the year. The DI
teachers received on-site training in DI presentation
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techniques, which included seeing models and receiv-
ing feedback regarding their own class presentation.
Mostof the feedback centered on getting the teacher to
pace the questions quickly, to listen to a group re-
sponse for errors, to correct the errors when they
occurred, and to make corrections to the whole group
by having the group repeat the question-answer se-
quence provided by the D]l manuals. Teachers were
monitored on a weekly basis to be sure they were
implementing the method appropriately. During this
monitoring they were told of errors they were making
in the application of the method and told how to
change their teaching. The most difficult teaching
behavior to obtain was that of requiring the pupils to
repeat the learning task until no errors occurred in the
whole-group response. On the whole, the teachers
learned the presentation techniques quite easily.

The DI English language and English reading pro-
gramswere used by the teachersasthey were designed
to be used with disadvantaged American children.
The DI teacher began using the English language pro-
gram at the beginning of the first grade. However, she
taught Tsonga reading for the first half of the year, and
only began teaching English reading in the fifth month.
The DI arithmetic program was for the most part
translated by the teacher and presented to the children
in Tsonga. However, whenever the children had the
prerequisite English vocabulary (e.g, the numbers), or
when a term was used repeatedly {(e.g., "plus"), the
teacher and the pupils used English.

The traditional curriculum requires pupils to learn
arithmeticand Tsonga reading in the first grade. Only
in the second grade do they begin to learn to speak and
read English.

Measures. Three tests covering the mathematics,
English language, and English reading content that is
prescribed in the official syllabi for Black education for
second grade were administered to the three groups of
pupils. These syllabi {(from the Department of Educa-
tion and Training) guide the instruction of all of the
schoolsin Gazankulu. Pupils beginning second grade,
as the DI pupils were, would normally notbe expected
to already know the material prescribed for that level,
while the pupils beginning the third grade would be
expected to be proficientin the second-grade rmaterial.

Instructions for the test were given in Tsonga by
their teacher. The test itself was administered by a
native English speaker. The reading test {coefficient
alpha = .81)' asked pupils to identify the letter that

!Cronbach's coefficient alphais ameasure of theinternal consistency
reliability of the test. Alphas of at least .7 are desirable on tests used
in educational research.
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| in Third World Contexi—continued

made the sound spoken by the test administrator, and
to match five written wordswith pictures (desk, dog, tree,
fish, and hand). Individually pupils were asked toread
the words fat and with.

The English language test (coefficient alpha = .85}
asked pupils to indicate five body parts named by the
test administrator and to indicate the pictures that
matched aural sentences which required them to know
the wordsin, aver, on, in front of, full, empty, cup, and box.
Individually pupils were asked to narne the daysofthe
week, and to answer the questions, "What are you
doing?" "WhatamIdoing?" "What are we doing?" and
"What is the boy doing?"

The Mathematics test (coefficientalpha = .83) asked
pupils to write numbers representing groups of lines,
to work single-and double-digit addition and subtrac-
tion problems, as well as to fill in a missing addend.
They alsc had to write numbers from 1 to 10, identify

. the second treein a row of trees, and indicate a <, >, or

= relationship between two numbers. Individually
pupils were asked to count orally to 41.

Results

The DI second graders scored significantly higher
than the non-DI third graders in the same schoo! on all
three tests. They also scored significantly higher than
the third graders froma different school on the English
language and English reading tests, but not on the
mathematics test. There were no significant differ-
ences between the two third-grade groups on any test.
Figure 1 graphically illustrates these results as the
average percent correct. .

These results were obtained by evaluating the dif-
ferencesbetween the means for the three groups on the
three tests (displayed in Table 1) using a 3 x 3 analysis
of variance (ANOVA). The between-subjects factor
was the treatment group (DI second grade, non-DI
third grade in the same school, non-DI third grade ina
different school). The within-subjects factor was the
type of test (English language, reading, and math-
ematics). A significantinteraction was found, indicat-
ing that performance of the three groups varied signifi-
cantly as a function of the type of test. The effects for
each type of test were consequently evaluated in three
one-way ANOV As. Differences between groups were
significant on all three tests (language, F (2,88) = 96, p
< .00005?% reading, F(2,88) = 15, p < .00005; mathemat-

Zp is the probability that the differences could have oceurred by
chance. A p < .00005 means that the probability that this difference
cccurred by chance is less than 5 in 100,000, Probabilitics greater
than .05 are not considered significant. Probabilities less than .00%
are considered highly significant.



Table 1. Average number correct and standard deviations for the DI second grade group and the two non-DI
third grade groups on the English language, English reading, and mathematics tests.

Group Number Reading
of pupils Mean 5D
DI Second graders 37 17.0 3.3
Third graders same school 34 10.2 6.2
Third graders different school 20 13.2 6.5

Figure 1. Average percent correct for the DI second
graders, non-third graders in the same school (S5},
and non-DI third graders in a different school (DS)
on English language, English reading, and math-
ematics.
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ics, F(2,88)=5,p<.01). Bonferronit tests of the pairwise
differences between the means indicated that the DI
second graders scored significantly higher than the
non-DI third graders in the same school on all three
tests{language, #{88) =3.15,p < .001;reading, {(88) =5.43,
p < .001; mathematics, #{88) = 3.15, p <.01). The DI sec-
ond graders also scored significantly higher than the
third graders from a different school on the language
(+(88} =11.4, p < .001) and on the reading tests (£(88) =
264, p < .05).

The Dlinstructional materials and training resulted
insignificantly better teaching for the firstgrade teacher
in the experimental school, as seen by the better per-

formance of the second-graders whe had her as a DI
teacher when compared with a class of third-graders
who had her before she began using DI. There wasno
indication that her teaching skills were different from
those of other teachers in Gazankulu as indicated by
the similar performance of her former pupils in the
third grade and the sample of third graders from
another school.

During testing, the third-grade pupils (non-DI)
frequently responded to the oral English questions by
repeating what the tester said rather than answering
the tester's question. Allsubjects were given three tries
before it was concluded that they could notanswer the
question. The third-grade pupils typically could not
answer the questions at all, even after three trials.
Differences were less dramatic for reading. Pupil
proficiency in Tsonga reading could have affected
their scores for English reading. Some of the questions
on the reading test would be answered the same,
whether the pupils had learned to read in Tsonga or in
English. The pictures may havealso provided clues for
some pupils.

Pupils in all groups correctly derived the answers
for many of the mathematics problems. However, the
strategies they used to solve the mathematics prob-
lems differed between the DI pupils and the non-DI
pupils. Non-DI pupils solved double-digit addition
and subtraction problems by counting their fingers
and toes or by drawing lines. An excessive amount of
time wasrequired to countfingersand toes to numbers
approaching 100. DI pupils used the more efficient
strategy of working each column in the double-digit
problems. '

Study 2

We did a second study when the DI pupils were
finishing the second grade. This time we included a
comparison with instruction delivered by a well-
qualified teacher fluent in English to Tsonga-speaking
children in classrooms with smaller class sizes and
with more educational resources.

Method

Subjects. The same group of DI pupils who were
now finishing the second grade was compared with a
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class of Tsonga-speaking children in the second grade
of a multiracial school, and with a sample of children
from a second-grade class taught by a Black teacher
with no DI training or materials. The children in all
three groupslived in the same homeland with Tsonga
as their mother tongue. The children in the multiracial
school (MR) were taught by a teacher whose mother
tongue was English, who had been educated in the
white system of South Africa, and who had graduated
from an English-speaking University. The MR class
size was smaller; the 17 Tsonga-speaking children
learned alongside 2 Afrikaans/English-speaking chil-
dren. The teacher made use of commercial instruc-
tional programs, and .of the abundant educational
resources at her disposal in the new school located in
the homeland. The school had only been in existence
for one year, so all of the children in the second grade
had had the benefit of the multiracial environment for
one entire year. 7

The D1 pupils had been taught by now by two Black
teachers who, as most teachersin Gazankulu, had been
educated in the Black homeland system. The class size
of the DI group ranged from 45 to 55 during their two
years in school. Of 17 newcomers who entered the DI
class at the beginning of second grade, several were
demoted to the first grade after four months, because
they simply could not catch up. Eight newcomers
remained in the DI second grade and were included in
the data for this study. The only materials the DI
teachers used for the subjects of English and mathe-
matics were the DI manuals for English language,
English reading, and mathematics.

A sample of 12 subjects randomly selected from a
regular Black second-grade class served as a control
group. These children were taught in a class of 53
pupils by a Black teacher who had no Dl curriculumor
training. For English language and reading instruc-
tion this teacher used a manual and textbooks apply-
ing the "communicative approach" to English lan-
guage instruction.

Measures, Tests were developed to assess mathe-
matics and English language and reading skills. The
41-itemn mathematics test (coefficient alpha = .93) in-
cluded a timed addition facts subtest to be completed
in one minute, 2 single-digit addition problems, 2
single-digit subtraction problems, 2 single-digit miss-
ing addend problems, 2 three-number single-digit
addition problems, and 2 double-digit addition prob-
lems withno carrying. Italso required pupilsto divide
circlesinto pieces to represent simple fractions (2/3,4/
4,3/2),toindicatea<, >, or= relationshipbetween four
pairs of numbers less than 100, and to write and solve
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equations for four story problems in English, such as
"Bill had 6 toys; he lost 4 toys; how many toys does he
have now?" (The story problems were not translated
into Tsonga.) '

The verbal test had two parts, receptive and expres-
sive language. Instructions for the test were given in
the children's first language and practiced on several
examples until all children demonstrated that they
understood the directions. The 24-item receptive test
{coefficient alpha = .88) had two pictures, The first
picture showed three different cats, one sleeping on a
couch, one eating, and one playing with a ball. The
children heard statements describing one of the cat's
activities, appearance, or position, and were required
to write the letter of the described cat on the line. The
second picture showed various animals in abarmyard.
The children heard the name of an animal and num-
bered it as directed. Pupils also had to circle or cross
out to demonstrate discrimination of singulars and
plurals. The 10-item expressive test {coefficient alpha
= .72) required pupils to respond to a series of com-
mands, such as "hold your hand behind your head"
and answer questions about what they "aredoing" and
what they "were doing.”

Thereading comprehension test (coefficientalpha =
.82) required pupils to indicate that they understood a
statement they had read f(e.g., a little bug sat on a big
dog) by correctly answering questions about the state-
ment. Word recognition scores were also calculated
for oral reading,.

Results

The DI group of children scored much higher than
the children in the multiracial environment on the
mathematics test. However, the multiracial group
scored higher than the DI group on the receptive
English language test. There were no significant dif-
ferences in the performance of these two groups on the
expressive English language test and on the two read-
ing measures (comprehension and word recognition).
The control group scored significantly lower than both
groupson all 5 tests. Figure 2 graphically displays the
scores as the average percent correct. ‘

The differences in the performance of the three
groups on the mathematics and English language and
reading skills tests were evaluated usinga 3 x 5 re-
peated rneasures analysis of variance (ANOVA) car-
ried out on the means displayed in Table 2. The
interaction was significant. Consequently, the pairwise
differences on each test were analyzed using Bonfer-
roni { tests (df = 68). The mean of the DI group on the
mathematics test was significantly higher than the



Figure 2. Average percent correct for the DI pupils taught by
Black teachers, the MR pupils taught by an English-speaking
teacher, and Control pupils taught by aBlack teacher without
DI training or materials on tests of mathematics, English
receptive and expressive language, and Englishreading com-
prehension and word recognition.
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Table 2. Mean percent correct and standard deviations of the
Direct Instruction group of pupils (N = 42), the pupils in a
multiracial classroom (N = 17), and pupils in aregular Black
classroom (N = 12),

Direct Multiracial Confrol
Instruction
Mean SD Mean SD Mean SD

Mathematics B6 11 47 16 26 11

‘Receptive

language .73 16 93 5 49 21
Expressive

language 59 21 49 26 10 7
Reading

comprehension 42 19 47 23 7 11
Word

recognition 81 22 95 ] 45 28

mean of the MR group; ¢ = 10.9,p< .00005. The
MR group scored significantly higher than the
DI group only on the receptive English lan-
guage test; f = 4.63, p < .00005. On the other
tests there were no differences between the DI
and MR groups. The control group scored
lower than the DI group on all five tests {p <
.00005): mathematics, t = 14.6; receptive lan-
guage, { = 4.7; expressive language, t = 7.2;
reading comprehension, { = 5.5; word recog-
nition, { = 5.4.

Study 3
Method

Subjects. The mathematics and English
performance of the above DI and MR groups
along with the entire class of 53 children in the
control group was compared with two addi-
tional groups of second-grade children. The
additional two groups were as follows:

The privileged group was a class of English-
speaking second graders with an English-
speaking teacher in an urban school in South
Africa. The children came from advantaged
families, attended a school with abundant re-
sources and small class sizes, and had a well-
trained teacher whose first language was the
same as the children she taught.

The further training group was a Gazankulu

- second-grade class with a Black teacher who

did not use the DI curriculum. However, she
had participated in an afternoon inservice
program for further teacher training over the
past two years. The training occurred during
three afternoons a week and included instruc-
tion in all of the curriculum areas, including
mathematics and English. In that training she
had received some instruction on DI presenta-
tion skills and had seen some examples of
instruction, but had not been given any DI
manuals to use in her classroom.

Measures. For these additional compari-
sons only the receptive language subscale of
the verbal test from Study 2 wasadministered,
as well as the same mathematics test from
Study 2.

Results

The DI pupils taught by Black teachers
outperformed even the privileged group of
second-graders taught in the urban English
school on the mathematics test. In turn, the
privileged group scored significantly higher
than the children in the multiracial school,
where the Tsonga-speaking children learned
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Table 3. Means and standard deviations for the five
second gracde groups on the receptive test of English
and on the mathematics test.

i 1 hird World Context—continued

Figure 3. Average percent correct of the five groups
on the mathematics test and the test of receptive
English language skills.

Mathematics English
Verbal
Group N Mean SD Mean 5D
Dl 42 354 4.6 17.4 3.8
MR 17 19.2 6.6 22.2 1.1
Privileged 29 303 4.2 22.9 7
Further 48 133 51 120 44
training

Communicafive 53 12,9 4.4 12.8 4.3

mathematics from an English- speaking teacher. Fur-
thermore, these children in the multiracial school per-
formed better than the children in the two other
Gazankulu classrooms.

Onthereceptive Englishlanguage test, the DI group
did not score as high as the privileged or multiracial
groups, but did significantly outperform the other two
groups of children from Gazankulu classrooms. Fig-
ure 3 graphically displays these results as the average
percent correct for each group. The scores are pre-
sented in descending order with significant intervals
between the means indicated with asterisks. Table 3
summarizes the means and standard deviations used
in the statistical analysis of the performance of the five

groups.
Discussion

. It is possible for DI to significantly improve the

effectiveness of an average Black teacher with a poor

educationalbackground. Thefirststudy demonstrated
that one Black teacher's performance could be signifi-
cantly improved through the use of the DI curriculum,
The second study showed this success maintained as
the pupilsreceived instruction fromasecond Dlteacher.
The performance of the experimental DI pupils is
impressiveand well exceeds that of other pupils taught
by Black teachers in Gazankulu in the areas of mathe-
matics and English. Not only the test results attest to
this fact. The parents and teachers of the DI children
note that these children havemoresskills than their older
siblings. Visitors observing the class test their initial
disbelief by asking questions directly to pupils to
check if the pupils understand what they are doing,
and find that they do. The principals of neighbouring
schools are begging that their schools also become
project schools.
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The pupils taught by Gazankulu teachers using the
Dl curriculum also performed competitively withchil-
dren from other settings with more resources and
where pupils were from more advantaged back-
grounds. Their performance on the mathematics test
not only exceeded that of Tsonga-speaking childrenin
a tnultiracial school, but also significantly exceeded
that of privileged English-speaking children in an
urban school.

The expressive English language skills of the pupils
taught by Gazankulu DI teachers seemed equivalent
to those of other Tsonga-speaking children taught by
the English-speaking teacher in the multiracial setting.

Repetition is included in the Dl curriculum as a com-.

ponent of learning to express oneself in English. In the
multiracial classroom, the pupils are more often ex-
jpected to demonstrate understanding, and rarely are
given practice in simply repeating useful English ex-
pressions until they feel confident in using them.

The D1 pupils were not able to match the pupils in
the multiracial school on the test of receptive English
comprehension, although they did significantly ex-
ceed the performance of other Gazankulu children.
The Dl language curriculum was designed for Ameri-
can children whose mother tongue is English, but who
have language-based learning problems. For this rea-
son the programming in the language curriculum may
not be the most appropriate programming for
Gazankulu children. Many concepts taught in the
program seem to be overpracticed, while other vo-
cabulary words are not systematically taught. Also
several American usages are inappropriate, For ex-
ample, mad does not mean angry in the English lan-
guage community of South Africa. With appropriate
changes in the language programming we believe
better results might be achieved in English language
skills than those found in this study.

Implications

The encouraging implication of this study is that
replication of the DI success is much more feasible,
than is replication of the other alternatives. The wide
provision for multiracial classrooms, well-educated

teachers fluent in English, or abundant educational -

materials would require time, in addition to massive
structural changes in the society. Even in the light of
promising political reforms in South Africa, the time it
takes to raise the educational standards of the teachers
and to develop funding sources makes the likelihood
of immediate wide-spread educational impact remote.

Replication of the DI success is feasible, but an
efficient system forachieving replication of the success
must be developed. Some low-cost alternatives have
been tried. The DI manuals were reduced to abbrevi-
ated forms. In one four-day workshop 92 teachers
were introduced to the methodology, given the abbre-

viated manuals, and provided opportunities to prac-
tice the teaching formats (scripts for teaching a certain
type of skill such as naming objects, or adding). In
classroom follow-up, the teachers' success in using the
presentation techniques was randomly checked. Indi-
vidual feedback was given at the site and vidco tapes
were made of their teaching. In two follow-up sessions
the video tapes were used to give general correction
feedback to all trainees on the basis of the random field
observations. With this training method the teachers
seemed to master the presentation techniques rather
quickly.

The training time required to make Black teachers
competent in the DI presentation techniques scems
very minimal. However, the abbreviated manuals did
not seem to result in adequately sequenced lessons in
many cases. The teachers did not often generalize the
learning activities to other topics, but generally re-
mained centered on the topics for the types of formats
practiced in the training. It seems that either the
training will have to be more extensive and/or the
manuals will have to be more complete. With more
extensive manuals the above 4-day training program
with follow-up sessions would probably be sufficient
to have a significant and immediate educational im-
pact. . Testing the variables of teacher training to de-
velop an efficient system for replicating DI effective-
ness should be the focus of further studies.

The DI curriculum is not incompatible with multi-
racial environments, well-educated teachers, and
abundanteducational materials. The favorable results
attained by the DI pupils taught by teachcrs educated
in Gazankulu should not discourage funding of addi-
tional multiracial schools, of better educated teachers,
or of more educational materials in Gazankulu, All ol
these factors can only improve the quality of education
in Gazankulu and in the third-world. However, an
affordable system for rural areas of Africa, and one
that can effectively make immediate use of the person-
nel already available in those areas is Direct Instruc-

" tion. @
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Beginning to Read:

Thinking and Learning abouwt Print

Authored by Marilyn Jager Adams
MIT Press, 1988, 480 pages

A Summary
Prepared by Steven A. Stahl, Jean Osborn,
& Fran Lehr
Center for the Study of Reading The Reading
Research and Education Center
University of Illinois at Urbana-Champaign, 1990

Reviewed by Wes Becker

This is a complex assignment—the review of a
summary of a technical book on reading. The sum-
mary was written so that those in the field of education
who are on the firing line, might appreciate what
Marilyn Adams has to say from her extensive scholarly
efforts. This review is written so that those on the firing

line in education might want to purchase the Summary 7

or the book Beginning to Read: Thinking and Learning
about Print.

The Summary may be purchased for $5.00 from:
University of Illinois .
Summary
P.O. Box 2276—Station A
Champaign, Illinois 61825-2276

Beginning to Read: Thinking and Learning about
Printmay be purchased for $29.95 (plus $2.75 postage)
from:

The MIT Press
55 Hayward Street
Cambridge, MA (02142

In many ways, this book is an updated compliment
to Jeanne S. Chail’s Learning to Read: The Great De-
bate (1967, 1983).* In reviews of the research on teach-
ing reading, it has become very clear that approaches
to beginning reading which take a systematic phonics
approach, while not neglecting progressions to whole
word reading and comprehension skills, are most
effective.

While reasserting these findings, a main theme of
Adams’ book is “So why the dispute?” From her
review, it would appear that “Whole Language people”

* Articles by Jeanne $. Chall on reading can be found in the Spring, 1989
issue af AD] NEWS and in the Winter, 1990 issue.
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often see phonics as a necessary “support” skill and
that “Phonics people” do notignore the importance of
reading comprehension skills. The raging controversy
mustbe morea pointof emphasis thanone of exclusion
of the other view, Adams argues very effectively that
we are dealing with interdependent skills and we
should end the debate and get on with the effective
teaching of reading. .

Good program design mustrecognize how themany
skills that are important to the goal of reading compre-
hension (and related writing skills) fit together. It
begins with the phonological understanding of oral
language, whichis then tied toorthographiccharacters
of printed letters and words. This tying together is
accomplished by phonics instruction in mest cases.
Written words, whichare “heard” throughan inner or
spoken voice in the process of phonic decoding, are
given meaning through being tied to oral language
comprehension. Thus, phonic decoding is seen as a
very essential preskill to reading comprehension.(This
isnottodeny that there are many other components to
developing adult reading comprehension skills.) For
comprehension to comeinto full play in reading activi-
ties, it is very essential that decoding skills become so .
well-practiced that they becomeautormatic, meaning that
they can occur without attending to the decoding
process. Attention can then be fully devoted to com-
prehension activities.

Comprehension involves not only accessing word
meanings, but accessing the right meanings given the
context. Behaviorist would talk of this latter phenom-
ena as the learning of conditional discriminations. The
word look in the context of et has a meaning of “point-
ing eyes toward a certain object.” The word look in the
contextof up and in the context of sky has a meaning of
“pointing the eyes upward,” while look up in the con-
text of dictionary has a meaning of “findinga definition
or spelling in a dictionary.” Adams discusses context
skills in terms of a separate processing activity in the
brain. Context skills might better be considered addi-
tional discriminations to be learned.

It is with Adams' choice of language (or model) to
describe the reading process that I have the most
trouble with her account of reading. Adams presents
a model of reading in terms of the four processors
showninFigure 1. These four processorsareseen to be
integrated in learning reading comprehension. But




Figure 1. Modeling the Reading System:
Four Processors

Context
Processor
Meaning
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the teacher doesn’t deal with children’s “processors”
but with their responses to print. The teacher has to
deal with the discriminations children can make or
cannot make to speech sounds, to printed letters or
words, and to the environmental referents of words
(meanings), given the context. Her theory could be
objectified by stating the observable conditions under
which observable responses need to occur. Such a
statement would be more helpful to teachers.
Consider the context processor in Adams’ model.
“The context processor is in charge of constructing a
coherent on-going interpretation of the text. In par-
ticular, it is responsible for selecting word meanings
appropriate for the text. This is important not just for
blatantly ambiguous words (such as soccer ball versus
inaugural &all) but to a lesser extent for almost any
word. ... The context processor works by sending its
own stimulation to the meanings it expects. This extra
stimulation boosts the contextually appropriate di-
mensions of a word’s meaning, causing them to
dominate thereader’sinterpretation of the text” (Stahl,
Osborn, and Lehr, 1990, pp. 2627). 1t should be appar-
ent that the causes forappropriate discriminations have
been placed inside of a “little man” inside the head
who tells the reader what to do. Suppose the reader
fails to discriminate soccer ball from inaugural ball. This
account fails to tell the teacher that specific stimuli in
the text control the referent of ball differentially in each
case. There isreally noneed to put the causes inside of
the head, when the controlling stimuli are in the text.

Putting aside the author’s attempt to integrate the
research findings within the information-processing
model of cognitive psychology, her basic analysis of
the research and their implications for teaching are
sound and frankly support the decisions Siegfried
Engelmannmadeindesigning DISTAR Reading in 1967
and in his the subsequent work that led to the Mastery
Reading programs. "

I end this review by quoting the conclusions pre-
sented in the Summary by Stahl, Osborn, and Lehr (pp.
123-127). Theysuccinctly capture theessenceof Adams’
review important for teachers.

Predictors of Reading Acquisition

* Performanceon perceptual tests that do notinvolve
linguisticskills or facility with printdoes notappcar
to relate to reading success.

* Letter recognition skills are strong predictors of
reading success. It is not simply the accuracy with
which children can name letters that gives them an
advantage in learning toread, itis their basic famili-
arity with the letters—though this is typically re-
flected in the ease with which they can name them.

* Awareness that spoken language is composed of
phonemes is an extremely important predictor of
success in learning to read. ' '

e Children’s general awareness of the nature and
functions of printis a strongindex of their readiness
to learn to read.

Before Formal Instruction Begins

* The single most important activity for building the
knowledge and skills eventually required for read-
ing appears to be reading aloud to children regu-
larly and interactively.

e Children learn a great deal about both the nature
and function of print through thoughtful interac-
tions with adults.

* Language experience activities and the use of big
books are excellent means of establishing print
awareness (although they are less useful as primary
vehicles for reading instruction itself).

* Childrenrecognizea variety of environmental print
that they encounter day to day, but environmental
printdoes notseem to contribute to reading success
unless a child has first begun to learn about the
individual letters.

* Learning to recognize and discriminate the shapes
of lettersis a difficult process requiring supportand
encouragement. Ideally, letter knowledge should
be well established before childrenreach firstgrade.

¢ Among preschool childrenin the United States who
learn about letters at home, it is typically the namcs
of theletters that are learned first, often through the
alphabet song. Learning about their shapes comes
later, and their sounds, later still.
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e Tornaximize achievement,childrenshould begiven
texts that they can read orally with 90% to 95%
accuracy.

¢ Given that a text is at an appropriate level of diffi-
culty, it is preferable that children be encouraged
not to skip words that are difficult for them. Instead,
they should be encouraged to take the time to study
a word, and then reread the entire sentence or
phrase in which it appears.

* Repeated readings of text are found to produce
marked improvement in children’s word recogni-
tion, fluency, and comprehension.

e Encouraging children to learn to spell words cor-
rectly is important because spelling knowledge di-
rectly affects their reading ability. ¢

by Reland Good
Ruth Kaminski
Ilsa Schwarz

Catherine Doyle
University of Oregon

Although only a small number of children (2% to
5%) areidentified as handicapped at entry into public
school, by the age of 8 years, the percentage of children
identified as handicapped and receiving special edu-
cation services peaks at 11% or over 350,000 children
(Education, 1989). Not all children experiencing read-

ingdifficulty areidentified as requiring special educa-

tion, however, five million children currently receive
services through Chapter 1 Programs {Guttman &
Henderson, 1987). In addition, many children spend
an extra year in kindergarten or first grade through
retention, participationin transitional or pre-first grade,
or by slaying home an extra year until “read” for
school. Indeed, Haberman (1989) claims that “reading
readiness has become the standard for kindergarten
retention” (p. 285). Estimates of the incidence of reten-
tion vary dramaticaily from district to district, ranging
from 10% to as may as 60% of children (Shepard, &
Smith, 1988). And yet no children enter kindergarten
with identified reading problems. Clearly, the early
school years are a high-risk time for the development
of reading problems in children.
Need For the Primary Prevention
of Early Academic Probleins

The focus on remediation of existing reading diffi-
culties is problematic for a number of reasons: (a)

*Reprinted from The Oregon Conference Monograph, 1990, with permission
of the editors, ©1990, University of Oregon.

reading difficulties tend to persist over time; (b) read-
ing difficulties tend to become maore severe over time;
and (c) students must acquire reading skills at a faster
rate than their peers to “catch-up” or reduce the dis-
crepancy between their performance and that of their
peers.

Persistence of Reading Difficulties

Ingeneral, even poorreaders make progress as they
mature. However, there is little evidence to suggest
that they “outgrow” their reading disabilities com-
pletely or that they approximate the performance of
proficient readers (Rourke, 1978). The persistence of
reading problems was documented by Juel (1988} ina
study investigating the reading and writing develop-
ment of 54 children as they progressed from first
through fourth grade. The probability of remaining a
poorreaderattheend of fourthgrade givena child was
apoor readerat the end of first grade was .88; while the
probability of becoming a poor reader in fourth grade,
given at least average reading skillsin first grade, was
.12. These results suggest that “the poor first grade
reader almost invariably remains a poor reader by the
end of fourth grade” {p. 12). Similar findings regard-
ing the persistence of learning problems werc pre-
sented by Fletcher, Satz, and Morris {1984b) who found
little improvement in problem readers, between sec-
ond and fifth grade.

Increasing Severity of Reading Difficulties

Reading problems not only persist, they may actu-
ally increase in severity over time. Stanovich (1986},
describes an escalating chain of side effects wherein
children who have difficulty learning to read tend to
fall further and further behind their peers.
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identifying At-Risk Students—Continued

Poor readers, for example, quickly begin to be ex-
posed toless text and fewer opportunities tolearn. Juel
(1988) reports that by the end of first grade, good
readers in her study had seen an average of 18,681
words in running text in basal readers. In contrast,
poor readers had been exposed to 9,975, or about half
as many, words. This difference in exposure to print
between good and poor readers grew larger with each
grade. Further exacerbating the discrepancy are wide
differences in the amount of reading done out of
school. For example, in third and fourth grade, read-
ing after school became frequent for good readers, but
not for poor readers.

Catchup

By the time a poor reader is identified as needing
support services, a severe discrepancy already exists
between the child’s reading abilities and the reading
abilities of his/her peers. The child then must acquire
reading skills af a faster rate than peers if the discrep-
ancy between the child’s performance and that of his/
herpeersistobe reduced. The child, however, already
hasdisplayed aslowerrate of progress in order for the
discrepancy to develop in the first place and is not
experiencing success in the curriculum at a rate that
will allow optimal progress. Further compounding
the problem, as the discrepancy between the child’s
and peers’ performance iricreasesover time, the child’s
rate of progress must also increase. For example, to
“catch up” in a year at second grade, a hypothetical
poorreader’srate of progress, or slop, must be 200% of
peers while at fourth grade, to “catch up” ina year his
or her slope must be 300% of peers!

Primary Prevention of Early Academic Problems

Educational butcomes have been found to be more
favorable for children when learning problems are
identified early {Satz, & Fletcher, 1988). For example,
Strag (1972) found thatnearly 82% of students could be
brought up to normal classroom work when the diag-
nosis of “dyslexia” was made in the first two grades of
school. In conirasts, 46% of the “dyslexic” problems
:dentified in the third grade and only 10-15% of those
observed in fifth to seventh grades were remediated
successfully.

What is needed to stem the tide of increasing inci-
dence of reading difficulties among children is the
Primary Prevention of Early Academic Problems
(PPEAP). Students at risk for later reading problems
need to be identified and provided with effective ser-
vices and support beforereading difficulties reach the
“problem” level. If students at-risk for later learning
prablems can be provided with effective, non-intru-
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sive services and supportin regular educationsettings
before reading difficulties reach the problem level, a
much smaller change in the slope of pupil progress is
necessary. With early intervention shown (middle of
kindergarten), thediscrepancybetweena student with
reading problems and theaverage peer’s performance

" is not severe and they need only progress at a much

lower rate to maintain adequate progress.

Assessment ‘

For PPEAP to be feasible, there must bereliableand
valid assessment procedures {o identify thosestudents
who are “at-risk” for later reading problems. Cur-
rently, standardized, norm-referenced testsand teacher
ratingsare the procedures most oftenused for theearly
identificationof reading problems (Lindsay, & Wedell,
1982; Mercer, Algozzine, & Trifiletti, 1989), These
procedures are used as the basis for decisions regard-
ing classification, retention, and promotion of stu-
dents. According to Meisels 91989), the use of stan-
dardized, norm-referenced tests and teacher rating
scales for the classification of students gualifies them
as “high-stakes” tests. Unfortunately, research has not
supported the efficacy of these high-stakes identifica-
tion procedures (Adelman, 1982;Fletcher, &Satz, 1984a;
Keogh, & Daley 1983; Lindsay, et al,, 1982; Satz, et al.,
1988}

Standardized, Norm-Referenced Tests

Norm-referenced testof readiness, achievement and
intellectual functioning are similar in content and fo-
cusonlanguage skills, visual and auditory perception,
motor skill, perceptual-motor functioning, and letter
recognition (Lindsay & Wedell, 1982). The best tests
havemodest predictive validity, with correlation coef-
ficients between tests used as predictive measures and
outcome measures ranging from .30 to 60. Although
statistically significant, these results do not permit the
classification of individual children according to out-
come. ln fact, use of these tests for classification has
been found repeatedly to resultin many false positive
and false negative errors (Adelman, 1982; Satz &
Fletcher, 1988).

Teacher Rating Scales

The rationale for teacher rating scales is that a
teacher who works closely with a child over a long
period of time should be reliable and accurate evalua-
tor of risk. While teacher rating scales typically assess
a wide range of academic and behavioral indicators of
risk similar to those assessed by standardized test,
they are less time consuming thanstandardized, norn
roforenced tests (Glazzard, 1977). Teacher ratings




have been cited as being “as good as the best available
psychometric procedures” {(Adelman, 1982, p. 258)
and “the best predictors of subsequent success or
failure in school” (Algozzine, & Ysseldyke, 1986, p.
395). Unfortunately, little data exists to supportclaims
of the efficacy of teacher predictions (Fletcher & Satz,
1984; Satz & Fletcher, 1988). Ina review of four studies
comparing teacher-based and test-based predictions

.of risk, Satz and Fletcher (1988) found that although

the overall hit rate was almost identical between test
and teacher predictions {(approximately 75%), teachers
made fewer risk predictions and generally missed
more of true positive cases, These findings are similar
to those reported by Fletcher and Satz (1984) who
found that teacher predictionsresulted in missing 87%
of severely disabled readers.

- Slope of Pupil Progress as a Measure of Risk

A fundamental flaw in the use of both standardized,
norm-referenced tests and teacher ratings for the iden-
tification of children at-risk for academic difficulties is

their exclusive focus on level of student performance, -

rather than on the rate or slope of student progress.
Traditional test and rating scales measure how an
individualis performingatagiven point in time rather
than how anindividual is changing over time. Howell
(1986) provides a good description of the necessity of
assessing change rather than simply level of perfor-
mance:

Achievement is the product of learning, it is not learning
itself. Students’ achievement levels are determined by the
rate at which they learn material and the amount of available
learning opportunity or instructional time. When a student
is not achieving as expected, it is due to inadequate learning
rate or opportunity to learn, Therefore, most effective correc-
tiveinterventions are based on decisions about increasing the
learning rate and/or providing more opportunities to learn.

_ These decisions should not be based on static measures of
what astudent knows, but on dynamicmeasures of hows/he
responds during instruction. (p. 326)

In addition, standardized tests and teacher rating
scales are generally administered only once or twicea
year, providing an infrequent measure of student per-
formance. Such infrequent measures of performance
areinsensitive to environmental variables and empha-
size only summative (e.g., pre- and post-intervention)
strategies that, at best, identify ineffective programs
only when they have been completed and when it is
too late for modification (Deno, et al.,, 1982; Fuchs, &
Fuchs, 1986; Howell, 1986). According to Adelman
(1982) “It is clear that no currently available proce-
duresintended forlarge-scale use can claimto identify
a large number of problems without making many

false positive errors” (p. 257). Alternatives to “high-

stakes” testing clearly are needed.
One low-stakes alternative that has been suggested
by Meisels and other (e.g., Adelman, 1982; Lindsay &

Wedell, 1982; Mercer et al., 1988} is the monitoring of |
students’ progress over time. Rather than making
“high stakes” decisions based upon astudent’s perfor-
mance at one point in time, the monitoring of pupil
progress allows for sequential decision-making. As-
sessments of the rate of change over time can be used
to differentiate children who are making adequate’
progress in school from children who are not making
adequate progress. Individual instructional progranis
then can be designed to enhance the efficacy of instruc-
tion for those children who are not making adequate
progress. Interventions can be non-intrusive and non-
stigmatizing and the decision regarding whether to
intervene can be reexamined on a frequent basis. [fa
studentis making adequate progress, intervention can
be discontinued. With continued monitoring of
progress over tirne, the decision to intervene can also
be made at any point a student demonstrates a low
slope of progress. As such, “the concept of sequential
decisions is fundamental, permitting fallible data and
resulting decisions to be evaluated over time, and
modified as necessary, in an iterative fashion”
{(Macmann, Barnett, Lombard, Belton-Kocher, &
Sharpe, 1989).

The need for frequent and ongoing monitoring of
pupil progressis especially relevant when one consid-
ers the range of skill levels and abilities with which
childrenenter kindergartenand firstgrade. Mosthave
experienced extremely different learning environ-
ments. As described by Anderson, Hiebert, Scott, &
Wilkinson (1984):

Children enter a typical kindergarten class with very
different levels of knowledge about printed language, and
instructicn needs to be adapted for these difference.5 One or
two children, and semetimes more, may already be able to
read simplestories. Ahandfulmay betotally unfamiliar with
such basic concepts as a word, a sentence, and a letter, and
may nateven know that to read youhold a bookright side up
and turn the pages from front to back {p. 31), ' .

Based upon measures of level suchasstandardized,
norm-referenced tests of readiness, a prediction could
be made that one student is at risk for reading prob-
lems while another is not. It is more difficult to make
a prediction about some students whose performance
is close to the mean classroom performance; a predic-
tion could be made that they are not at risk.

Children can be expected to progress in the school
curriculum at differing rates, however. Even when
they testat the same starting level, some children learn
at a faster rate than others (Babad, & Budoff, 1974;
Campione, & Brown, 1987). For young children-in
particular, level of skills and rate of progress may be
unrelated. Thus,children who are at-risk for academic
failure may initially be indistinguishable from chil-
dren who are not at-risk.

Assume, for example, that Gabby is a child with a
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sufficient to meet the needs of PPEAP.

This pilot study examined the utility of slope esti-
mates based on three curriculum-based measures of
pre-reading skills (CBM-P) that permit frequent, re-
peated assessment. Subjects were 13 children between
4and 3 years of age who wereenrolled ina University-
based early intervention program for language de-
layed kindergarten children.

Measures

The first two CBM-F measures, letter naming flu-
ency and number naming fluency, are adaptations of
CBM readiness tasks described by Marston and
Magnusson (1988). These measures were selected
because of the finding that letter and number
indentification are highly related to later school
achievement (Simner, 1983). The third measure, pic-
ture naming fluency, measures expressive language
skills, which play a critical role in achieving school
success (Simner, 1983). Language deficits are a com-
mon characteristic of children who are later identified
by schools as handicapped (Schiefelbusch, & Bricker,
1981). Therefore, development of adequate language
skills is frequently a focus of early intervention pro-

‘grams for handicapped preschoolers (Scruggs,

Mastropieri, Forness, & Kavale, 1988). Because mea-
sures for progress monitoring need to be administered
frequently and repeatedly, measures were developed
to meet the following criteria (Deno, 1985):

1. Are easy to administer by teachers, parents, and
students.

2. Have many parallé] forms that are frequently
administrable to the same student.

3. Are time efficient.

4. Are inexpensive and easy to produce.

3. Are unobtrusive with respect to routine instruc-
tion. _

- 6. Are simple to teach to teachers, parents, and

children. _

7. Are linked to target/goal competencies in the
student’s local curriculum.

Letter Naming Fluency

Two sets of the alphabet (one upper and one lower
case) were randomized and printed in block form on
an 8.5" by 11" sheet of white paper. Following stan-
dardized procedures, the examiner showed the sheet
of letters to the student and directed the student to
name as many letters as he/she could within one
minute. The number of correctletter names per minute
was calculated for each letter naming task.

Number Naming Fluency

Asetofnumerals from 1to 20 were randomized and
printed in block form on an 8.5" by 11" sheet of white
paper. Followingstandardized procedures, theexam-

iner showed the sheet of numbers to the student and
directed the student to name as many numbcrs as hé/
she could within one minute. The number of correct
numbers per minute was calculated for each number
naming task.

Picture Naming Fluency

Pictures of words selected from the Harris-Jacobsen
word list were randomized and arranged in block
formonan8.5" by 11" sheet of white paper. Following
standardized procedures, the examiner showed the
sheet of pictures to the student and directed the stu-
dent to name as many pictures as he/she could within
one minute. The number of correctly named pictures
per minute was calculated for each picture naning

' task. '

Procedures

Allmeasures wereadministered to each subject two
times a week over a six-week period. The rate of pupil
progress was estimated by the slope of theleast-squares
regression line fit to the repeated measurements. Cri-
terion measures included the Metropolitan Readincss
Test (MRT), the Peabody Picture Vocabulary Test-
Revised (PPVT-R), and ttie Test of Nonverbal Intelli-
gence (TONI).

Results

The correlations among the CBM-P estimates of
slope and level are reported in Table 1. With few
exceptions, the estimates of level were significantly
correlated, as were the estimates of slope. However,
the slope estimates were not significantly correlated
with the level estimates. _ _

Theindependence of the slope and level estimates is
iltustrated in Figure 1 for the Picture Naming Fluency
task: Level is portrayed by the height of the line, and
the rate of pupil progress is portrayed by the slope of
the line. Children with a low level of skills displayed
both positive and negative slopes, as did children with
a high level of skills. S

Correlations with criterion measures are reported
inTable 2. The MRT was significantly correlated with
the Number Naming Fluency and Picture Naming
Fluency estimates of level, but not with any of the
estimates of slope.

Conclusions

Measures of the slope of pupil progress provided
information that was not provided by the measures of
level, including existing measures of risk {i.e., readi-
ness and intellectual functioning). Thus, obtainin gan
estimate of the slope of pupil progress may contribute
substantially to the evaluation of risk. In Figure 1, for
example, students B and C are initially performing at
the same level. However, student C is making ad-
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identifying At-Risk Students—cContinued

Table 1. Correlation Coeffecients Between Level and Slope of CBM-P Measures

CBM-P Measure Number Level Number Slope Letter Level  Letter Slope  Picture Level
Number Slope -0.00
(11
Letter Level 0.80™ -0.13 ,
(10 (10)
Letter Slope -0.22 0.52 -0.58
(10 (10} 10
Picture Level 0.93* -0.,34 0.74* -0.34
(11} (11 (10) (10}
Picture Slope -0.20 0.64* -0.51 0.95%* -0.14
(11 (11) (10) (10 (13)
*p< 05 *p<1

Figure 1. Skill Level and Slope of Pupil Progress

Table 2. Correlation Coefficients Between CBM-P

for Picture Naming Fluency Measures and Criterion Measures
10 CBM-P Criterion Measures
] Measure PPVT-R TONI MRT
2 -
g A ¢ Number Level -0.22 0.11 0.78*
S ) A (9) o (8)
E Number Slope -0.76" -0.43 046
E 9 % ()
LR
= Letter Level 0.23 0.46 0.66
'g . (8) (6 (7)
= B 5 ‘
=]
o ¢ P Letter Slope -0.46 -0.32 -0.07
) .. ®) () w
T 2 3 4 5 & L "
Weeks Picture Level (.55 0.27 (.88
(11) (7} (8
equate progress and is not at risk for academic prob-  p; e Slope 024 041 023
lems. In contrast, student B is not making adequate P (ih]) '(7) '(8 )

progress and is at risk for academic difficulty. In fact,
student A would appear not to be at risk based only on
initial skill level; however, the negative slope provides
reason for concern. These findings support the notion
that level of skills and slope of progress may be unre-
lated to each other for young children and that risk
may be defined best by the slope of student progress
rather than the level of student skills.

In addition, the CBM-P measures were sensitive to
the learning and growth that occurred during this six
week study. Repeated assessments of skill were ableto
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Note; PPVT-R=Peabody Picture Vocabulary Test-Revised. TONI =
Test of Nonverbal Intelligence. MRT = Metropollitan Readiness
Test.

*pc .05 *p<.0l

provide an estimate of the slope of pupil progmss over
the short period of time involved in this study. Proce-
dures that are sensitive to learning are critical to the

+ assessment of pupil progress.

Further research is indicated to determine if thc
CBM-P measures provide anaccurate identification of




children at risk for academic problems. in particular,
itisimportant to investigate whether the CBM-P mea-
sures are related to meaningful outcome measures,
whether they are sensitive to the effects of interven-
tions, and whether improvement on the CBM-P mea-
sures is associated with a reduction of risk. Successful
outcomes of this research will make a significant con-
tribution toward the primary prevention of early
academic problems. This will be accomplished by the
provision of valid “low stakes” assessment proce-
dures thatare characterized by monitoring the slope of
student progress and sequential decision-making. ¢
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The Effect of Direct Instruction on Reading and
Language Scores of an At-Risk Population |

by Laura Bernizler Maher ‘
Longview School District, Longview, Washington

St. Helens Elementary school has historically served
the lowest income area in Longview, Washington. All
of the recent types of at-risk students (fetal alcohol
syndrome, 1 parent families, teen Pparents, etc.) are
included in the student population of St. Helens. Serv-
ing an at-risk school population requires a unique
approach to learning at the elementary level. Test
scores reveal skill deficits in reading, language arts,
and math. Our students score lower than students at
the other six elementary schools in this area.

Over seventy percent of the student population
receives free or reduced lunches. St. Helens also
provides a breakfast program for the students. A
community liaison person monitors the attendance by
making home visits daily and assisting parents and
‘students with medical and public assistance concerns.

- The 5t. Helens Elementary school population of 330
students is constantly changing. Each month 20-30
students are either entering or leaving. In addition to
the transient factor, the school is beginning to receive
students who do not speak, read, or write English.

Seventy-six percent of all kindergarten students
receive special education instruction in language.
Thirty percent of the first grade and 20 percent of the
second grade also receive small group, special educa-
tion in language. They were labeled language handi-
" capped on the basis of standardized tests and state
standards. Many other students have language defi-
cits, but these deficits are not severe enough to qualify
them for special classes. These deficits in expressive
and receptive language skills impact the instruction in
regular classroomsby increasing the number of unique
needs to be considered when teaching.

Seventy-five percent of the studentsareina Chapter
Ireading program. This offers supplemental reading

instruction to the qualifying students based on per-

formance on standardized tests. .

St. Helens is also piloting a kindergarten-through-
fifth grade year-round school for the 1990-1991 school
year. Theintentis to increaseretentionand learning by
shortening the summer lapse time from three months
tosix weeks. One firstand one second grade class were
placed in the initial trial of this schedule this past
school year. Research strongly supports alternative
calendars for at-risk students. However, the benefits
from this approach will not show up in achievement
gains until the second grade and beyond.

Because of the need to provide the optimum in-
struction possible, 5t. Helens has also adopted a new
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curriculum for teaching beginning reading and lan-
guageskillsingradesK-2, the SRA Reading Masteryand
Language I programs. With support from Project Fol-
low Through and Dr. Phyllis Haddox, initial training
and a follow-up visit were provided to the kindergar-
ten through second grade teaching and paraprofes-
sional staff. ‘

Procedures

Approximately 60 kindergartners. 50 first graders
and 50 second graders, ages 5 to 9 years old, attended
5t. Helens Elementary School in the 89-90 school year.

These students were initially given individual
placement test from the Reading Mastery and DISTAR
Langauge I programs. They were then broken into
groups according to their performance on these tests
{blending, saying the-whole word from a blended
word, knowing isolated sounds, rate and accuracy
passages read aloud, and answering comprehension
questions based on that passage). ‘

Students placed in a wide range of levels. These
included Reading Mastery I, (Engelmann and Bruner,
1988), Reading Mastery Il (Engelamnnand Bruner, 1988),
Fast Cycle (a faster paced version of Reading Mastery 1 &
II with less drill and repetition), Reading Mastery II
(Engelmannand Hanner, 1988) and Reading Mastery IV
(Engelmann and Hanner, 1988). Not all the groups
placed in lesson 1. Adjustments were made once
teachers and students became familiar with the for-
mats.

Group size was kept to approximately eight stu-
dents with average group size at five students. First
and second grade students were grouped without
regard to their grade level. Kindergarten students
received only language classes through the Special
Education department until December. Then sixteen
students were placed in the Reading Muastery I series in
two groups for the remainder of the year.

Instruction of these groups was given by five teach-
ers, a reading specialist and four educational assis-
tants. Training for these instructors was provided ina
two day inservice just prior to the start of the school
year. Two teachers and the reading specialist (the
author) received training in Eugene, Oregon at the
Direct Instruction Conference.

Weekly team meetings took place to discuss meth-
ods and instructional techniques. These meetings also
allowed students to be regrouped and groups to be
reformed as student’s individual learning pace and
aptitudes for reading changed throughout the year.
Instructors were also videotaped while teaching their




groups in October and again in April. These tapes |

werereviewed by the Project Follow Through supervi-
sor. They were also used for the individual’s own
analysis of strengths, weakness, and progress in at—
taining Direct Instruction techniques.

- Bimonthly data was kept to monitor the desired
goal of teachlng one lesson per instructional day. On
the average, each group was taught 160 lessons over
the 180-instructional-d ay calendar. Signs were posted
on classroom doors during the 90 minute read:ng
penocl stating “Do not disturb, _reading lessons in
progress.” Interruptions such as special programs,
visitors, specialists services (P.E., Library and music),
holiday observations or projects were scheduled out-
side of this sacred” reading time.

Tests Given'

‘Three tests, the Metropolitan Achievement Test, 6th
Edition (MATS), the Gates-MacGinitie Reading Tests,
Second Edition (Gates), and the Wide Range Achieve-
ment Test, New and Revised 1984 Edition (WRAT-R)
were each given thCE during the school year. The
MAT6 was selected because it is used statewide asa
measurement tool. The Gates is used by the Chapter1
reading program for screening and qualifying stu-
dents. (Chapter I uses the MATS scores for pre- and
post-test measurements of programeffectiveness.) The
WRAT-R was selected to allow the students to be in

with one 111d1v1dua1 test-takmg sethng, as'the MATG

- and Gates are given in large groups. The MAT6 was
- given in October, 1989 and again:in April, 1990.: The

Gates was given in September 1989 and repeated in
February, 1990. The WRAT-R wasgiven inNovember,
1989 and the retest was glven in June, 1990

Results : e _

Itis instructive to look at the performance of these
students compared to the past performance of similar
students. In the springof1989, 5t. Helens second grade
students had mean NCEs* of 41 in Reading and 33 in
Language These can be compared with scores in the
spring of 1990 of 59 in Reading and a 48.7 in Language
for a net difference of 18 in Reading and :15.7 in Lan-
guage. This is certainly impressive for at-risk kids. A
similar comparison of resullts for a prior class was not
available for the first graders. However, Table 1 gives
the fali-to-spring gains for the first graders.. The gains
on MAT6 Reading and Gates Reading were posilive
but not significant.

. For second graders, Table 2 shows significant gains
in NCEs for MAT6 Reading and Gates Reading. The
gains on MAT6 Language and WRAT—Reading arc
positive, but not statistically significant.” This is to'be

- expected if the competencies being tested are near

mastery after the first year.

*NCEs are standard scores with a met;m of 50 and a slandard deviation of 27,

Table 1. Fu‘st Graders Normal Curve Equlvalent Scores {NCEs)

MAT Lang MAT Lang

Gates  Gates

Oct Apr Sept  Féb
NCE - NCE NCE NCE
3242 63.81 35 0
15.00 20.98 17. 18
1-84 - 6.7-93.3 0-64 7-85 -
7.87 signif at 1.33 not -
the .0001 - signif.
Table 2. Second Graders Normal Curve Equivalent Scores (NCEs)
MAT Lang MAT Lang Gates  Gates
Oct Apr Sept  Feb
NCE NCE NCE . NCE
43.54 48.72 46 53
19.88 18.37 17 14
7-86 17-87 7-70  27-99
1.24 not signif 210" signif. at
the .01
level
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Longview DI Program—continued

Discussion

At-risk students at 5t. Helens Elementary School
taught with the SRA Reading Mastery and Language
programs significantly improved their performancein
these areas. Implementation of these programs
throughout the school, up to grade five s in place for
the 1990-91 school year.

Training for staff K-5 will be provided in Eugene at
the Annual Eugene Direct Instruction Conference.
Some staff will also be attending the Puget Sound
Direct Instruction Conference in Seattle in August.
Additionalinservices onbasic teaching formatsand on
the Language program will also be provided during the
year,
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Mountain View Elementary School

Phoenix, Arizona—

A Case for Restructuring

Al Shanker, President of the American Federation
of Teachers, recently described restructuring as a ma-
jor change in the way schools educate students.” The
movement to restructure has arisen, in part, because
the United States mustalteritscurrentdirection to stay
economically and intellectually competitive in the
world. Compared to other industrial nations, our
academnic record is dismal, and simple explanations
such as cultural diversity do not suffice. According to
Shanker, even the most advantaged students in this
country aren’t learning what they should.” Schools
need to change in a way that is not unlike an entirely
new mode of production for business.

While many agendas have come to be associated
with school restructuring over the last few years, im-
proved working conditions for teachers, incentive sys-
terns, and local decision making seem to be the endur-
ing themes. They speak to the enhancement of teach-
ing as a profession. Yet the movement’s beginnings
were different, emphasizing school reform as the ve-

*On Restructuring Schools: A Conversationwith Al Shanker, Educational
Leadership, April, 1950,
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hicle for a radically improved learning environment.
Reconceptualizing schools to better fit the diverse
needs of students was one of its original tenets. This
form of restructuring has been taking place at Moun-
tain View Elementary School in Phoenix, Arlzona for
the last four years.

In 1986, Dr. Joel Davidson becamne principal of this
large elementary school. Davidson had a strong back- -
ground in special education and a sense of the particu-
larneedsofdisadvantaged kids. Thisbackground was
critical, as Mountain View consistently ranks highest
for educational risk factors in Phoenix’s Washington
School District. In fact, almost 75 percent of the stu-
dentscome fromlow income families (86 percentof the
students receive free or reduced lunch), and half of the
students who enter Mountain View every year score at
or below the 45th percentile on the Iowa Test of Basic
Skills {ITBS). Student turnover has, and continues to
remain, at discourégingly high levels; almost 40 per-
cent of Mountain View's 800 students come and go
every school year.




B o

Like ‘many schools in the Southwest, Mountain
View has a high number of second language students.
Comprising one quarter of the school, many of them
are Southeast Asian refugees who have been relocated
to the Mountain View area by Catholic Social Services.
This has resulted in the largest English as a Second
Language (ESL) program in the district. It has also
created the need for intensive programs in language

‘and reading. Test data from the early 1980’s corrobo-

rate this fact, as students invariably scored well below
grade level in reading,

Taking all of these issues into account, Davidson
and his staff designed a comprehensive approacl that
encompassed academicachievement, studentattitudes,
and school discipline. Today, all of these elernents are
mutually reinforcing, resulting in a vibrant learning
environment at Mountain View. The program has
spawned homework and gardening clubs, an extended
kindergarten, beforeschool tutoring,and anafter school
story hour. Many more innovative projects and exira-
curricular activities have evolved from Mountain
View’s site-based managementeffort. Yetmuch of this
reform was based on effective curricular programs,
and Davidson feels that the most visible difference is
the change in academic achievement.

Direct Instruction in Language

With so many second language students at Moun-
tain View, particularly those from Southeast Asia,
there are not enough-native language tutors or teach-

ers. This problem and other related staff decisions . .-

have led to a break with common practice. There are
no traditional bilingual classrooms at Mountain View.
Primary instruction is conducted in English beginning
in kindergarten.

All entering students are screened on a language
diagnostic test to facilitate appropriate placement for
instruction. - Distar Language I is taught to all kinder-
garten studentsand is supplemented with other struc-
tured language activities.

Most recently, the staff has begun using Spelling
Mastery and Expressive Writing at theintermediate grade
levels. Spelling is even integrated into other subject
areas, as words are drawn from science and social
studies for spelling practice,

Results of this intensive effort in language arts-
program have paid off for Mountain View. As the -

figure below shows, scores for intermediate students

“have improved since 1985. These scores show consis-

tent rise in mean performance on the ITBS over a four
year period. By 1988, each intermediate class was ator
slightly above grade level (tests were administered in
April). This rise inmean scores must be appreciated in
the context of high turnover rates and a large second
language population.

- Direct Instruction in Reading

Most Mountain View students begin reading in
kindergarten, and all of themare in Reading Mastery Fast
Cycle or Reading Muastery I by the first grade. Students
continueinthe Reading Mastery series through the sixth
grade. Reading is blocked for 20 minutes a day, with
no pullout programs and no interruptions. Aides
assist in instruction. Students in grades two through
sixalso are placed in reading groups across grade level
according to ability. However, the placements are
flexible, and those performing well above or below
their group are moved to a more suitable placement.

By the fourth grade, students are reading novels in
conjunction with their Reading Mastery lessons. For-

Mean Scores on the ITBS Reading Subtest 1985

1988

8.—-—
w7 6th
u graders
2
.: 6 .
)
)
g . Sthd
[ raders
U srmee

4th

graders

1985 1986 = 1987 1988

mats for teaching the novels appears in the teacher’s
guides to the Reading Mastery series. Top sixth graders
who finish Reading Mastery VI move on to various en-
richment activities in basals ‘and other novels. This
gives the students an even broader range of reading
activities by the time they completeelementary school.
Science concepts found throughout the Reading Mas-
tery programs are investigated or discussed in labora-
tory experiments and math problem solving exercises.
Thus, the Reading Mastery “experience” carries across
the curriculum.

Reading Mastery and its integration across the cur-
riculum has been so successful that Mountain View is
the only school in Phoenix's Washington School Dis-
trict-to use this series as a primary reading adoption.
The: superintendent and school board fully support
this exception to curriculum policy not just because il
exemplifies restructuring. Testscores,suchasthoseon
the chart to the left, are one big reason. As with
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Mountain View School—continued—

language, reading scores on the ITBS have risen stead-
ily since 1985.

Atamarelocallevel, Mountain View’s scores on the
district's Basic Skills Test show a remarkable level of
student achievement. The Basic Skills Test measures
higher order thinking as well as basic skills competen-
cies. Onthe average, 84 percent of the fourth, fifth, and
sixth graders werein the top quartile in reading. This
was true for 66 percent of these students in language;
no small accomplishment for a school with the largest
ESL program in the district. Only two percent of all of
the intermediate students, on average, were in the
second quartile, and none were in the bottom 25 per-
cent.

Statewide Recognition

Success can be measured in many ways: through
parental support, teacher enthusiasm, or kudos that
comes from the school board and superintendent.
Mountain View has all of this and more. Foralmost 10
years, the Arizona Department of Education, the Ari-

Mean Scores on the ITBS Language Subtest 1985-
1988 )

6th

Sth
graders

Grade Equivalent

4th
graders

1985 1986 1987 1988
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graders -

zona Educational Foundation, and the Southland Cor-
poration (parent company to 7-Eleven Convenience

Stores) have selected what they consider to be the top.

ten “A+" elementary schools in the state.” To be a

finalist for this elite-group, each school must submit-
extensive -written -applications. that .document the -

school’s philosophy and goals; its organization and
leadership style; and the cur|ricu1um, instruction, and
student outcomes. Reading and mathematics scores
for half of the students must be at or above the 50th
percentileand scoresmusthave improved five percent

. each year for the preceding three years.

Mountain View has been chosen not.once, but twice
for this honor: in 1989, and again in 1990. Over 800
schools in Arizona are eligible for the award, and
acomplishing this feat two years in a row is extraordi-

- nary.

Continued Restructuring

When Mountain View was awarded its first A+
honors, Davidson sensed an attitudinal change in the
staff and the cornmunity. Many of the parents — and
even some of the teachers — had politely suggested
thathe notapply to the competition, thatitwas a waste
of time, The awards seemed to have crystalized the
long, effortful changes that had been taking place at
Mountain View since 1986. Restructuring, and the
emphasisonacademics through effectiveinstructional
programs, have been at the heart of this.

Perhaps the best indicator of change is the commu-
nity. According to Davidson, “When I came here
you'd be lucky if three or four parents attended a
school meeting. Now we have as many as 800, and
we've had to move from the school gym to a commu-
nity building for the meetings.” Every day there are
parent volunteers in the school and many act as in-

~ structional aides. Mountain View is even looking to a
full year program and its own school bond to upgrade

the facilities. The changes at the school are a creative
blend of the two strands of restructuring; increased

teacher professionalism and a dramatically improved

learning environment for kids. ¢
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By Geoff Colvin, Ph.D,
- Certified Instructor , -
Lane Education Service District, Eugene, Oregon

. Acting-outis acommon problem behavior reported
by classroom teachers. This behavior has many forms:
Violence, physical and verbal aggression, serious tan-
trums, loud talk, screaming, escape (slamming the
door on the way out), loud arguing, fighting, head
banging, and self-abuse. These behaviors are often
explosive and are of serious concern to teachers be-
cause of safety concerns for other students, staff, and
. the acting-out student. In addition, the behaviors-are
‘highly intrusive and disruptive to teaching. Conse-

- quently, these students have many problems in- the

classroom and the conclusion, in many cases, is that

~ publicschoolsare notappropriate placements for these

- students, -

_ The purpose of this article is to present a procedure
- for managing these behaviors in a classroom setting,

.. The basic approach is to consider acting-outbehavior

~ as the last step in a chain of behaviors, Initially this

. chain consists of less serious and possibly “harmless” -

. *Reprinted with permission for CPI Natignal Report, Valume 9, Num-
. ber 3, Winter, 199¢ pp. 14-17. Copyrighted by Nationa) Crisis
.. Prevention Institute; 1990,

avior in the Classroo

behaviors. However, the behaviors at the end of the-
chainarequite serious. The basic approach is to desi gn

~ interventions that target behaviors early in the chain. -

In this way the chain is interrupted and a new chain -
comprised of acceptable behaviorsmay be established..
Consequently the serious acting-out behaviors at the
end of the-chain are pre-empted. S e

There are four steps in the procedure: T
1. Identify the chain of behaviors leading to the seri-

ous acting-out behavigr. Lo
2. Arrest the chain at an early step. . o
3. Teach strategies to manage agitation (given the
- student is agitated). S i
4. Teach thestudentalterpative behaviors earlyinthe

‘chain, - B A

Step 1: Identity the Chain of Behaviors ' - :

A chain of behavior ¢an be described in terms of |

levels. The levels can be defined in terms of intensity .

arseverity. In this sense the behaviors, or levels, early . -
in the chain are viewed as less serious.than the behav-

iors or levels at the end of the chain. -

Table1presents anexample of abehavior chain that =
may oceur in a classroom. The-chain is presented as. * i
successiveteacher/studentinteractionsand thestudent R

Table 1. An Escalating Chain of Interactions Between Teacher and Acting-out Student -

Teacher Student - . Behavior

Michael, you need to start on What assignment? Questions .~

your assignment. : e R

The work you didn't finish during class. ~ Idid finishit. - _Argues
-Well, let me see it then. I don’t have it now. ' -_‘.,Cdnlt{nu*es argumg
You will either have to do it again or Tam not going to do it twice . 'Noncomplies ~ ;-
show me the work, It's not fair. ' o :

You will have to do it now. Make me. Defies - -

If you don’t do it now, you will have to F___ you Verbally abuses
do it in detention, _

That's disrespectful {teacher begins’ Throws books on floor; pushes Intimidates

. to write office referral). desk over; says I'm going to
- write office referral). kill you. : .
That's it! Grabs the teacher by the wrist - Physically abuses

jerks arm down, swinging at

the teacher,
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Preventing Acting-Out—Continued ———

behaviors are classified in terms of a behavior level.
The exampleisanalyzed and proceduresare presented
for avoiding such an escalation leading to acting-out
behavior. Procedures.for teaching an alternative set of
behaviors are also described.

. During independent work in Enghsh the class. s

expected to complete written answers to some ques-
tions from the textbook. Michael is sitting slouched in
his seat, staring at the floor. In the following interac-
tion lock for this chain: agitation, questioning, argu-
_ing, noncompliance, verbal abuse, physicalabuse. The
interaction which follows is shown inTable 1.

The chain of behaviors in this example can be de-
scribed in terms of the following levels: questhnlng,
arguing, noncompliance, defiance, verbal abuse, in-
timidation, and physical abuse. While the student’s
overall behavior may be regarded as highly unaccept-
able and warranting severe consequences, the whole
scene could have been prevented had the teacher

. managed the earlier steps in the chain d1fferent1y The
" next steps are recommended for managing and pre-
venting a behavior chain.

STEP 2: Arrest the Chain at an Early Step

Oncetheteacherbecame enga ged with thestudent's
questioning routine in the example above, the chain
was likely to run its course. The critical step here s for
the teacher to avoid getting engaged with the student

at this step. The assumption is that the student has

these quite effective routines for engaging the teacher
and it is the successive interactions that escalate the
student. Itis necessary for.the teacher to identify these
engaging behaviors and develop strategies for pre-
venting the successive interactions.

In the example above, the studentinitiates the chaln "

by asking a question. The question serves to engage
the teacher. The teacher needs to introduce a different
response for dealing with the student’s questioning
routine. For example, the teacher could say before the
lesson begins, “OK, now when 1 explain the work, 1

will allow two minutes for questions” or “You need to

try by yourself first before you can ask a question.” In
this way, the teacher controls how and when questions
are to be presented. We don’t want to discourage
questions if students are seekmg information. Rather,
_ we wish to discourage using questions to engage the
teacher. Other examples of verbal engagers com-
monly used by students are: “I need help;” I can’t do

this;” “This is too hard for me;” or “Do we have todo

all of this?” In addition, students often use nonverbal
engagers. That is, they exhibit behaviors that “force
a response from the teacher such as: pencil tapping,
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stopping and starting work, staring ata book without.

any apparent response, wasting time routines, inter-
fering with other students, and aimless wandenng in
the room.; :

The general approach for rnanagmg these ‘en gageri_
behaviors”.and arresting the chain as early as p0551b1e '

isto:

the teacher..

2. ldentify, the teacher’s typlcal or pred:ctable re- '

sponse to that behavior.

3. Establish a new rule or. redefme the expected;

student behaviors.

4. Studiously avoid getting engaged w1th the stu-.

dent. Stay firmly detached from the student’s

routines and stay focused on the expected ‘be-

' havior or new routine. .

STEP 3: Teach Students Strategles to Manage
Agitation

i

Even though we may be su ccessf-ul in arrestmg the
chain by not responding tothe engager behaviors, the
student may develop other engager behaviors. The
reason is that the siudentis often agitated:and the only
way he or she knows how to manage agitation is to
engage the teacher and ultimately exhibit serious act-
ing-out behavior. In other words, when the student is
agitated it is highly likely he or she will exhibit the
engager behaviors. It is necessary then to teach the
student how to manage agitation in ways that are
acceptable and to utilize procedures that can be1mp1e-
mented in the classroom.

In the example above, it is ev1dent the student is
agitated at the beginning of the chain since the student

is slouched and staring at the floor. :‘Common indica-
tors of agitation are the hands, eyes and speech. The

hands are constantly moving, indicated by:  finger
tapping, rubbing knees or thighs, picking things up,
putting them down. The eyes typically dart: focus
here, focus thereand, in general, movearound. Speech
is ‘generally cryptic, noncommittal or.evasive. For
example, when asked “How was your weekend?,” the
response could be “fine” or “I don’t know.”.

The overall plan for helping a student to manage

agitation is first to teach them how to.prevent agita- .-

tion, and second how to regain control once hé or :-,he
becomes agltated

To prevent agitation, the student w111 need assis-
tance to identify the sources or causes of agitation. In
many cases the sources are unresolved conflicts. The
student may have been in a quarrel with a parent or
had an altercation with the bus driver or was bumped

1. Id“en tlfy the behavmr the student usesto engage .

:
&
E
3 .
3
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into by another student. The student will then need
help to deal with these situations either at an individ-
ual level or through programs such as those found in
social skills curricula. Overall, the goal is to teach
problem-solving strategies and social skills.

While the student is learning these strategies, there

may still be occurrences of agitation in the classroom.’

Thestep here is to teach agitation reduction strategies.
The best strategy for this is to assist the student to
become engaged in an appropriate task. The assump-
tion is that if students are attending to or concentrating
on a task, then there is less chance for them toattend to
their agitation or anxiety. The tasks should be rela-
tively easy. Other strategies that have merit are to
provide the student with quiet time, easier work, an
area where the student is left alone for a short time, a
modified schedule, and an opportunity to visit and
talk about options or choices. All of these strategies
need to be monitored carefully, as it is possible for the
student to use “agitation” to avoid work or other
responsibilities. 1f these avoidance behaviors become
evident, then the teacher might put a cost on using
these privileges such as the time has to be make up.

STEF 4: Teach Alternative Behaviors Early in the
Chain '

Given the teacher has utilized procedures to arrest
the chain atan early step and has implemented strate-
gies to address agitation, the final step involves teach-
ing alternative behaviors. In effect, the goal now is to
teacha new chain ofexpected behaviors. Forexample,
the student who uses questions to engage the teacher
could be directed to begin work before questions may
be asked, or the teacher could allow two minutes for
questions. In this way, the student is given a different
behavior early in the chain (i.e., to start work in place
of asking questions). Another student may constantly

interrupt the teacher when directions are presented.

The student could be directed to wait until the direc-
tions are completed before questions can be asked, or
to put up your hand and wait until asked to talk.

* Again, the teacher is providing the student with alter-

native behaviors (hand raise instead of interrupting).
Once an alternative behavior is identified, the major
teaching steps include the following components:

1. Precorrection. The teacher spells out the expected
behaviors clearly and names the unacceptable behav-
ior before the student hasa chance to exhibit either the
acceptable or unacceptable behavior. The timing is
critical. This information has to be presented to the
student prior to entering the context where the unac-
ceptable behavior is likely to occur. For example, just
before reading class, the teacher may tell the class, “If
you wish to talk, you need to put up your hand and
wait for me to call on you” (expected behavior), “you

arenottointerrupt” (unacceptable behavior}. Ineffect,
the teacher describes the expected behavior (put up
your hand and wait) and names the unacceptable
behavior (remember you are not to interrupt). It may
be necessary to use role playing to practice the desired
behavior. Theteacher should explain to the student all
the details, such as the positive consequences for ex-
hibiting the expected behaviorsand the range of nega-
tive consequences for continuing to display the unac-
ceptable behaviors.

2. Acknowledgement of students who follow the rule. As
early as possible in the lesson, the teacher should
immediately acknowledge the students who exhibit
the expected behavior (in thiscase raising their hand to
ask a question). This practice serves to reinforce stu-

- dents who are cooperating and also serves to remind

other students of the expected behavior.

3. Reminder. The teacher provides a brief reminder
of the expected behavior immediately before the stu-
dent enters the setting, For example, if a student
constantly talks out in group work on reading, then
just before they go to the group the teacher might say,
“Now remember the rule, if you want to talk, put up
your hand. No interrupting, please.”

4, In context prompt. These prompts serve to inter-
rupt the student who begins to make the unacceptable
behavior once he or she is in the target setting. For
example, the student may begin to interrupt in the
group. -The teacher might give a “shhh” sign and
gesture a hand raise, then nod approval when the
student’s hand is raised. We have to remember it is
difficult for the student to do the hand raise when heor
she has the habitual behavior of interrupting,.

5. Consequences. When the student exhibits the
expected behaviors, the teacher should strongly ac-
knowledge the student. For example, “Thank you,
Michael, for raising your hand” and give him your
fullest attention in what he has to say.

Conversely, it is important to use a hierarchy of
negative consequences if the unacceptable behavior
occurs a second time {i.e., after the in context prompt).
It is best to name the behavior then deliver the conse-
quence. For example, “Michael, you are interrupting.
This is a warning.” If the interruption occurs again,
name the behavior and deliver a penalty. “Michael,
you have interrupted again. Take a time out.” When
the time out is over and the student returns to the
group, the teacher should remind him of the expected
behavior; e.g., “Michael, remember to put your hand
up if you wish to speak.” (Note: The student would
have been informed of these procedures at precorrec-
tion, No. 1). Inaddition, the teacher needs to be ready
to reinforce Michael as soon as he complies with the
rule.
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Frevénting Actingnﬁutmc.:mtinued

As a rule, in managing escalated behavior, it is
better to deliver the negative consequences as early in
the chain of behavior as possible. The reason is that
chains of behavior are weakest at the beginning. Stu-
dents have more self-control early in the chain com-
pared to later in the chain.

Clearly, if the chain of behaviors continued to de-
velop into more serious behaviors, then additional
consequences need to bein place. These consequences
are typically tied into the classroom or school disci-
plineplanor to theindividual eduction plan in the case
of special education students as appropriate. If the
student’s behavior continues to escalate on a frequent
basis, then it is likely that the interventions are occur-
ring too Iate in the chain and more observations and
analyses are needed to pinpoint behaviors earlierin the
chain.

In summary, serious acting-out behavior in a class-
roorn can be described in terms of a chain of smaller
discrete behaviors. If the steps early in the chain are
carefully managed, then it is often possible to prevent
the student from escalating to more serious behavior.
The overall steps in preventing escalated behavior are:

1. Identity the steps in the chain leading to escalated
behavior. In particular, identify the engagers,

s

i.e., behaviors the student employs to.secure a
response from the teacher. : :

2. Arrest the chain early by anticipating the engager
behaviors of the studentand providing different
planned responses.

3. Assist the student to manage agitation by teach-
ing problem-solving strategies to prevent agita-
tion and by utilizing techniques to reduce agita-
tion and gain self-control.

4. Teach alternative behaviors or replacement
sirategies for the student to utilize early in the
chain. The steps in teaching these alternative
behaviors are: precorrection, acknowledgement
of correct responses, reminders, in context
prompts, and consequences.

The final point to be make is that serious acting-out
behavior in the dassroom is changed by controlling the
successive teacher/student interactions. In effect, the
first behavior to change is of the teacher. It is assumed,
then, if the teacher can redirect these interactions, the

_students will be less likely to exhibit serious escalated

behavior. Overall, if the procedures are effectively
implemented, students who are frequently excluded
from public schools may have more chance of complet-

Australian DI C@nieremme
Perth, July 7-10, 1991

Theme: Excellence in Education for AIl
At: Claremont Campus of Western Australia CAE

For information write to:

Australian Association for Direct Instruction
PO Box 146
North Perth WA 6006
Australia

30 Direcr Insrrucrion News, Summer, 1990




John Ballantyne
ajon,

. When the administration and staff of Ballantyne
Elementary School took a hard look at their reading
and math scores, they knew something had to be done.
Many ready explanations for the low performance
could have been used — high transience, low SES (almost
half of the students are in the free lunch program), the
high enrollment. Instead, the school re-examined its
instructional program with the sense that the curricu-
lum and the overall style of teaching could improve.
Thatwasin 1983. Asthe figures show, the situation at
Ballantyne has changed dramatically.

The staffdecided ondirect instruction, which trans-
lated into the SRA commercial programs for the pri-
mary grades and the ECRIapproach for the intermedi-
ate grades. Theinitial implementation was ambitious:
reading, language, and math. Ballantyne’s initial ef-
forts at making the change — and those to sustain it —
tell us why scores have risen so much in such a short
time. '

‘Initial Implementation

Teachers were introduced to the direct instruction
approach through an inservice at the beginning of the
year. Initial reactions during the first year were typical
for any kind of new program or teaching technique.
Some teachers were uncertain, others were skeptical,
and a few saw real promise in the new approach. But
as Adrienne Allen, theeducational consultant who has
worked with the school’s use of direct instruction from
the beginning reflects, “the teachers were very smart;
they learned the new techniques quickly.”

As with so many other directinstruction implemen-
tations, the majority of teachers were swayed over the

. first year by the marked change in student perform-

ance. The changesinreadingand math were so persua-
sive, that in a short amount of time, the intermediate
grades replaced the ECRI approach with Reading
Mastery. They had come to recognize that ECRI was
verylabor intensive and that modifyingand creatinga
new curriculum took too much time. Ballantyne now
uses Reading Mastery in grades K to 6, DISTAR
Arithmetic in grades K to 3, and Distar Languagein K
to 2.

Efforts to Sustain the Implementation

Unquestionably, student success helped solidify
the roje of direct instruction programs at Ballantyne.
Yet three strategies clearly have helped sustain the use

of direct instruction programs since their inception -

five years ago.

em;aw! chool
alifornia

On-going Technical Assistance

Gradually, the administrators at Ballantyne recog-
nized aneed for ongoing assistance, especially as new
teachers and aides joined the staff. Fortunately, the
principaland vice principal had both taught the direct
instruction programs. They have been able to train
new teachers and aides as well as refine the skills of the
more experienced teachers at Ballantyne. The famili-
arity with the DI programs, from the principal to the
aide, has led to consistent implementations of direct
instruction throughout the schoaol.

This coordinated approach is apparent in the or-
ganization of daily instruction. With the use of instruc-
tional aides as teachers, primary grade students rotate
through three groups: reading, language, and inde-
pendent seatwork. Aides also receive inservice on
direct instruction on a monthly basis.

Program Monitoring

A second strategy involves active program moni-
toring, a system supervised by Pat Harders,
Ballantyne’s vice principal. By checking weekly prog-
ress, Harders is able to spot difficulties and areas of
need such as regrouping. The school's policy of de-
ployment — assigning students to different reading
and language groups across each grade level rather
than in just one classroom — makes the job of regroup-
ing students {or assigning new ones) easier in this
regard. Harders makes sure that the continuous prog-
ress tests are administered, scored in a timely manner,
and that any subsequent action such as regrouping
occurs as quickly as possible. Program monitoring
assures a more streamlined and complete implemen-
tation of the direct instruction programs.

Peer Coaching

Finally, Dr. Marr, Ballantyne's principal and part-
time faculty memberat San Diego State University, has
instituted a program of peer coaching to enhance the
implementation. Marr finds that with direct instruc-
tion programs as a common base and ongoing train-
ing, teachers are more “tuned-in” to effective class-
room practices as they observe each other. These peer
coaching sessions supplant two of the four observa-
tions that Dr. Marr conducts for teacher evaluations.
She feels that this is a more effective means of staff

‘development than a command performance that often

results from formal evaluations mandated by the
school. Peer coaching, Marr feels, has not only im-
proved the quality of classroom teaching, but it has
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Baliantyne Elementary—Continued-

changed the teacher talk in the lounge. She finds that
her staff commonly discuss curricular problems and
share solutions on an informal basis.

The Measure of Success

Student success and the staff development activi-
ties at Ballantyne have led to marked and unusual
changes in instruction. Reading is the number one
priority. Other curricular activities — science, social
studies, art — are cycled into the day’s schedule to
insure that reading is taught every day. This prioritiz-
ing has even led first and second grade teachers to
extend the school day anextra20 minutes to insurethat
enough time is devoted to reading. Asone teacher put
it, “The more I make everythinglike directinstruction,
the more successful I'll be.”

Ballantyne's staffalso works hard tointegrate direct
instruction with California's movement toward whole
language and literature-based programs. Each grade
level uses two literature books in conjunction with
Reading Mastery. The staff also complementsreading
with a variety of writing activities. Using a process
approach to writing, ideas that may arise during the
reading period are completed—in written form—
during langague arts.

Scores such as the ones in the figures show how
hard the teachers at Ballantyne have worked to bring
about change. Their commitment, and the cbvious
success that anyone can see in their classrooms every
day, allows Ballantyne to be ranked as one of the
highest schools of its kind in the state. Third graders
average at the 94 percentile for reading, language, and
mathematics. Sixth graders average at the 98 percen-
tile for reading and language, and the 84 percentile for
math.!

Ballantyne's success is clearly recognized at the
district level. As with many other districts, El Cajon is
a “one reading curriculum” district. Ballantyne is
exempted from the standard basal series because of its
putstanding performance. This success has not only
impressed the staff, but the school board and superin-
tendent. In fact, since scoreshaverisen so dramatically
and consistently, Dr. Marr has noticed an increasing
number of inquiries from other elementary school
principals about Ballantyne and its key to success. ¢

t As determined by the 1989 California Assessment Prograit

showing the school's relative rank to schools serving stu-

dents with similar backgrounds. \
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Thomas R. Binghdm P ROGMM F ORAF FE CTIVE LEARNIN G (PAL)
A Cogmtwe Supplementary Curriculum Teaching Positive Menital Health Rules
' 7. e PAL TEACHES STUDENTS TO

* handle their mistakes 2 P
. % understand thelr feslings @ . Tnm Bm[,hdm does use Dlrect Instrucuon Strateglcs
" % cope with not being perfect thﬂt Wou]d be familiar ta DI teachers,’
% cope with name calling ; . _ ~ w Wes Becker, Editor, DI News, Fall 1985
L x deal W't.h b‘?i”E_’ different -~ ® PAL isa cognitive behavier modification curriculum used:in
* use their thinking head .. regular, Special Ed. and with At-Risk students.
* ‘handle not being liked k :

* cope with unfairness

% not waste their time blaming - - :
- % the diffarence between wants and needs
* deal with not gettmg all their wants

K

® pAL “, . . may very well be the anly afiective educetion program ; o ® PAL's Teacher Presentauons in easy to follow scrlpt fnrm
ever written utlizing direct instruction technology.” . o ©* - can be used in & discussion format.
— Gerald Kranzier, Professor . - - B0 Seat Work units, written-at the 3.5 Gr. Level, use real
Counseling Psychology, University of Oregaon life situational stories, where the student applles the
DI News, Fall 1985 _concapts masterad.
' THINKING KID’S PRESS Dept DI ¢ P.O. Box 3112 So. Pasadena, CA 91031-6112 o Phane (818) 282- 7339
ORDER FORM
I have enclosed Oa chack O a schoal P.O. #_____ I:l Plaase send me a brochure . Qty. | ltam [ Unit Price f TOTAL AMOUNT
Nama/Schaal | PAL 594.95

CA Residenis add B.5% Sales Tax

Address

Shipping, Handling, Ins., add 10%  _
TOTAL

Conférrenc‘e Update .
17th Eugene Conference-——August 5-9, 1 991
7th Salt Lake City /nst/tute—August 12-16, 1 991

The AD:I Board of Directors is beginningtoplanthe 1991 Eugene Conference
and Salt Lake Institute. If you have and suggestions for sessions that you

would like to attend, please let us know, Send your ideas to:

Conferences
ADI
PO Box 10252
Eugene, Oregon, 97440
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Th € ADI B o@rd of Di:réc_tor's is pleased to annonnce tbat M orningstar
Software, Inc. is offering a discount on their products to ADI Member

‘The Board bopes that through this arrangement M 6fnin§srar will beabl 0
bring these well designed programs to broader use in bomes and classrooms. -

Discover what other DI professionals are saying abour

“T have used Morning Star software in my teacher training classes as some of the best. -~
examples of software that could be uséd with children with learning problems. The . -
software is appealing because it includes many desirable features that allow the teacher to
meet individual needs.” ' S ' BRI

Mary Gleason R E

Assistant Professor—Coordinator of Teacher Training Program

University of Oregon, Eugene, Oregon

“Morning Star software is an excellent reflection of Direct Instruction principles that do -

not appear in any other software products. The programs will be invaluable to teachers
secking well-designed, technologically based materials.” :

Sam Miller | | |

Visiting Professor | |

Utah State University, Logan, Utah

« 1;ke Math Facts because the design is clean, crisp, elegant and follows the prinéipl.es of
Direct Instruction. The program can be used as 2 supplement for any basal series. The
program is both teacher and student friendly.”

Ed SchaeHer
| Founder, Atlantic Coast ADI
* Lewes, Delaware

Morning Star software products are now available to ADI membersata15%
discount. For more details look for the ADI materials price list in the next
issue or contact us directly at:

MorningStar

- EDUCATIONAL SOFTWARE

‘Morning Star, Inc.
PO Box 5364
‘Madison, WI. 53705
1-800-533-0445
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You've tried them all. And Johnny sl
can't read. Nor can Mary or Carlos or
Elizabeth or Tim. And, they're getting older
As-a concerned teacher, you’re worried.
Time is running out and their chances are
getting slimmer. Their literacy will soon be
put on the line as they are asked to compete
in the modern workplace. Just what are
their alternatives?

SRA has a solution—the Corrective
Reading Program. Designed for students in

“prades 4-12 who haver’t learned in other
reading programs and dor’t learn on their
own, Corrective Reading teaches both
Decoding and Comprehension strategies
that can enable students to meet the
challenges of literacy.

For more information about the best
chance for your students, fill out the response
form below and mail to: SRA, 155 N. Wacker
Drive, Chicago, IL 60606
or call 1-800-722-5351.

r Lo D D e e
d Yes! Please send me more infurmation about Corrective Reading

[ Please have a sales represeniative call en me,

Name

Pasition

Schoal

Street

Gy . Stae Zip

|

Phune # Counry

[~ = = e o

u--um_u_m—umn-l_J
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ADI MATERIALS PRICE LIST

Direct Instruction Reading (Revised)
~ Douglas Carnine, Jerry Silbert & Edward.J. Kameenm e
* Membership Price $32:00 - " List Price $40. 00

Direct Instruction Mathemafic§ (Rewsed)

Jerry Silbert, Douglas Carnine & Marcy Stein
Membership Price $32.00 o | List Price $4O 00

Teach Vour Child To Read in 100 Easy Lessons

Siegfried Engelmann, P. Haddox & E. Brunner ,
Membership Price $13.50 List Price $17.00

Generalized Compliance Training

Siegfried Engelmann & Geoff Colvin CoT
Membership Price $16.00 ‘ List Price $20.00

Structuring Classrooms for Academic Success

S. Paine, J. Radicchi, L. Rosellini, L. Deutchman, C. Darch
Membership Price $11.00 ~ List Price $14.00

Members of the Association for Direct Instruction may purchase copies of the

materials listed above at the Membership price. Shipping charges are $1.50 per
book for 1-5 books and $1.00 per book for orders of 6 or more. Orders are to be paid

in U.S. Funds, in advance. Purchase orders are also accepted. Please allow 4 weeks

for delivery.

ADI cannot provide copies for entire classes nor can we provide desk copies. All
such requests must be made to the publisher of the specific hook. :

SEND YOUR CHECK OR PURCHASE ORDER TO:
Association for Direct Instruction
P.O. Box 10252
Eugene, OR. 97440
(503) 485-1293
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ADI presents. . .

ASIC SKILLS IN TEACHING—

A Vibeo TrainiING ProGrAM FOrR EFFECTIVE
TEACHING SKILLS

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

Overview of Lessons:

Lesson 1, Pacing and Signaling {25 minutes)

* Presenting scripted material with enthusiasm

¢ Moving quickly through lessons to cover more material and maintain student attention
o Using signals to increase teacher-student interaction rate

Lesson 2, Motivation {30 minutes)
* Setting clear behavioral and academic expectations
¢ Providing consistent feedback

* Using group management systems to increase student motivation
Lesson 3, Corrections (30 minutes) |
¢ Correcting errors immediately and effectively

° Using a standardized correction procedure to remediate student errors, regardless of
instructional materials o

Cost: $75.00 per lesson (includes trainer guide and 1 workbook)
$200.00 for set of three lessons
$10.00 per extra workbook (contains all 3 lessons)

To order, send your check or purchase order to:

Association for Direct Instruction
P.O. Box 10252
Fugene, OR. 97440
(503) 485-1293
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‘Join the Association for Direct _'_Irrstructien

Membership Options:
A) Regular Membership: $15.00 per year (mcludes one year-of DI NEWS

and a 20% discount on AD! sponsored items and events).

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

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

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

E) DI NEWS Subscription only: $7.00 per year (outside North Amerrca and
Hawaii $10.00 per year). |
ADI sponsored products and events include books and other materials published or

marketed by the Association for Direct Instruction. The AD! NEWS is published 4times a year
(Fall, Winter, Spring and Summer).

To join the Association, complete the bottomn portion of this form and mail it, with your
check or Purchase Order (in U.S. funds) to the Association for Direct instruction.

Check one:

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

Regular. Member ($15.00 annually)

Student Member ($7.00 annually)

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

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

Name: _
Address:

City, State, Zip: 3
Phone: _

School District or Agency:

Position:
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Dedicated to azfvancug Eeﬁamra[ science and' its applications N ,E

17TH ANNUAL CONVENTION
- MAY 24-27, 1991

Atlanta, Georgia, Hilton Inn & Towers

PRECONVENTION WORKSHOPS
MAY 23-24, 1991

ABA: International
258 Wood Hall
Western Michigan University
Kalamazoo, M! 49008-5052, USA
Teiephone: 616-387-4494

)=

/
@ Call or write the ABA office to-
: receive a copy of the
1991 Call for Papers!

ABA: International was founded in 1974 to
promote the experimental, conceptual, and
applied analysis of behavior, Qur annual
convention draws 2,000 or mors to the
largest conference of behavior analysts in
the United States. Our workshops,
sympasia, poster sessions, and invited
speakers keap you-in touch with the latest
developments in the fieid.

¢ Submissions must be postmarked
Ey Navemﬁer 1, 1990.
b G i asr o’ 'Z'.j': SATL R Ty %

Direcr Instrucrion NEws, Summer, 1990

39



—John Q. Student, 1990

Well, why should he? Presidents of companies can't.
Famous athletes can’t. Doctors are notoriously bad
spellers. Rock artists don't bother. So, really, why
should he? |

For at least one important reason. Knowing
how to spell facilitates clear, concise, and creative
written expression. What if Charles Dickens
hadr’t been a very good speller? Would he have
written “A Tale of Two Places” in which there
were some “very bad times” instead of “A Tale
of Two Cities” where it was “the best of times
and the worst of times”?

When students don’t know how to spell the
words they want to use, they choose easier and
less creative ways of expressing themselves.

SRA has a solution for breaking the spelling

- barrier. Spelling Mastery. Spelling Mastery is an & -

innovative direct instruction program that emphasizes
learning to spell by generalization rather than by the weekly memorization of
word lists. Spelling Mastery teaches spelling strategies that transfer to writing
because words are initially learned to a high level of mastery, and the program
teaches transference to writing. This mastery approach works with all students,
including remedial and special education students in grades 1-8.

For more information about Spelling Mastery, fill out the response form below
and mail to: SRA, 155 N. Wacker Drive, Chicago, IL 60606.

D Yes! Please send me more information about MName Pasitinn I
Spelling Mustery.
School
I.:l Please send me additional information about uther
Plireet Inssruetion programs ing Adudress
! | Reading O Languape U Math Cioningy E
I D Please have o salus represeniagive contict me. Phinse Number !
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