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This report was produced under the
aspices of the National Academy of
ducation’s Commission on Education
nd Public Policy, and sponsored by the

lational -Institute of “Eduocation, "The .

ommission on Reading was chaired: by'
ichard C. Andersén; Head of the Cen-

v far the Study of Reading at %he Uni-
ersity of Ilhnmq

The report summarizes: the reqcarch—
ased knowiedge on: readlmﬂ mqtructmn
ientifies problems “with - cirrent: prac-
Ces, and recommends possible solu-
ons. The report recognizes that quality
istruction involves many elements and
1at’ mernvement in-reading instruction
ill require changes in many elemeats of
:ading instruction, not just a few magi-
al tricks.

What is Reading?

"Reading is the process of construc-
ng meaning from written texts. It is a
ymplex skill requiring the coordination
f a number of interrelated sources of in-
yrmation” (p. 7). An analogy is drawn

stween the process of reading and the -

arformance of a symphony. While
rading can be analyzed into subskills
jat can be built up one at a time, “real”
rading takes place only when all the
ieces are integrated into a smooth per-
yrmance,

In reading, being able to say the
‘ords (decoding) “gives access to their
weaning” (p. 8). Understanding what is
.ad requires a very substantial knowl-
{ge base to constriect viable interpreta-
ons of text. Because people differ in
ieir knowledge bases, different inter-
retations of text often occur. Fluent
scoding skills are essential to good
ymprehension. Second graders with the
st comprehension scores are the ones
ho decode fast and accurately. When
scoding skills are weak, the time spent
rtrying to decode interferes with the in-
rpretation processes. Good readers are
stter than poor readers in pronouncing,
onsense wards as well {e.g., cade, mot,
c.}. Evidence like this supports the im-

'

ortance of a fluid decoding base. The -

Cwork to mamtam motivation. “Te

evidence shows that the average -third

- prader can read aloud about 100 words

per minute, while the rate of the poor
reader is about 50 te 70 words,

Skilled readers have fearned strategics
for reading different kinds of material.
Complex, unfamiliar material must be
read differently than familiar material.
Strategies should alsa vary with the pur-
pose of the reading—say, for a test or

for fun. Skilled readers have strategies:
- for monitoring the process of reading
- and detecting problems to be solved—
~unknown! -

such as incensistencies,
words ctc.

Learm_m1 to read isa Iﬂt of

whose classes are mativated are e

scribed as business-like but supportivé: -
and friendly” {(p. 15}). Teachers with mo-

tivated students “conduct fast-paced and
varied lessons.
with enthusiasm and with explanations
of why doing them will help one-become
a better reader” {p. 15} Failure s not
fun, and poor readers show the apathy
that goes with failure. Good teachers
have ways to motivate poor readers by
praising steps of process {describing
what the student does right.

Reading is a skill that improves with

- practice. Finding ways to increase prac-

tice can improve reading,.

Emerging Literacy

Reading begins with the devu]npmen.t.

of oral language skills at home. The
knowledge base developed before school
is very important to progress in reading
comprehension. Once in school, - the
home experience continues to be impor-
tant in knowledge development. Vocab-
ulary development in particular is seen

to have an important base in how,
parents talk about experiences their chil-:

dren are having. The kinds of gquestions
a parent asks can aid or impede the

development of reasoning skills, Read-

ing aloud to preschaol children is seen as

" an important aid te children learning to".

read. Records or tapes with “follow.

along books” can also be helpful, Hav-.
ing access to pencil and paper or chalk-

boards, with encouragement to write the
letters of the alphabet, etc., is beneficial.

Parents can also be tutors and directly or '

Cont_inﬁed on Pégé 7

: heredltary and current dlseaqe mfnrma-

ard-waork’

~students

Tasks are introduced

‘cant changes are made).

~simulation to the actual games,

- correctness of every response,

Computer Software Tested

Health Ways: a Computer
Simulation for Problem Solving
in Personal Health Managaement

By John Woodward, Doug Carnine,
and Lorraine Davis

Health Ways (Carnine, Lang, and
Wong, unpublished} is a computer simu-
lation designed to teach junior high/
senior high school students fundamental

health problem-solving skills. Students
are presented with a profile of a hypo-.
thetical character's basic health habits

(diet,
exercise, and stress. level),

tobacco and alcohol use, weekly
alang with

‘must . pnonhze' chan},es
health: habits according’ to hered:tary

"and current disease- mfurmatmn all"the

while controlling stress level and main-
taining changes that have already been
made, This entails moving the
character’s expected age (i.e., a
character’s life expectancy if no signifi-

“tant changes are made) to his or her win-

ning age (the life expectancy if signifi-
Some habit
changes are contingent upon successful
scores on FB — a computer looking
device that generates random numbers

~and acts as a roll of dice.

Health Ways has a series of graded
steps, from a programmed introduction
of the rules and special features of the
The

games are divided into easy tutorial

- games, more difficult ones, and speed

and expert games. A help menu explains

- which health habits are related to a par-

ticular disease and recommends strat-
egies for winning the games. Further in-
formation about the game, its objective,

~and a more detailed presentation of -
“related health facts and concepts are

- presented in a printed instructor’s guide
-and in a printed user warkbaook that ac-
_company the program.

-As a simulation, Health Ways has cer-

. tain advantages over the typical health

tutorial. Whereas tutorials tend to con-
centrate_on discrete facts and concepts,
often giving explicit feedback about the
Health

Ways requires students to integrate their

“knowledge of health. Students must re-
spond to constantly changing informa-
tion by manipulating several variables at.

once. For example, when a player suc-

; phcxt -;trategy

ceeds in changing a game character from
a moderate smoker to a nonsmoker, the
character's stress level increases
significantly. Stress, in turn, must be
controlled by meditation, counseling, o1
increased exercise, While the player at-
tempts to make ather changes in the
character's profile, he or she must
remember to maintain the nonsmoking
change or it will return to its previous
level (i.e., moderate smoking). Figure 1
depicts asuccessful change-in smoking
and-its-effect on- expected age and stress

level: To-beéisure, a simulation-requires’
than 2 health' e

mire’ presklil mstructm

‘training “is - necessary:
However, studénts léarn to applyinfor-
mation. in a 'decision—making or
problem-solving - context, - one that
models the dynamics of everyday per-
sonal health management.

There are other advantages to Health
Ways that are in keeping with simula-
tion instruction, Time is compressed,
thus demonstrating to students the long-
term effects of deleterious health habits
in the space of a single game. Cause and
effect relationships between improved
habits and increases in expected age are

~ clearly demonstrated. The interplay of

several variables is presented in a con-
trolled setting. Yet as much as simula-
tions have been touted for many of the

features just described (cf., Cunning-
ham, 1984; Miller, 1984), empirical
studies into their educational merits

have tended to be less than substan-
tiating.

Simulation Research

The effectiveness of simulations has
been debated for over twenty years. Re-
search into common simulation hypoth-
eses — that simulations lead to increased
retention, improved student attitude,
and/or greater critical thinking skills —
has produced results that have been
either unsupportive {e.g., Cher-
ryholmes, 1966; Pierfy, 1977) or mixed
{e.g., Wentworth & Lewis, 1973;
DeNike, 1976).; However, much of this
research has been of poor quality; often
it is merely descriptive, at times control
groups have not been used, and fre-
quently students have not been random-

Continued on Page 14
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Dear Editors,
Gentlemen:

We are searching for information
leading to an instructional bank of long-
and short-term instructional objectives
for the Direct Instruction Programs. Do
you have any knowledge of anyone
working on a project of this nature?
Also, would you please post this query
in the next DI Newsletter if possible?
Also any information about anyone
who has used Precision Teaching
strategies for monitoring the Direct In-
struction Programs would be helpful.

In the Cache County School District
Special Education Program we are plan-
ning on developing a bank of instruc-
tional objectives and an accompanying
Precision Teaching Monitoring System
for all of the Direct Instruction Pro-
grams, However, before we embark on
such an ambitious project we are at-
tempting to find out what has been done
by anyone else up to this point in time.
We would appreciate any information of
this nature that you may have access to,

Sincerely,
Voneta Fifield
Special Education Coordinator

Help, help.

We are currently tooling up to revise
the SRA’s Corrective Reading Series.

Although we have limitations in what
we can correct or change, we want to
make the programs| better, which is
where you may come in.

If you know of problems with the pro-
grams, things that you would like to see
changed, things that might be added, or
taken away, let us know. Tell us about
anything from typos to larger skills that
give students problems.

We can't guarantee that we'll do
everything you suggest, because we sim-
ply won't be able to do everything we
want to do, but we will try.

Thank you. 1

Copyrtighted by AD|, 1985.

Fditors . ...,

Departments

ing stores, hardware stores, restaurants,

The Direct Instruction News 15 published Fall, Winter, Spring and summer, and 1
chstributed by mal o members of the Association for Direct Instruction, Readers
are nvited to S:Uhl'l]jll articles for puble ation relating to 11, Send contrbhutions e
The Association for Direct Instruction, P.O. Bos 10252, Fugene, Orepon 974440,

..................... Wes Becker
....................... San Paine
.................... Ed hameenu
................... Russell Gersten
.................. oo Crap Darch

Associte Lditors for Rescarch, ...

................. Robert H, Horner

Teacherto-Teacher . ... .. ........

The authors of the Corrective Reading -
Series:

Wesley Becker
Linda Carnine
Julie Eisele

Zig Engelmann
Phyllis Haddox
Susan Hanner
Gary Johnson
Linda Meyers
Jean Osborn
Steven Osborn

Send to: Association for Direct
Instruction
P.O. Box 10252
Eugene, OR 97477

ATTN: Corrective Reading
Revision

Dear Editors, :

Please announce the following:

DI IN KOTZEBUE, ALASKA!

Do you want a unique, above the Arc-
tic Circle experience? We are a commun-
ity of about 2600 people {about 90%
Eskimo)}. Our elementary school uses
Distar Reading/Language, Reading
Mastery and Spelling Mastery in our
kindergarten through sixth grade pro-
grarn. ‘

We have developed our program over
the Jast 8 years. There are 18 classroom
teachers, 3 special education teachers, 1
Title 1 teacher, a librarian, -a school
counselor and a basic skills coordinator.
Our classroom pupil-teacher ratio is
20-1. We have 9 instructional aides who
also teach our Inupiag bi-lingual pro-
gram,

Salaries are competitive and depend
on experience. We have modern living
facilities; apartments, duplexes, four-
plexes and single family dwellings.
There is an excellent Public Health Hos-
pital, a dentist, 3 grocery stores, cloth-

a laundromat, a community college, a
post-secondary vocational .education
technical center, the only Dairy Queen
north of the Arctic Circle, and daily jet
service {3 per day).

Interested persons should contact:
Steve McAllister, Principal
Kotzebue Elementary School
P.O. Box 264
Kotzebue, Alaska 99752

{907)442-3342 (school)
{907)442-3453 (home)

We Need More
Research Reports
on DI Programs
Send Them to Us!

Advertising

Policies and Rates

The Direct Instruction News will
publish advertisements for materials
(programs, books), training (con-
ferences, workshops}, and services {con-
suitation, evaluation) related to direct
instruction. All proceeds from the sale of
advertising space will be used to help
pay publication costs incurred by the
News. Ad sizes and corresponding costs
are as follows:

Full page: $200
Half-page: $125
Quarter-page: $75

ATLANTIC COAST DI CONFEREN

Ed Schaefer of Cape Henlopen Sch:
District with District Office in Nass
Delaware, has informed us that they
holding a conference on Effect
Teaching and Direct Instruction on ]
7-10, 1985 at the Cape Henlopen Sch
in Lewes, Delaware. Ed expects this c
ference to become an annual event.

The conference will open with rej
tration at 12 noon on Sunday and ck
at 11:30 AM Wednesday. Thirts
workshops will provide information :
training on effective programs/strateg
for: (a) teaching reading, langua
math, and spelling to handicapped =
non-handicapped students at all lev
{b) organizing and managing element:
and secondary classrooms; (c} adopt
effective reading programs; (d) teach
and managing very low-performing z
severely non-compliant students; (e
tilizing computers and associated te
nology; and (f) choosing, supervisi
and administering effective teach
programs,

Workshop leaders include Je
Osborn, Bob Dixon, Geoff Colvin, J;
Feinberg, Paul McKinney, Geo:
Smith, Ed Schaefer, and Will Procto:

Cost of the workshop is $15 for C
aware residents and $100 for out of st
people. This should be paid by check
purchase order.

REGISTRATION IS LIMITED

Contact:
Dee Patterson
Exceptional Children/Special Progra:
Director
Department of Public Instruction,
Townscend Building
Dover, Delaware 19901
(302)736-4668

UNIVERSITY OF WASHINGTON/SPECIAL EDUCATION DEPT.
Mildly Handicapped Masters Degree Program

announces a one vear

ESOURCE/CONSULTANT
SPECIALTY

Financial aid is available for selected qualified applicants.

§3,000 Stipend with tuition waiver
Teaching certificate required
Application deadline: July 1

Administrators Briefing. .. ... ... L Stan Paine
DearZiggy. ... L. e Zippy Enpelmann :
Analysesof Corridula. ..o Linda Moyer Contact: Marcy, Stein ) )
Software Evalvation, ... ... oL Douvglas Carmine Expe”mental Education Unit
Microcomputersand DI ..o L. e Samuel K, Miller WJ-10
ArtDwector .. Susan jerde Universitv of Washington
LayOul . e Wes Becker v

Seattle, WA 98195
(206) 543-4011

. e sprngfteld News
Photopraphy. . ... .. . Arden AMunkres

lypeselting .. ... 1. . . . . Pan Typesellers
.............. e Sprnplield News
Privteng. oo Spanpfield News
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By Randall Sprick

Parts of this article are excerpted from
Discipline in the Secondary Classroom:
A Problem-by-Problem Survival Guide,
published by Center for Applied
Research in Education, West Nyack,
NY. All rights are reserved by the
author, :

In a previous article, information was
provided on features of an effective
grading system, This article supplies in-
fonnation of how to design and imple-
ment the behavioral monitoring aspects
of an effective system. This type of mon-
itoring fs especially appropriate for se-
condary level classrooms. but can be
adapted ta serve as a monitoring system
for elememtary classrooms as well.

One of the most intportant features of
any motivational system is how reconds
are kept. An efficicnt system shoudd be
casy  for the teacher and  should
demonstrate to students  that  their
behaviai is continually being monitored
and recorded. The difficulty lies in
designing a system that is systematic wd
abjective without requiring  huge
aitounts of teacher tne.

The steps below will help you design and
implement a recard keeping system that

makes grading more objective. elps

motivate students, amd gives you a nuld

STEP 1

Design a record keeping system. The
“Weekly Record Form™ (Figure 1) is a
class list that provides space to code
each student’s behavior every day of the
week. This single form can be used to
record attendance, assignments, behav-
iors that demonstrate above or below
average performance, and weekly point
totals for classroom performance.

The Weekly Record Form should be
kept readily accessible at all times. Some
teachers will wish to keep forms for each
class on a clipboard, while others will
prefer to use a natebook. The Weekly
Record Forms should be kept clase to
wherever you typically work—on your
desk, propped on a podium or chalk
tray, ar you may wish to keep the

“natebook ar clipboard with you.

At the beginning of each class,
students should see that you have the
record form ready te take attendance. If
any assignments are due, you can record
papers that are handed in on time while
simultaneously taking roll, Through the
remainder of the period, students should
see you periodically using the record
form. If a student walks into class late,
you can quickly mark a “t” for tardy. If
a student needs to be reminded to get ta
work, simply note an “o” tor “off-task”
next to the student’s name. Immediate
coding of these negative behaviors will
teach students that they are accountable

students excel, you can record an “e” for
excellence or a "¢” for cooperation. If
immediate coding of positive behaviors
would be embarrassing to students, code
your notations of extra effort while
students are getting out assignments, or
anytime prier to your next class. Then
privately, let students know that you
have acknowledged their extra effort.
Using the Weekly Record Form
throughout the week - will provide
valuable information for evaluating stu-
dent performance at the end of the week,

STEP 2
Determine the total nwmber of points
possible for stidents to earn cach week.

“To do this, first identity the percentage

of the grade you feel should be based on
class behavior and effort. This percent-
age may be anywhere from 10 percent to
40 percent of the grade, depending on
the type of class. Next, determine ap-
proximately how many points students
can earn for assignments, tests, quizzes,
and so on.

From this information, determine how
many points students could earn for par-
ticipation and behavior. Design your
system so that you have at least 20
points per week based on behavior.
Having 20 points possible gives the
tcacher more flexibility in how points
are awarded. If you only had 5 points
pussible per week, then each day a stu-

number of points students will earn for
average classroom performance, list the
types of behaviors that average students
typically demaonstrate in your class-
room. You can use. this information to.
inform students how to earn the “aver-
age” number of points.

Other factors will automatically lower
or raise a student’s weekly performance
peints. Factors that automatically raise a
student’s grade should be those behav-
iors that you feel demonstrate excellence
in participation and effort. These factars
will vary between teachers and will also
vary depending upon the type of class
you have, If you have difficuity identify-
ing behaviors that demonstrate above
average student participation - effort,
compare the behavior of “A” students
with “C” students. Try to identify class-
room behaviors that typically ditferen-
tiate these students. This part of a stu-
dent’s grade is subjective. Your job will
be to teach students the kinds of behav-
jors that you subjectively feel are a
demonstration of excellence.

Factors that automatically lower a
student’s grade should be behaviors that
would not be acceptable in a work situa-
tion. These include such things as tardi-
ness, disruptiveness, and late work. Sev-
cral of these behaviors are listed in Table
| with guidelines for determining the
number of puints that should be deduct-
vd from an “average” participation

consequence for mishelavivr. for their actions each day. When  dent would either get [ or 0 points. With  prade. The suggested points would be
Figure 1. Table 1. Suggested Point Losses
WEEKLY RECORD SHEET Breakdown-of Reduced Points vy of weekly total Example
- Date 5%22: 1418 Reminders y S = ST T T e e e e s
‘ciass d : : : o .
‘Class period 4 Any disruptive behavior —5%% — 1 puint
STUDENT MON. TUES, WED. THOR. _ FRI. _ ToTAL  Any reminders needed about —5% — I point
darner Donna ; v i class rules or staying on task
(Imars , lze 4 v ‘6 Tardiness —10% —2 puints
Orde 1. Do O s - 1 |~ i 13 Late work : - 10" —2 puints
ﬁauméaa:f;}:. Gary - o i - Unexcused absence —20% —4 points
Buckae Cheryl /0 |~ 15 Excused absence —20% +4 points
Cazponten, Quitin oo 7 | '3 {Made up with extra crédit
Croszart, Dela 7 T . Y2 1 assignment)
Deaneg  Russ FRCA I ) v 16 \ . " . I .
s s 3 P 2 v » Sent out of class 20" 4 points
fﬂ'wd'fa’_‘l, Lanﬂ-] rd 0 /S | I'S-
Fuilch, Yore < 7 | 16 - N .
Erontls Lever e, j i l /3 at feast 20 points possible, each days  for a class where 20 points per week
| Godlen, Hond: A L 2 Z < t7 performance can be awarded 0 to 4 could be earned for class performance,
Green, Chelylopler < 4 L points :
' - /9 o . . .
;Z’:::: g;:if}:: = v T T2 e Disruptive hehavior @ Students
T es  Texse T ) T 7 STEP 3 will lose points for any disruptive
: H L . ) behaviors. Behavi hat result
SorpLonas - . :/ ° s Establish  the criteria amd point values inta lu?s :\f c?afsvé?nr; lshi)urliiqu
Kunlamang  Long uh ua =4 13 for carning elass perfarmance points, In . | .
? % ’ Iy 16 . ' ; . logically affect the student’s
L Pacdigd [ Teoks this step, you will determine how
/ Chongg ) ?) 13 R . . \ classroom performance grades,
—ﬂ""-gﬁ'j" specific behaviors will affect students : :
alsor | Hhencly | ¢ / s 17 . This automatic response allows
P ayis” " P 4 weekly performance points. Students d tonall
sl Lo t see a direct relationship between you to responc unemotionaty
forrale, Jom . 2 4 19 must Jee Ship and predictably. Students will
Quincp . Foanmia v / I the behaviors you record on the Weekly I
. earn that they are accountable
Fodinsom | Eelelie 7 / £ s 17 Record Form and the number of points f . . .
— or their behavior at all times,
| _Sehpaiiding £tk - A s T they are awarded at the end of each o Tardi s A | ( . f
e ltr Garl ; P e week . ardiness oss of points for
Swmida laeiden ) 7 ; s B : tardiness demonstrates to students
Taulor, Oann % 5 v /9 Average student performance should that they can earn points for their
Trrnont. T 5 v I /7 10 automatically earn approximately 80 performance once they are in
Voo ole Yocr Srepe / OO0 - ref percent of the possible weekly perform- class, but that being late for class
Ubat Shaun e o/ 15 ance points. If students can earn a total will affect their overall evalua-
of 40 points each week, students would tion.-Students who have not
: earn 32 points for average performance. learned to arrive on time will
- . Some teachers make a big mistake by have difficulty maintaining a job.
| — - awarding the total points possible to any e Reminders about  following  class
students who did not get in trouble dur- rules or staying on task. © Oc-
EXCELLENT WORK = E +1|OFF TASK = O -1 |ABSENT = A ing the week. Students must see that casionally, students will need to

CODE:
: ZCOPERATIVE = C
BONUS POINTS »

B

# 1L DISRTRTIVE =D -y
tote work - =1

TRRDY = T- : -2

e i e A eyt e T

they can only earn the full points by be-
ing highly motivated throughout the
week. Once you have determined the

be reminded of rules, or they will

Continued on Page 4
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The only true form of discipline in education involves teaching students
the desire to behave.in a mature and responsible manner.

A VERSATILE AND EFFECTIVE INSERVICE TOOL
For classroom teachers, special education teachers, aides,

substitutes, and parents.

FIVE ONE-HOUR VIDEO TAPES

70 CLASSROOM DISCIPLINE PROBLEMS
AN ELEMENTARY LEVEL VIDEO INSERVICE COURSE

TRAINING THAT WORKS

“The solutions offered are easily
implemented and most importantly they
work! We have developed a school-wide
behaviar program based on Dr. Sprick's
philosophy. The most common remark
of visitors is 'You feel the positive

Session 1: Problem Prevention

Session 2: Motivating Students Through Positive Interactions

Session.3: Reducing Attention Getting Behavior
Session 4: Effective Consequences for Misbehaving
Session 5: Systems for Increasing Motivation

environmeni of this school.'" Phyllis
Witkin, Principal; Champaign, IL.

“Dr. Sprick's program empowers the
teacher to.solve problems rather than
referring them to the office.” Terry
Borden, Principal: Tenino, WA.

Name

Posmon

SOLUTIONS TO CLASSROOM DISCIPLINE PROBLEMS: AN ELEMENTARY LEVEL VIDEO INSERVICE COQURSE
£850.00 plus $1O 00 shipping and packing

10 DAY FREE-PREVIEW PERIOD: !f you are not completely satlsf:ed w;th the materials, simply return them at the
end of lhe free-preview period. This trial period is strictly for preview purposes.

Flease send the Inservice Course so that my preview period falls between ______ _and ___
that the materials will not be available for preview belween August 20 and September 10.

SEND AN ELEMENTARY LEVEL VIDEO INSERVICE COURSE TO:

- SchooilDlstrlct
Add_ress

SEND TO: INSTRUCTEONAL RESOURCES 78340 HaEderman Cottage Grove, OR 97424 (503} 942-8566

ORDER FORM

... Please note

E Specify 2" tape format: VHS Beta
_ Purchase order enclos_ed
" Bill district at end of preview period
.1 am not ready to arder. Please send

" additional information.

Eff@@tﬁve GK’ admg === Continued from Page 3 wmm=

need to be reminded to stay on
task. A loss of points in these
areas simply tells students that
they need to remember to be self-
disciplined.

e [ate work® A loss of -points for
late work is a clear demonstration
to students that they are account-
able for turning in wark at a spe-
cified time, Students should auto-
matically lose the designated
points for the day, plus have a
percentage of the points possible
on the assignment. For example,
the student might lose two par-
ticipation points for failing to
have the assignment ready on the
day it was due, and 10% of as-
signment’s value.

o Unexcused absences ¢ 1f students
have an unexcused absence, they
obviously have not taken advan-
tage of the opportunity to earn
points. Therefore, students earn
no participation points and are
given no opportunity to make up
the points.

o Fxcused absencos © I students have
an absence, they lose points, but
are allowed to earn the credit
they have missed through a

~make-up assignment. This pro-

cedure is not designed to penalize
the students who are ill, It is
designed to demonstrate that class
time is valuable. When class time
is missed, less learning takes
place. Thus, a small extra credit
assignment must be completed to
compensate for the lost time.
Students will learn that they are

- accountable for making up class

time, and that absences are only
worth while when unavoidable.

This procedure should also ap-
ply to students whe miss class
due to involvement in sports, stu-
dent government and other extra
curricular activities. Students
should understand that participa-
tion in these activities is legit-
imate, but that they are still ac-
countable for class time,

If at any point, you have a stu-
dent who has a serious iliness, ex-
ceptions should be made. If a stu-

~dent is out of class over an ex-
‘tended period of time, award per-

formance points as regular work
is made up.

Some administrators object to
this procedure of requiring make-
up work to be able to earn the

-participation points. Be sure to
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d. Identify the types of
behaviors
that demonstrate excellent part-
ticipation and effort and deter-
mine the number of additional
points earned,

clear this procedure with your
district administration before im-
plementing this aspect of the
grading system. If you are not al-
lowed to require make-up assign-
ments for missed class time, you
will simply have to give the full
puints to any students with ex-
cused absences.

°® Sent aut of cluss ©  If a student is sent

out of class, she has lost the opportunity

to earn performance points for the day,

and has been penalized for the severity

of the disruption.

Figure 2 is an example of how an

e. ldentify factors that wili
result in failure to earn points
and determine the number of
points that will not be earned.

f. Identity Factors that will
result in bonus points and iden-
tify the number of bonus points

eighth prade history teacher might earned,
award points. Use this form, or simply  gTEpP 4
follow the suggestions below. Assign  weekly  performance  points,

At the end of the week, your Weekly
Record form will have all of the infor-
mation you need to determine the stu-
dent's performance points. Simply
follow the steps below.
a. Begin with the number of
points students can earn for
average performance.

a. Note the participation and ef-
fort percentage.

- b. Note the total weekly
performance points,

c. Identify the types of
behaviars that demonstrate
average student performance
and determine the number of
points students will earn for
average performance (80% of
total points).

b. Add the appropriate number
of points for each notation of ex-
cellence.

Continved on Page 5
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The Paideia Proposal: An Educational
Manifesto.

by M.}. Adler

Macmillan, New York

1982 (84 pp.; 52.95)

Padeia Problems & Possibilities: A Con-
sideration of Questions Raised by the
Paideia Proposal.

by M.]. Adler

Macmillan, New York

1983 (82 pp.; 53.95)

The Paideia Program: An- Educational
Syllabus.

by M.]. Adler and Members of the
Paideia Group.

Macmillan, New York

1984 (183 pp.; $4.95)

People who like alliteration, trilogies,
or boxed sets of backs will like this ser-
ies. (The box is missing, but you can
always make your own.) Those who like
substance in their professional reading
will find this collection woefully lacking.

One might guess that in a:three vol-
ume set totaling less than 350 pages, the
to articulate a mes-

sage which is elegant in its simplicity and
compelling in its clarity. If so, they have
fallen short on both counts, The books
are mostly empty —literally. There are
numercus blank pages which merely pad
the emptiness of thought and the ar-
ticulation of the obvious appearing on
the other pages. Those pages which are
filled add little to our knowledge about
or committment to effective schooling

for all children—the central thesis of the -

three volumes. Each volume explains
that the Greek term, “paideia”, refers to
the upbringing of a child and "the gen-
eral learning that should be the posses-
sion of all human beings”.

The Paideia Proposal  discusses a
philosophy of education cornecting the
quality of life with-the quality of school-
ing. (So far, so good.) It goes on to ar-
ticulate several global essentials of basic
schooling, (By now, not so good.} The
book goes on to address teacher train-
ing, the role of the principal, higher edu-
cation, earning a living, and the future
of education—in about 2-4 pages each.
To do this, one must either write ex-
tremely " efficiently or say almost

nothing. The book does both

The second volume, Paideia Problens
artd Possibilities, is even more resistable.
It consists of 25 pages of background in-
formation on the Paideia Proposal, 31
questions and answers about the cur-
riculum framework of the proposal, and
7 “problem areas” and comments re-
lating to implementation of the pro-
posal, The questions and problems are
the kind which one would expect from a
“confederate” planted into an audience
one is addressing. They do not provide
the kind of balanced treatment which
the volume title suggests they might.

Volume three, The Paideia Progrom,

-provides somewhat more specificity. It

discusses three kinds of teaching {semi-
nars, coaching, and didactic
instruction), ten common subject areas,
and several guidelines for recognizing
and structuring a Paideia School. It ap-
pears that the reader is expected to be
able to reform a school along Paideia
lines after completing the three volume
sceries, However, the books do not pro-
vide sufficient details for doing so.
Don't get me wrong, There are some
things about the books that | like, T like
alliteration. And I like boxed sets of

Effective Grading Continued from Page 4 smmmmmm—"

c. Subtract the appropriate _
number of points for each nota- -
tion of inappropriate behavior.

d. Record the total number of
points earned on the weekly
record sheet.

In locking at a filled in form (as in
Figure 1), it may appear to require a lot
of work to use the form and determine
the point totals. The first week of using
the form will be like learning to do any
new task. [nitially, it may be difficult,
but with use it will become more
automatic and easier. With practice, all
of the coding of behavior becomes a ha-
bit that requires no additional time or ef-
fart from your teaching day, and awar-
ding the points at the end of the week
will take ne more than five minutes at
the end of class. '

STEP 5

Design a procedure for giving students
their weekly  classroom perfornmance
grade. Before students leave on Friday,
they should be given their weekly per-
formance points. [f students do not
receive feedback about their classroom
performance until Monday, the time
delay may weaken the pracedure,
Students need frequent and consistent
feedback. :

Towards the end of the period each
Friday, plan to spend five minutes figur-
ing out student performance points.
During this time, students should be
engaged in an independent task. Once
vou have determined each student’s
‘weekly performance points, there are
several different ways to actually give
students their points. The major con-
sideration is that students have an op-
portunity to see how their:grade was
determined.

baoks. 1 even made a wooden box once
for a three-valume series that came with-
out one. I also like light tan or cream-
colored things with brightly-colored,
boldly centrasting words or designs on
them. But when it comes to professional
reading, 1 like substance as well as the
next person.

A Paideia suppaorter might counter my
criticisms by saying that | do not fully
understand the Paideia system—that |
am overlooking the significance of the
approach, OFf course, they would be
right. [ do not fully understand much of
anything which is not fully articulated,
and | often overlook the significance of
things stated only in general terms or of
things [ have seen or heard stated many
times in many other places. In my simple
mind, that is simply the way [ perceive
the content of these books. Maybe there
is something significant in this series that
I am overlooking. If so, maybe someone -
will wake me up to it by hitting me over
the head with one of the books—or with
all three. At 350 pages all together, that
wouldn’t hurt too much, Besides, many

“of the pages are empty . . .

Reviewed By Stan C Paine

Past the vak_[y Record Fl_H'm_S_O that

“each student can see their ‘performance
marks and the point tatal for the week.

The major advantage of this procedure
is that weekly performance points do
not have to be transferred to another
sheet, and students can see exactly how
their performance points were deter-
mined. The major disadvantage is that
everyone's performance points are visi-
ble to everyene in the class. This lack of
privacy can result in teasing, or may
result in some students bragging about
poar performance grades.

Provide students with identification
minnbers, Post the Weekly Record Sheet,
but cover students’ names with another
sheet listing the corresponding iden-
tification numbers. This procedure en-
sures privacy and also does nat require
any transferring of performance points
or performance marks. The major disad-
vantage is that it will take time to
organize the system so that students
know their numbers, However, once the
system is set up, a single cover sheet can
be used week after week with all of your
classes.

Conclusion

A monitoring system must show
students that their daily participation
and behavior is important enough for
the teacher to observe and record the
performance of each indvidual in class,
This forces the teacher to clearly teach
behavioral expectations. In addition, it
forces the teacher to give feedback to
every student, at least once per week, on
the degree to which expectation are be-
ing met. When most students realize that
the teacher is continually and objective-
I monitoring their behavior, they try to
meet the teacher’s expectations.

. Flgure .2.
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- Reading Mastery Seatwork
Reading Mastery Testing
- and Management System

‘These two special

“supplements are a direct
result of suggestions that
~SRA has received from

- teachers like you. . . time

- and work saving ideas to
“help you —

Teach to mastery — easily,
with greater confidence
Track each student’s progress

— conveniently,
- objectively
- Provide practical, practice
activities that are fun —
without time-consuming

.. preparation

-;:-..Hete’é-ﬁhat'each-new e

- product offers: -

E Readihg_Mast;ery Seatwork || ;

Fun and motivating activities
that reinforce and extend
skills in Reading Mastery:
Distar Reading [ and 1]

Everything you asked for
is provided. :

The special print (ortho-
graphy), reading vocabulary
and skills sequence are
carefully comrelated with
lessons in Reading Mastery.

The blackline master format
is convenient to use and saves

you money.

~Each book of 160 activitie
" is a real work saver. '

Activities are ready to use

. and require only minimal
teacher direction.

Instructions are printed on
each page.

~ 8kills include:

Decoding and
Comprehension Readiness

- Sound and Letter

Identification
Word ldentification

_Sentence Structure

‘Literal Comprehension
Inferential Comprehension

Components:

1 Book of Blackline Masters
(160 Activities) for each level

Reading Mastery Testing
and Management System

Compact, easy-to-administer
tests that students complete
throughout the school year

Testing and tracking
student progress couldn’t
be easier. '

Testing begins with the
placement test and continues
with mastery tests after every-
20 lessons.

Each paper-pencil mastery
test is group-administered
and requires only 20 minutes
to complete.

By using test results, you can
quickly identify the specific
skills students have mastered.

" The complete system

‘helps you ensure .
‘continued success.

Each Student Book contains
an individual skill profile
chart for convenience in
tracking student progress
and showing minimum
competencies.

The Teacher's Book contains
charts that objectively
measure individual and group
performance. . . remedial .
exercises for students who
need them.

- Components:

Each test package contains
1 Teacher’s Handbook and
15 Student Books

~ These products offer the
outstanding quality you've
come to expect from SRA.
Order today and make
Reading Mastery even more
successful for you and your
students,

| Fééd the .
2. g5 up 1o the
*3. dan .
4. mom will €.t .
5. socks Fit on .

Mail this form to:

Schoo! Division, SRA, 155 N. Wacker Drive, Chicago, Ilinois 60606
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— . 766110 Reading Mastery | Test Package 15.00
—0o 7-66120 Reading Mastery !l Test Package  15.00 —_—
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indirectly teach their children to read.
Many do successfully. It is suspected
that computers will have an effect on
early learning before too long.

During the school years, parent in-
volvement with a knowledge of what
goes on at school is associated with hav-
ing better readers. Parents can and do
play a critical role in their children’s
development of reading skills. Perhaps
we need more active plans to encourage
effective parental practices.

Kindergarten Reading Instruction

Those of us involved with Direct In-
struction since the days of the Bereiter-
Engelmann Preschool (1964} and
through 17 years of Follow Through
know well that kindergarteners can be
taught to read and to enjoy their skills.
Twenty-one years later, the Conumnission
on Reading is {as far as we know) the
first National professional group to en-
dorse the teaching of a systematic ap-
proach to reading in kindergarten.
“Based on the best evidence available at
the present time, the Commission favors
a balanced kindergarten program in
reading and language that includes both
formal and informal approaches. The
important point is that instruction
should be systematic but free from un-
due pressure” (p. 29-30). The children
least ready for systematic reading are
typically those whaose woral language
skills are poorly developed. For these
children, ample oral language experi-
ences should be undertaken first. This
experience is especially important for
children coming from non-English
speaking homes. Children also need to
learn concepts about written language
and its functions—what words and sen-
tences are and can do—so that they have
some idea of what adults mean when
they talk about reading. Take the letters
STOP. Children need to learn early the
relation to the spoken ward "stop”, and
its meaning. With great variation in the
entrv skills of students, kindergarten
teachers (like all teachers) need to be
able to assess student skills and then
build on them. '

Durkin (1268 has pointed out that for
some children {(“the pencil-and-paper
kids™}, learning to read is a by-product
of a desire to write. Writing experiences
{not emphasizing good style) are recom-
mended for kindergarten. Simple word
processors are already making their way
inte kindergarten settings.

First Grade Reading—Basal Readers
“The observation that basal programs
‘drive’ reading instruction is not to be
taken lightly. These programs strongly
influence how reading is taught in Amer-
ican schools and what students read” (p.
35}, It has been estimated that 75 to 90
percent of what goes on in reading is
controlled by basal reading programs.
Five of them are said to control 75 per-
cent of the market. Early in this century,
nearly all students were taught to read
through phonic analysis. . . . educa-
tors such as William 5. Gray were
responsible for turning American
schools away from what they perceived
to be the ‘heartless drudgery’ of the
traditional approach. In its place, Gray
and others advocated the look-and-say
approach, The thinking was that chil-

Continued from Page 1

dren would make more rapid progress in
reading if they identified whole words at
a glance, as adults seem to do” (p. 36),
Since the mid-fifties, this position has
been under attack through such works
as Rudolph Flesch's (1955) Why Jolmny
Can't Read and Jeanne Chall's {1967}
classic review of the research literature
Learning to Read: The Great Debate.
Chall concluded that the evidence
strongly supported the superiority of
reading programs that taught phonics as
one component of the program, "The
picture that emerges from the research is
that phonics facilitates word identifica-
tion and that fast, accurate word iden-
tification is a necessary but not sufficient
condition for comprehension”™ (p.
37-38), Most publishers have now incor-
porated some form of phonics into their
programs, but for many it is little more
than “window dressing” (Flesch, 1981).

How Should Phonics Be Taught?

The Commission Report spends a con-
siderable space reviewing approaches to
teaching phonics. They first note that
approaches based on stating rules are
counter praductive, Students need to be
able to say the sounds given the letters,
not the rules. Second. they note that
many programs teach skills the students
can already perform, and they teach un-
needed low-frequency combinations. In-
struction should focus on the regular
letter-to-sound correspondences and the
maost important irregulars.

There are two major approaches to
teaching phonics—the “explicit!’ and

" “implicit” approaches.-The implicit ap-

proach never “says” sounds in isolation.
The explicit approach does, With the ex-
plicit approach, it is important to teach
how to blend the isolated sounds. "Re-
grettably, an analysis of published read-
ing programs concluded that several
incorporate  procedures for teaching
blending that are unlikely to be effective
with many children” (p. 39). The maost
widely-used reading programs employ
implicit phonics, but many teachers
teach the explicit sounds
anyway—"That's how they hear it
best." Some children taught with im-
plicit phonics have trouble hearing some
sounds like the short /i/7 in “sit”.

" “Ironically, therefore, implicit phonics

may actually presuppose what it is sup-
posed ta teach™ (p. 40). A possible prob-
lem with explicit phonics is saying some
sounds in isolation, as when the sound
for b becomes /buh/. {(While we have
experienced some difficulty in teaching

sounds to teachers, DISTAR uses rhym-

ing formats to get around the problem of
introducing stop sounds like ‘buh/ at
the beginning of a word.). The Cammis-
sion admits the problem may be more
hypothetical than real.

Kenneth Goodman (1976) and Frank
Smith (1973} have criticised the phonetic
approaches because “they take the child
away from meaning.,” The Commission
repart peints out that such a position is
not inherent in phonetic approaches.
Some programs have gone too far in
pushing phonic instruction—far beyond
the point where the student had enough
sounds to be reading meaningful words
and sentences. “Quite likely the problem
is simply a by-product of the fulse
dichotamy (emphasis added) between

phonics and meaning that has demi-
nated the field of reading for so many
years” {p. 42} ‘

Another criticism of many phonics
programs is that the words the children
are reading have little relation to the
phonics they are learning. Thus, they do
not pet the practice needed for reading to
become more automatic,

What works best? “The trend of the
data favors explicit phonics” {p. 42}
While suppoerting explicit phonics, the
Commission also notes the importance
of iflustrating sounds by also presenting

them in words which serve as exemplars..

There is a considerable need to improve
the quality of the instructional design in
mast basal readers on the market today.
The Commission is also quite critical of
the quality of the stories in basal series,

Comprehension in Beginning Reading

The Commission concludes the chap- -

ter on Emerging Literacy with a review
of evidence on aspects of commaon read-
ing group practices. The typical lesson
has a preparation phase where new
words, ideas, and motivating questions
can be introduced. Next, comes reading
in the group, then discussion, and finally
back to a seatwork assignment.

A problem with most preparation

-phases is that not enough attention is

given to developing the backgroumd
knowledge needed to understand the
story. “Don’t have time” is the excuse,
Children remember what they have just
read better when background is provid-
ed during the preparation stage,

In the reading phase; students take
turns reading (usually round robin is
better than using valunteers), “There is
no substitute for a teacher who reads
children pood stories. It whets the ap-
petite of children for reading, and pro-
vides a model of skillful vral reading. It
is a practice that should be continued
throughout the grades” (p. 51}. As oral
reading develops, more silent reading
should be planned for. A strong recom-
mendation for improving fluency is to
have the students read a passape silently
befure reading it vut loud. Also, reading
the same passage several times can im-
prove fluency. )

In the discussion phase, comprehen-
sion instruction may be provided
(although few do}, phonics lessons are
given, and seatwork is explained. Teach-
ers rely heavily on their manuals in
leading discussions. Analysis indicates
that many of the questions provided are
“too general, leading the children afield;
or tivial, focusing their thinking on
unimportant details. ‘

“While questions during the prepara-
tion and discussion phases of a reading
fesson are important, these do not sub-
stitute for active, direct instruction. In
direct instruction, the teacher explains,
models, demaonstrates, and illustrates
reading skills and strategies that students
ought to be using. There is evidence that
direct instruction produces gains in
reading achievement beyond those that
are obtained with less direct means such
as questions” (p. 56).

Reéading lessons penerally should
stress “Making connecticns” with what
you, understanding, and appreciation of
the content of the story.

Extending Literacy
This section of the report critically ex-
amines the gquality of textbooks related
to subject matter areas and literature,

‘the nature of teacher instruction, and

opportunities for meaningful practice.
While recognizing the potential value
of “readability formulas” in the attempt
to control the difficulty level of texts, the
Commission points out that these for-
mulas deo not examine other aspects of
writing that affect comprehension—such
as logical organization and clarity of
sentence structure. Examinations of texts
show that many fail to “lay bare the fun-
damental structures of history, geogra-
phy, health, and science . . " {p. 68).
Many texts are poorly organized, con-
sisting of little more than "lists of facts
loosely refated to a theme. Abrupt, un-
motivated transitions are frequent. Text-
books are as likely to emphasize a trivial
detail or a colorful anecdote as a fun-
damental principle When text-
books make clear the conncctions be-
tween motive and action, form and
function, or cause and effect, students

‘understand better” {p. 69).

In examining the research on teaching
practices that help extend literacy, the
Commission recommends directly teach-
ing critical concepts and reasoning pro-
cesses, “Direet instruction needs to be
distinguished from guestioning, discus-
sion, and guided practice. Direct instruc-
tion in comprehension means explaining
the steps in a thought process that gives
birth to comprehension. Tt may mean -
that the teacher models a strategy by
thinking aloud about how he or she is
poing about understanding -a passage.
The instruction includes information en
why and when to use the strategy. In-
struction of this type is the surest means

- of developing the strategic processing

that was identified earlier as characteris-
tic of skilled readers™ {p. 72). The report

* summarizes a number of studies where

directly teaching strategies for attacking
text led to the learning of generalized
strategies that improved comprehen-
sion. The Commission recommends that
such strategies be embedded in social
science and science lessons and that
teachers be given training in how to use
these relatively "new" direct approaches
to teaching comprehension strategies.
The report next examines activities
where students can  get -independent
practice in reading. They ‘are very
critical of typical seatwork activities ™
which eccupy 70% of the time available
for reading, or about an hour per day.
The activitics often have little value in
teaching réading (as when the students
are asked to underline the most frequent
consonant in a sentence). In contrast,
students average only 7 to 8 minutes a
day in silent reading.The research sug-
gests that the amount of time devoted to
workbooks or worksheets is unrelated to
year-to-year gains in reading proficien-
cy. The amount of time spent on silent
reading out of school is consistently
related to gains in reading achievement.
However, a study of fifth graders show-
ed that most students read very little aut
of schoal—50% average 4 minutes a day
or less, while they average 130 minutes a
day watching TV, The research suggests

Continued on Page 8
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that independent reading may be a ma-
jor source of vocabulary growth. They
conclude that access to good books
needs to be improved and silent reading
should be encouraged more at both
home and school.

Children read more books when
someone helps to interest them in
specific books, when guidance in choos-
ing books is provided, and when time
for reading is set aside.

Writing is an activity that supports
the development of reading skills. One
recent study of elementary school stu-
dents showed that “only 15% of the

_ school day involved any kind of writing
activity. Two-thirds of the writing that
did occur was word for word copying in

workbooks. Compositions of a para-

graph or more in length are infrequent
even at the high school level” (p. 80).
Students need to be encouraged to write
more. “Writing is most beneficial when
students have a reason to communicate
to a genuine audience” (p. 81).

The Teacher and the Classroom

As most readers.of ADI NEWS should
know by now, effective teachers “sched-
ule reading and writing activities as a
priority, move through materials at an
appropriate pace, stimulate and sustain
children’s attention, and arrange for
high rates of success” (p. 92). The report
examines research on grouping practices
and concludes that many current prac-
“tices slow the progress of lower perform-
ing children rather than facilitating it.
An improvement in the quality of small
group instruction-is needed and students
should not be "locked into” their reading
group for other instruction.

Testing and Reading Instruction

In examining the roles of norm-
referenced and criterion-referenced tests
in reading programs, the Commission
notes that better reading programs tend
to use tests more. They suspect that the
tests help to motivate teachers to be ac-
countable through the feedback they
provide. The report is critical of the use
of criterion-referenced tests in mastery-
learning type programs where reading is
broken down into a series of subgoals.
The Commission does not believe that
learning to read involves learning one
skill, adding another, adding another,
etc. Rather, they see learning to read as
involving the “close knitting of reading

 skills that complement and support ane
another” (p. 97). (My own view is that
some mastery approaches have frag-
mented the learning process, but this
need not be the case.) Norm-referenced
tests are seen as useful, but may distract
from the major goals of teaching reading
if instruction focuses on just doing well
on the tests. They suggest: ’

“A more valid assessment of basic
reading proficiency than that provided
by standardized tests could be obtained
by ascertaining whether students can
and will do the following: Read aloud
unfamiliar selections from grade-appro-
priate social studies or science text-
books; explain the plats and motivations
of the characters in unfamiliar, grade-
appropriate fiction; read extensively
from books, magazines, and newspapers

during leisure time. A simple, practical

suggestion is for teachers to tape record

the oral reading of each child three times
a year and keep the tapes on file for di-
agnosis and reporting to parents” (p.99}.

Teacher Education and Professional
Development

The Commission points to the inade-
quate time devoted to formal learning
and applications in most teacher prepa-
ration programs. In elementary educa-
tion, only about one-third of the under-
graduate program js devoted to educa-
tion courses, including “foundation
courses”. The foundation courses are
often criticised as being too theoretical
{taught often by teachers who are not
familiar with classrooms). In contrast,
the practica courses are often seen as too
simplistic. At best, two courses are di-
rectly related to reading (Reading and
Language Arts). The Commission be-
lieves teachers need more preparation in
reading and other areas and recom-
mends that S-year training programs be
instituted.

On-going professional development
efforts often miss the mark. The more
successful approaches involve multiple
contacts with consultants over a period
of time, including visits to classrooms. [t
alset is helpful if a group of teachers band
together and give mutual support in
learning new strategies. Provisions for
assisting the new teacher’s entry into the
profession should also be undertaken,
Experienced, effective teachers might be
assigned as mentors during the first year
or two. }

The closing note before the recom-
mendations focuses on The Ethos of Ef-
fertive Schools, Effective schools have
vigorous instructional leadership, usual-
ty from a principal. Yet, the report notes
that in some states, principals do not
even have to know how to teach read-
ing. Effective schools “have high but
realistic expectations about the progress
that students will make in reading.” Ef-
fective schools “are characterized by
school pride, collegiality, and a sense of
community.” Effective schools have “or:
der and discipline.” Effeclive schools
"maximize the amount of uninterrupted
time available for learning” (pp.
113-114),

. Recommendations

“The more elements of good parent-
ing, good teaching, and good schooling
that children experience, the greater the
likelihood that they will achieve their
potential as readers. The Ffollowing
recommendations encapsulate the infor-
mation presented in this report about the
conditions likely to produce citizens
who read with high levels of skill and do
so frequently with evident satisfaction.

Parents should read to preschoo! chil-
dren and informally teach them about
reading and writing. Reading to chil-
dren, discussing stories and experiences
with them, and—with a light

touch—helping them learn letters and

words are practices that are consistently
associated with eventual success in read-

ing,

Parents should support school-aged
children’s continued growth as readers.
Parents of children who become suc-
cessful readers monitor their children’s
progress in school, become invelved in
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school programs, support homework,
buy their children books or take them to
libraries, encourage reading as a free
time activity, and place reasonable
limits on such activities as TV viewing.

Preschool and kindergarten reading
readiness programs should focus on
reading, writing, and oral language.
Knowledge of letters and their sounds,
words, stories, and question asking and
answering are related to learning to
read, but there is little evidence that such
activities as coloring, cutting with a
scissors, or discriminating shapes (ex-
cept the shapes of letters) promote
reading development.

Teachers should maintain classrooms
that are both stimulating and disci-
plined. Effective teachers of reading
create a literate classroom environment.
They allocate an adequate amount of
time to reading and writing, sustain
children's attention, maintain a brisk
pace, and keep rates of success high.

Teachers of beginning reading should
present well-designed phonics instruc-
tion. Though most children today are
taught phonics, often this instruction is
puorly conceived. Phonics is mare likely
to be useful when children hear the
sounds associated with most letters both
in isolation and in words, and when they
are taught to blend together the sounds
of letters to identify words. In addition,
encouraging children to think of other
words they know with similar spellings,
when they encounter words they cannaot
readily identify, may help them develop
the adult strategy of decoding unknown
words by analogy with ones that are
known. Phonics instruction should. be
kept simple and it should be completed
by the end of the second grade for most
children,

Reading primers should be interesting,
comprehensible, and give children op-
portunities te apply phonics. There

‘should be a close interplay between

phonics instruction and reading words
in meaningful selections. But most prim-
ers contain too few words that can be
identified using the phonics that has
already been taught. After the very
earliest selections, primers should tell
complete, interesting stories.

Teachers should devote more time to
comprehension instruction. Teacher-led
instruction in reading strategies and
other aspects of comprehension pro-
motes reading achievement, but there is
very little direct comprehension instruc-
tion in most American classrooms.

Children should spend less time com-
pleting workbooks and skill sheets,
Workbook and skill sheet activities con-
sume a large proportion of the time allo-
cated to reading instruction in most
American classrooms, despite the fact
that there is [ittle evidence that these ac-
tivities are related to reading achijeve-
ment. Workbook and skill sheet ac-
tivities should be pared to the minimum
that actually provide worthwhile prac-
tice in aspects of reading,.

Children should spend more time in
independent reading. Independent
reading, whether in schoal or out of
school, is associated with pains in
reading achievement. By the time they
are in the third or fourth grade, children
should read independently a minimum
of two hours per week. Children’s read-
ing should include classic and maodern

works of fiction and nonfiction th:
represent the core of our cultur
heritage.

Children should ‘spend more tim
writing. Opportunities to write mor
than a sentence or two are infrequent i
most American elementary school clas:
rooms. As well as being valuable in il
own right, writing promotes ability i
reading.

Textbooks should contain adequat
explanations of important concepts
Textbooks in science, social studies, an:
other areas should be clearly written
well-organized, and contain importan
information and concepts. Too many o
the textbooks used in American class
rooms do not meet these standards.

Schools should cultivate an ethos tha
supports reading. Schools that are effec
tive in teaching reading are character
ized by vigorous leadership, high expec
tations, an emphasis on academic learn
ing, order and discipline, uninterruptec
time for learning, and staffs that worl
together.

Schools should maintain well-stockec
and managed libraries. Access to in
teresting and informative books is one o
the keys to a successful reading pro
gram. As important as an adequate col
lection of books is a librarian who en.
courages wide reading and helps matct
books to children, :

Schools should introduce more com:
prehensive assessments of reading anc
writing. Standardized tests should be
supplemented with assessments of read-
ing fluency, ability to summarize anc
critically evaluate lengihy selections, the
amount of independent reading that
goes on, and the amount and quality of
writing,

Schools should attract and hold more
able teachers. The number of able peo-
ple who choose teaching as a profession
has declined in recent years. Reversing
this trend requires higher admissions
standards for teacher education pro-
grams, stronger standards for teacher
certification, improved working condi-
tions, and higher teachers’ salaries.

Teacher education programs should
be lengthened and improved in quality.
Prospective elementary teachers do not
acquire an adequate base in either the
liberal arts and sciences or in pedagogy.
They get only a fleeting introduction to
the knowledge required for teaching
reading. Teacher education programs
should be extended to five years and the
quality and rigor of the instruction
should be increased.

Schools should provide for the con-
tinuing professional development of
teachers. Schools should have programs
to ease the tranmsition of novice teachers
into the profession and pregrams to
keep veteran teachers abreast of advanc-
ing knowledyge,

America will become a nation of read-
ers when verified practices of the best
teachers in the best schools can be in-
troduced throughout the countrv” (pp.
117-1201.

Copies of Becoming a Nation of
Readers may be ordered for $4.50 cach
tadd 51.00 if overseas) in U.S. fumds
pauable to The University of s
-BNR. Send check or money order to Be-
caming a Nation of Readers, P.O. Boa
2774, Station A, Champaign. Hlinois,
0l820-8774,
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Educational researchers are slowly
entifying a repertoire of effective
anagement practices for administra-
rs and teachers that facilitate learning
itcomes. Another crucial, though rela-
sely neglected, set of practices has to
y with the content and organization of
structional materials themselves. The
eation and application of these prac-
-es are left largely to content experts
yd publishers. Although instructional
signers claim that these practices are
ithin their area of expertise, publishers
el that conventional instructional
sign methods, like behavioral objec-
ses and task analysis, are too limited
i tend to avoid them.
The present paper explores those limi-
tions and then offers an alternative ap-
‘oach to instructional design based on
heory of Instruction (Engelmann &
arnine, 1982). The example selected to
ustrate these points, constructing and
itiquing arguments, was not chosen
icause of the current popularity of
asoning skills, but with the need to
ace the reader in the role of a student.
dults often have difficulty appreciating
»w methods for organizing instruction-
material influence the difficulty of
arning. The importance of design prin-
ples can best be appreciated when
arning is demanding, a common situa-
on for students. Relatively difficult
wmtent, like the ten symbolic arugment
rms in Table 1, is required to put
luits in the role of students.

Conventional Instructional Design

A familiar method in conventional
sign is writing behavioral objectives.
behavioral objective for drawing con-
usions from evidence might go some-
ing like this: Given three sets of
‘idence, the student will write three
irrect conclusions. The behavioral ob-
ctive specifies the conditions under
hich the behavior occurs, the behavior
self, and a criterion of acceptable per-
rmance. Behavioral objectives clarify
here students are traveling, bul not
yww teachers can help the students on
eir journey.
Another conventional design method,
sk analysis, addresses the "how-to’s”
instruction, Hierarchical task analysis
sagne, 1970) breaks a task or activity
to components, identifies preskills,
1d sequences the preskills and compo-
:nts, In using task analysis to teach
udents to draw conclusions, the de-
zner might first preteach important vo-
bulary including arugment, evidence,
d conclusion:

All A are B, .
rgument {A]i B are C.} Evidence
All A are C.} Conclusion

The truly pivotal concepts in argu-
ents are some, all andrno. Look at the
iddle column of boxes in Table 2. In
agram 1b in Table 2, the word some
iows that one class overlaps another.
. diagram 2b the word all places one

The Logic of DI Design

esig|

Table 1. Ten Forms of Syllogisms in Which the Conclusion

Begins with Some, All, or No

1. All A are B,
Some A are C,
8. All A are B,

Some C are A,

1. All A are B, 2. All A are B, 3. All A are B,
All B are C. Some A are C. No Bare C.

5, All B are C. 6. All A are B, 7. All A are B,
All A are B. Some C are A, No C are B.

a. All A are B, 10. All A are B,

No B are C. No Care B,

class inside another, In diagram 3b the
word no shows exclusion, Overlap, in-
clusion, and exclusion are the primary
ways one class can be related to another,

Instruction on these three relational

concepts would come first when teach-
ing the students to draw conclusions
from evidence. Then the ten individual
argument forms in Table 1 would be
presented, one at a time, as a way of
creating small instructional steps. Stu-
dents would be tested on one argument
form before encountering a new form.

Table 2. lllustration Same, Alf, and No Structure

Evidence

Conclusion

1a, Allmenare

1b. Some men have

1¢. Some humans have

human.

Human

Men

require oxygen,

Require Oxygen

Human

human. brown hair. brown hair.
or,
Some brown haired
things are buman.
Human
Men Human
Men Brown Brown
Hair  «f Hair .
2a. Allmenare 2b. All humans 2c. All men require

oxygen.

Require Oxygen

Men

3a. All menare

3b. No birds are human

3c. No birds are men

human. or, No'men are birds.
Human
Human Birds Birds
Men ‘ Men
Table 3. Models of Valid and invalid Arguments
Valid Argument
— Evidence Conclusion
All basal publishers No adults are children. No basal publishers
are adults. ' are children.
A
A c o

[oe |

m

Invalid Argument

All basal publishers
are adults.

A

i_np"l

No basal publishers
are bums,

No adults are bums,

(=]

No N are I,

®® . ® ®

First a demonstration:
“Here are two statements of
evidence:

No N are [,
All M are I,

The conclusion is No N are M,
We can use diagrams to show the
evidence and the conclusion.

AllMare I’ No N are M.

Then comes teacher-directed practice:
Read these two statements of
evidence,

All S are R.
NoRareT..

Raise your hand when 'you've figured
out the conclusion.

If you have trouble, draw a diagram
for each statement,
What's the conclusion? . .
S are T.

{The teacher gives immediate feed-

. Yes, No

back, correcting mistakes by drawing
diagrams of each sentence.)

Next would come independent prac-

tice:

Write the conclusion for each argu-

ment.

No A are B.
All C are B.

All W are X.
No X are Y.

All E are F.
No G are F.

The teacher would test students on

arguments with 2o before presenting
arguments
arguments forms would be presented
with demonstrations,
practice, and independent practice,

These

with some orall.
teacher-directed

After writing conclusions, students

would learn to critique arguments. The
teacher begins with a mode! of valid and
invalid arguments, like those in Table 3,
The teacher would explain why the first
argument in Table 3 is valid. "You've
learned to construct arguments like this
one. The second statement of evidence
excludes the large class adults from the
class children. Adults are excluded from
the class of children, so basal publishers,

Continued on Page 10
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_~ amples like those in Table 4.

Instructional [

who are within the class of adults, must
also be excluded from the class of chil-
dren.” This explanation is actually a re-

view, since the students will already -

have learned to draw conclusions.

The difficult teaching .comes in ex-
plaining invalid arguments like the one
at the bottom of Table 3. Since both
basal publishers and bums are in the
class of adults, the diagram for the sec-
ond statement of evidence can be drawn

. this way:

Adults

Basal
Bums

PublisAhers

In this diagram bumis is inside the class
adulfs.

The diagram for the conclusion {be-
low) shows bums outside the class
adults, The second statement of evi-
dence and the conclusion contradict

each other, so the argument cannot be

sound.

Adults

Bums

Following these explanations, the
teacher provides guided practice on ex-

i

Table 4.

All basal publishers are adults.
Some adults sell pornography.,
Some basal publishers sell pornography,

All basal publishers are adults.
All basal publishers sell books.
All adults sell books.

All basal publishers are adults,
No basal publishers are bums,
No adults are bums.

"Look ap the first argument. Is it
valid? . . . How about the second argu-
ment? . . . And the last argument? . . .”

Next comes independent practice.

Test yourself to see how much you
learned about constructing and critiqu-
ing arguments from the task analysis
presentation,

Draw a conclusion based on these
statements of evidence!

All A are B.
Some A are C.

AN D are E.
All E are F.

Aill G are H.
Ne H are [

Decide if each argument is valid:

All JTare K.°
No L are |.
No K are L.

- No PPare Q.
- AR are Q.
No IP are R,

All M are N.
No M are O.
No N are O.

If you found yourself haphazardly
trying to decide which arguments were
valid, feeling somewhat frustrated, you
discovered the major limitation of con-
ventional instructional design—the lack
of compelling strategies for working
problems. Even with demonstrations,
supervised practice, independent work
and other effective teaching practices,
the presentation for drawing conclusions
and then critiquing arguments would be
very difficult for many students, When
conventional instructional designers ap-
ply rather mechanical procedures (like
conducting task analyses to break in-
struction into parts), they often accept
unnecessarily awkward or complex or-
ganizations of instructional content
rather than imposing strategies that can
simplify the content for students. The
next section illustrates how a different
approach reorganizes instruction for
drawing conclusions and critiquing ar-
guments,

Theory of Instruction: Analytic Design

‘As far back as 1966 Jerome Bruner of-
fered criteria for instructivnal design,
two major ones being cconomy and
power. Economical instruction simpli-
fies what initially appeared to be com-
plex. For example, a? + b?* = c? simply
describes the relationship between the
sides of a right triangle. Power occurs
when students can apply what they learn
to a large range of problems. The Pytha-
gorean theorem applies to all sorts of

- problems in geometry, map making, etc.

Economy and power are the overriding
goals of analytic design. At the heart of
analytic design is stricture analysis and
integration analysis, which will be il-
lustrated with the reasoning skills exam-

ple.

Structure Analysis
A structure analysis identifies patterns

that account for the answers to prob-~

lems. A very simple example is addition.
In 4 + 2 =[], the pattern that accounts
for the answer 6 is counting four and
then counting two more. The analytic
designer often devises instruction in the
form of strategies that are based on
those patterns. For addition, the strategy
might be to: (1) make four lines, (2) note
the operational sign, (3} make two lines,
(4) count all the lines, and (5) then make
the sides of the equation equal by
writing a numeral in the box.

In carrying out a structure analysis for
the arguments in Table 2, the analytic
designer looks for patterns that account
for the two major dimensions of conclu-
sions: first, the key word at the begin-
ning of each conclusion and, second, the
classes that are named in the conclusion.

One way of creating a pattern is to
identify steps that can turn evidence into
a conclusion. One possible set of steps
involves drawing a diagram for the evi-
dence, First, students must learn to draw
diagrams for individual statements from
an argument. The teacher might say:

Here's a statement from ,an argu-
ment: ‘

Some dogs are mean animals.

The classes in the statement are
dogs and mican animals.
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The key word is some.

When the key word is some, the
classes overlap. ‘

Here's a diagram that shows how
the classes overlap:

Dogs

Mean Animals

Here's a different statement. The
key word is all: All men are human.
When the key word is all the smaller
class goes inside the larger class, The
smaller class is named first in the
statement. The class rmen is named
first, so mien must be the smaller
class. This diagram shows the smaller
class of men inside the larger class of
human,

Human

Men

Here's a different statement. The
key word is no.

No man are birds. When the key
word is no, one class is outside the
other class, This diagram shows the
class of men outside the class of birds:

Men Birds

. The students then draw diagrams for
- statements. The teacher guides them:
I'll read this statement: All roses
are plants, What's the key word? . . .
Yes, all. So what will the boxes for
the classes show? . . . Yes, the box for
roses will be inside the box for plants.
Draw a diagram for the statement.

Draw a diagram for this statement:

Some women are short.

Draw a diagram for this statement:

No birds are coldblooded.

Once students learn to draw diagrams
for single statements of evidence, they
are ready to draw a diagram that shows
how two statements of evidence are
linked: All men are human. Some mien
are brown-haired. First students draw a
dotted box for the class named in both
statements of evidence,

Then they draw solid-lined boxes for the
other classes named in the evidence,

All men are human.
Some men are brown-haired.

Human

The solid-lined boxes show the conc
sion: Some humans are brown-hairec

Apply the diagram-drawing stra
gies to this evidence:
All men are Juunan.
No humans are reptiles,
First draw a dotted box for the lir
ing class that appears in both sta
ments of evidence. Then draw sol
lined boxes for the other two class:
Check your diagram against the :
swer that appears after the referenc
Here's evidence with all as the k
word:
All men are human,
All humans are living thing;

Draw the dotted box and the sol;

lined boxes for the evidence, th

write the conclusion. {Check yo

answers by referring to Table 10.)

The presentation illustrates how t
analytic design: strategy meets t
criteria for economy: (1) the strate
leads to correct conclusions, and {2) t
strategy is relatively clear, simple, a;
brief.

Test the diagram-drawing strategy f
power by applying it to the full set of t
argument forms in Table 1. Draw a di
gram that links the two statements
evidence. Remember to first draw a de
ted box for the class names in both sta
ments of evidence. Then draw sol
lined boxes for the other two class
You can check your answers by referri:
to Table 5.

Integration Analysis

In integration analysis, the analy:
designer looks aliead to see how t
strategy derived through structure an:
vsis interacts with .other relat
stategics, in this case critiquis
arguments. The instructional design
compares the strategy for drawing co
clusions with a strategy students cou
use to critique arguments.

_ In making this comparison, the anal
tic designer finds that the strategy f
drawing conclusions will mislead sor
students when they critique argument
Table 4 contains arguments to be cri
qued. Students who apply the strate
for drawing conclusions may think tl
conclusions are sound, though they a
not. The first argument in Table 4 is: £
basal publishers are adults. Some adul
sell pornography. Sorne basal publishe

" sell pornography. The diagram can |

drawn in this way: Aduits appear
both statements, so it's shown as a dc
ted box.

7T T e v e 1
I ‘ |
: Adults :
{ I

Publishers

r
|

I

I

|

: Basal
|

|

I

I

L

Sell
Pornog-
raphy
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1. A11 A are B,
A11 B are C.

A11 A are C.

Table 5. Ten Forms of Syllogisms in Which the Conclusion Begins with Some, All or No

6. ATl A are B,
Some C are A,

Some B are C.

v}

9
1
1
]
—

| -
[,

o
o

9
t
|
!

>

P |

Some A are C.

Some B are C.

A11 A are B. 7. A11 A are B.

No C

are 3.

No A are C.

o]

T

|

1

1
|

P
Pl@

G

P|mo
e
@]

P ]

A11 A are B. 8.
No B are C.

No A are C.

Some C are A,

A1l A are B. B
o1
' {
N

Some C are B.

.1
Pl
|
£~

[of]

A1
Some A are C.

Some C are B.

A are B, 9. AN

A are B. -
|
No B are C. 1
[}
[ ]

No C are A,

O

'..————|

3w
| R

5. A1

AlT A are B,

A1l A are C.

B are C, 10.

ATl A are B.

No C are 8.

No C are A.

The conclusion in Table 4 is consistent
with the diagram for the evidence, yet
the conclusion is faulty. Basal publishers
do not sell pornography. The integra-
tion analysis has revealed a serious flaw
in the structure analysis. Thus, the pat-
terns found in the original structure
analysis of valid arguments must be
modified; the designer must redo the
structure analysis, this time inspecting
both invalid and valid arguments,

A kev to revising the original struc-
ture analysis lies in the fact that a dif-
ferent diagram can be drawn for the
evidence. The pattern for the revised
structure analysis is this: If wou can
draw a diagram for the evidence that
doest't match Hhe conclusion, yoirove
shotwn that the argunient is not valid.
We can illustrate the pattern with a dif-
ferent diagram of the evidence for the
first argument in Table 4.

All basal publishers are adults.
Some adults sell pornography.

Some basal publishers sell

pornography.
[T T Tt T T -'I
E Adults 1
| I
| |
| Basal i
l Pub- |
% lishers I
| 3
: Sell i
L e [ornog- __l
_____ raphy

The diagram shows the evidence. Yet

the classes for the conclusion, Basal
Publishers and Sell Pornography, do not
overlap. We cannot necessarily conclude
that some basal publishers sell pornogra-
phy. The argument is not valid.

In the revised structure analysis
students would be shown that a diagram
for invalid evidence does not match the
conclusion. The students would then be
tald to try to draw a diagram that
doesn't match the conclusion. If they
succeed, the argument is not valid, If the
diagram matches the conclusion, the ar-
gument is valid. Consider this example.
In the last argument in Table 4, the key

word is 1o, so the classes in the conclu-

sion should be outside of each other. Try
to draw a diagram for the evidence that
does not match the conclusion. First
draw a dotted box forthe class named in
both statements of evidence. Then draw
the other two classes, trying to show
bums inside adullts.
Here's the diagram:

All basal publishers are adults.
No basal publishers are bums.

No adults are bums.

Adults

Basal

Publishers Bums

[ —— )

The diagram shows the evidence. Yet the
diagram does not match the conclusion.
The argument is not valid.

Drawing diagrams to critique
arguments is difficult. Students require
lots of practice at trying to draw
diagrams that don’t match the conclu-
sion. Here's an argument for practice.
Draw the diagram to see if the conclu-
sion is valid. (Check your answers by
referring to Table 10.}

All A are B
No A are C
No B are C

The conclusion and the diagram don't
match, so the argument is not valid. See
if this argument is valid:

All A are B
No B are C
No A are C

The conclusion and the diagram match,
so the argument is valid.

You can tell if the analytic design
presentation-helped you draw conclu-
sions and critique arguments by retaking
the test you saw earlier.

Draw a conclusion based on these
statements of evidence:

All A are B,
Some A are C,

All D are E.
AllE are F,

All G are H.
No H are [.

Decide if each argument is valid:

All Jaare K.~
No L are .
No K are L.

No P are Q. -
All R are Q.
No I’ are R.

All M are N.
No M are O.
No N are O.

The revised structure analysis, based
on the integration analysis, leads to a
strategy that students can use to draw
conclusions and to critique arguments,
Though difficult, the strategy is both
ecenomical and powerful. The economy
results from the relative simplicity of
drawing a diagram for evidence. The
power is reflected in the strategies handl-
ing of both argument construction and
argument critiquing.

Comprehension of Primary Grade
Stories )

A structure analysis can also be ap-
plied to something as simple as primary-
grade stories. The analysis seeks pat-
terns that can serve as a basis for an in-
structional strategy, as was the case for
constructing and critiquing arguments.
Patterns that represent groups of stories
are called story grammars, These gram-
mars have been the basis for instruc-
tivnal strategies in a number of research
studies.! Typically, basal programs ap-
proach story comprehension by asking -
students questions from various skill
areas like sequencing, main idea, and
literal comprehension, Table 6 illustrates
several types of questions with a story
from a third-grade basal reader (Row-
lands 1082). Learning to answer these
teacher guestions is not the same as
learning to identify and organize impor-
tant information. The questions in Table
6 are clear and for the most part tap im-
portant information from the story, but
they don't necessarily lead students to
farm a gestalt of the story, What's need-
ed are strategies that lead students to
identify and organize important infor-
mation, on their own. These strategies
are particularly important when  the
students are reading independently.

Suppose a designer conducted a struc-
ture analysis on the stories summarized
in Table 7 and other similar stories. As
you plance over the story summaries,
note how diverse the staries are. A struc-
ture analysis for these stories would be
relatively useless because specific pat-
terns are almost impossible to identify.
The best the designer might come up
with is this pattern: stories tell about
things that happen. The pattern is too
vague to serve as a basis for a strategy.?

Continued on Page 12

Fuutnotes

1. These story patterns, called slory grammar by
Thorndvke (19774 and Mandier & Johnson
119771, who originated the research, have been
the fucus of instructional research by myselt
{Carnine & Kinder, in press) and others {Singer
% Twilan, 1082). Teaching basic patterns on
sury grammar appears to help students answer
comprehension questions, retell the stories they
read. and remember intormation from stories,

2 . This confusion ahout the structiere of passapes
and the purposes for reading ditterent passages
is not just a comprehension problem. This con-
fusion may also be the roat of students’ dif-
ticulties with expressive writing. Students who
den’t realize that they are to read and extract a
structare, a pestalt, from a passage will have a
hard time building a structure when they write,
These students read in an unsystemalic way
and they write in an unsystematic way,
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Table 6. An lllustration of Basal Reader Questioning.
“Poor Bronto” from The Dictopedia: A-L, Grade 3, Roland (1982}

Once a long, long time ago, Bronto was swimming in his swamp. Some of the
other animals wanted to swim, too.

“Ne! You can't swim. You'll just have to watch,” Bronto said, stomping his
great, green lizard foot. SPLASH!

Every day Bronto swam around and around. He ate all the green leaves he
could find. The other animals watched and grumbled.

“Why cant we swim, too?”’

“Bronto spoils all the fun.”

“It isn’t fair!”

Now one day it got very cold. Snow began to fall.

“Brrr!” shivered Branto. “It's too cold to swim, I know! I'll leave the swamp and
find a better place to live.”

But Bronto had eaten so many leaves that he was too big to gel out of the
swamp by himself. The snow started falling harder and harder.

Bronto yelled, “Help! Help! KERCHOQ! HELP!”

But the animals had all gone to find a warmer place to live, No one heard poor
Bronto.

So Bronto sat all alone, Soon the snow was up to Bronta's knees, then to his
tummy. Then it was up to his chin. The snow piled up and up and up, right to
Bronto's cold little nose,

Finally, with one lasL kerchoo, poor Bronto died in the cold, cold swamp.

1. Show what Bronto did with his green lizard foot. {Student should stomp foot. )

2. Do you think Bronto was a generous dinosaur? Why? {Nao, he was selfish;
he wouldn't let other animals in his swamp.)

3. Why did Bronto decide to leave the swamp and find a better place to live? (It got
cold and started snowing.}

4. What happened to Bronto because he had caten so many leaves? (He had gotten
too big to pet out.)

5. Where had all the other animals gone? (To find a warmer place.)

Table 7. Story Themes for Possible Structural Analysis.

Poor Bronto kept other animals out of the swamp. He swam and ate swamp
plants.-It started getting cold and Bronto wanted to leave the swamp. But he was too
fat and there were ne other animais to help him get out. He got covered with snow
and died.

The Boy Who Cried Wolf is about a boy who watched the village sheep. He
liked to play and talk to others, so he found watching sheep boring. He cried out
that the wolf was coming. Each time the villagers came, but there was no wolf, At
last a wolf did come. When the boy cried wolf, no villagers came to stop the wolf
from eating sheep.

Amelia Bedelia is about a day in the life of a maid. These quotes give a sense of
the story. "'l never knew bread did magic things.” Amelia got everything she need-
ed. Quickly she mixed the dough. Amelia Bedelia set the pan on the table. 'Now,’
she said, 'you're supposed to rise. This I've got to see.” Amelia Bedelia sat down to
watch. But nothing happened.” (pp. 14-16) “Amelia Bedelia picked up her list.
‘Make a sponge cake.” Amelia Bedelia read that again. ‘I know a lot about cakes,’ she
said. "And I never heard tell of that. But if she wants a sponge cake, I'll make her a
sponge cake.” Amelia Bedelia put a little of this and some of that into a bowl. She
mixed and mixed. ‘Now for the sponge,” she said. Amelia Bedelia got a sponge. She
snipped it into small pieces. ‘There,’ she said. ‘Into the cake you go.'” (Parish, 1976,
pp. 26-27) '

Hansel and Gretel is about two children who are abandoned by their father and
wicked stepmother in the woods. The children find a gingerbread house and begin
eating it. The house belongs to a witch who becomes angry and tries to cook the
children. Gretel fools the witch. The children return home to find the stepmother
gone and their father grieving over them.

The Brontosanrus was a dinosaur that lived long ago in hot, wet swamps. It
looked like a giant lizard. Its name means thunder lizard. Dinosaurs are now extinct:
only dinosaur bones remain. Changes in temperature may have killed the dinosaurs.

and expository stories like Brontosaurus
in yet another group. '

After establishing the groups, the
analytic designer completes the structure
analysis. A pattern is devised for every
group. If the group represents an impor-
tant type of story, a pattern is needed as

_ the basis for a strategy. The structure

analysis of the group of stories contain-
ing The Boy Who Cried Wolf produces a
pattern similar to that identified by story
grammar researchers. The pattern leads
to a problem-solution strategy that can
be illustrated with The Boy Who Cried
Wolf: :

Who is the story about? “A boy.”
What problem did he have? “He
was lonely."”

How did he try to solve the pro-
blem? “He cried wolf.”

What happened when he tried to
solve the problem? “Everyone
came running.”

How did the story turn: out?
“When the wolf came, he cried
wolf, but no one came.”

What did you learn from the
story? "If you lie, people won't
believe you when you really want
them to believe. you.”

The questions are relatively simple,
clear and brief; ie., the strategy is
economical. The strategy is powerful be-
cause it applies to Poor Bronto, Hansel
and Gretel and many other stories as
well. Once the structure analysis is com-
plete, the analytic designer begins the in-
tepration analysis,

Integration Analysis

Integration analysis takes a strategy
and compares it with other related strat-
egies to see whether they complement or
interfere with each other. In the critiqu-
ing arguments example, the integration

analysis lead to a redo of the structure .

analysis. In looking ahead to other strat-
egies, integration analysis can serve a
different purpose, identifying times
when students must apply one of many
different strategies. Since some of these
decisions are difficult for students, the
designer creates instruction to help stu-
dents make those decisions, For exam-
ple, stories are often classified as ex-
pository or narrative, The passage titled

{1 Continued from Page 11

Brontosaurus in Table 7 is expository.
Poor Bronto, also in Table 7 is nar-
rative. Integration analysis can be used
to help create a framework that cues stu-
dents to use one strategy for narrative
passages and a different strategy for ex-
pository passages. An instructional pre-
sentation appears in Table 8. The stu-
dents identify each story as an informa-
tion story or as a story that tells what
happens to characters. This decision
cues which strategy the students should
use,

Once students select a strategy, they
apply it. The strategy for the expository
passage, Brontosanrus, signals the
students to select key information and
rehearse it. Expository content is to be
remembered. The strategy emphasizes
this. Longer, more difficult expository
passages require more complex strate-
gies, but such strategies are not needed
until later grades {Adams, Carnine, &
Gersten, 1982).

The integration analysis not only em-
phasizes the importance of how to dis-
tinguish a new strategy from previously
taught strategies, but also reminds the
designer to periodically review the
strategies, Most students will have little
trouble deciding which of two strategies
to apply—like simple narrative and sim-
ple expository. But as more strategies
are introduced, carefu] review is needed
to prevent students from confusing the
various strategies. The integration anal-
ysis identifies which strategies are most
likely to be confused with a new
strategy. Those strategies are reviewed
before the new strategy is introduced.
Also the introduction of the new strate-
gy points out how it differs from the
potentially confusing strategies.

While- the primary purpose of the
structure and integration analyses is to
help students learn the steps that make
up strategies and when to apply the
strategies, the strategies have an addi-
tional benefit. They provide a basis and
context for teaching conventional com-
prehension skills. For stories with a
problem-solution grammar, students ask
themselves literal and inferential ques-
tions to identify a character's problem or
how the character attempts to solve the
problem. Students can answer sequenc-
ing questions by summarizing the arder
of events distilled from the problem-
solution strategy questions, Also, stu-’
dents can often answer main idea ques-

Table 8. Teaching About Narrative and Expository Stories.

Some stories give information and explanations that are important to
remember. Other stories tell what happens when characters try to solve a problem.
Read Brontosaurus and decide whether it is an information story or a story
about sameone trying to solve a problem. {Students read Brontosanrus.) What kind

of story is it7 {Students respond.)

This is an information story. It gives information about the brontosaurus. Read
the story again. Then make a list of the important information in the story. Pick the
3 or 4 important facts to remember. (Wait.)

What facts did you pick? (Students respond.)

The vagueness of the pattern is not the
result of a poorly conducted structure
analysis, but is a reflection of the diver-
sity of the stories that were analyzed. In
- the analysis for drawing conclusions,
and critiquing arguments the groups of
examples were clearly defined—
arguments having conclusions with
sore, all, or no. The analytic designer
identified patterns and devised strategies
accordingly. To conduct a useful struc-
ture analysis for story comprehension,
“the designer has to make smaller groups

of stories so that a viable stratepy can be

devised for each subgroup. Creating dif--

ferent groups gives an analytic designer
tremendous flexibility. The way stories
are grouped defines the strategies that
can be created.

Thus, the analytic designer places the
stories in Table 7 into smaller groups.
The: designer might decide to group
stories like Poor Bronto, The Boy Who
Cried Wolf, and Hansel and Gretel
together, and place humorous stories
like Amelia Bedelia in a different group,
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Now rehearse your facts so you will remember them. (Wait.)

Now read Poar Bronto and decide whether it is an information stery or a story
about someocne trying to solve a problem. (Students read Poor Bronte.) What kind
of story is it7 (Students respond.)

This is a story about someone trying to solve a problem. Let's review the ques-
tions you ask when you read about someone trying to solve a problem:

Who is the story about?

What problemn does the character have?

How does the character want to solve the problem?
What happens when he tries to solve the problem?
What happens in the end?

What did you learn?




tions by referring to the strategy ques-
tions. For example, the main idea in The
Boy Who Cried Wolf might be the an-
swer to the last strategy question—What’
did you learn from the story? Students
are more likely to see a purpose and
method for learning to answer literal, in-
ferential, sequencing and main idea
questions if the questions contribute to
the students seeing “the big picture.”

Earth Sciences

The final example takes structure
analysis outside of the realm of language
arts, to earth sciences. As stated earlier,
the analytic designer reorganizes content
to make clear those patterns that have
great explanatory power. In the garth
sciences videodisc course being devel-
oped by Systems Impact, the concept of
convection has great explanatory
power. It can be used to explain the
movement of land masses {plate tec-
tonics, bands of earthquakes and vol-
canos), the ocean currents, and air
movements in the atmosphere {wind and
weather). Convection is the process by
which matter rises when it is heated and
sinks when it cools. Water rising and
faliing in the ocean and air rising and
falling in the atmosphere account for
currents in the oceans and in the at-
mosphere. Even solid earth is actually
semi-molten. The core af the earth heats
rock near the center, which rises. As the
rock rises it cools, and then begins to
sink. This is also convection, By initially
teaching the concept cenvection, stu-
dents have a concept they can use to
make sense of the seemingly unrelated
phenomena of plate tectonics, volcanos,
ocean currents and wind.

Other Components of Analytic
Instructional Design

As can be seen in Table 9, structure
and integration analysis occur within a
larger framework. The major stages in
analytic design are planning, construc-
tion, and evaluation. A disproportion-
ate amount of time has been spent dis-
cussing the analyses because they are the
most creative and innovative aspects of
analytic design strategies. However, the
quality of the analyses reflected in a pro-
gram is not the sole criteria for accep-
tability. Any program must be attractive
and marketable. It must also be manage-
able when it is implemented.

Planning

The manageability of a program can
be thought of as how well it accounts for
the implementation constraints that exist
in schools. The major constraints are
scarcity of instructional time, variability
in teacher competence, and the wide
range of student abilities in any given
classroom. The lack of time makes effi-
ciency essential. Vocabulary instruction
ilfustrates the importance of efficiency.
If teachers had thirty minutes a day to
devote to vocabulary instruction, pro-
grams of varying quality could all be
used to successfully. With only ten min-
utes a day, however, the analytic design-
er must be much more ingenious to bring
about adequate learning. More efficient
teaching is essential.

A similar problem exists for response,
to variability in teacher competence.
One response might be to write very
elaborate instructional programs. A too
elaborate program is impractical,

Table 9. Analytic Design

I. Planning

A. Creative Aspects
1. Structure Analysis:

Strategies with economy and power. (Build schema)

2. Integration Analysis:

a. Identify flaws in structure analysis,
b. Teach students when to use a particular strategy. (Develop

metacognition.)

B. Mechanical Aspects
Implementation Constraints:

a. Time available for instruction.

b. Teacher competence.
Marketing Constraints:

Promaote differences as strengths.

I1. Construction .

A. Strategy Writing
1. Prepare:
‘2. Demonstrate:
3. Guide Usage:
4. Build Independence:
5. Correct:

B. Practice Specification

Teach content needed for applying strategy.
Show how strategy warks.

Use questions to prompt strategy.

Drop teacher guestions.

Relate ta strategy.

1. Concentrated Practice {for masteryl.

2. Periodic Review (for retention},

111. Evaluation

A. Gathering Field Test Data:

Collect data on type of errors and frequency of errors,

B. Interpreting Field Test Data:

Look for error patterns relating to planning and construction.

C. Revising a [Program:
[. Redo planning and construction.
2. Conduct another ficld test.

though. because it takes too long to im-
plement. So the designer must respond
to variability in teacher competence in
other ways: (1) to simplify the demands
the designed program made on teachers,
(2) incorporate realistic fevels of teacher
in-service, and (3) turn to technology for
more sophisticated presentations. For
example, Systems Impact is currently
developing  videodisc instructional
courses. The videodisc can reliably pre-
sent complex material in a vivid, even

- entertaining way and yet require little

extra effort on the part of the teacher,
Marketing constraints are crucial for
publishers. How can a program be simi-
lar enough ta other programs to make
teachers comfortable and yet incor-
porate sound analytic design principles?
One tactic is to treat analytic design
features that set a program off as mar-
keting strengths. Suggestions about how
to teach difficult skills, often left vague
by authors in deference to teacher
discretion, can be treated as specific sug-
gestions to help teachers solve instruc-

_tional problems, Endless variety in print

material, thought to be necessary to mo-
tivate students, can be replaced with dai-
ty practice that resuits in students having
an opportunity to master skills. The
spiral curriculum, which implies that
learning failures can be addressed next
year, is unwound so that more students
will learn what’s presented during the
current year.

The point of emphasizing implemen-
tation and marketing constraints during
planning is to collect the designer, prac-
titioner, and publisher into a col-
laborative - team, Collaboration will
yield a product that is both effective and
acceptable.

Construction

Construction requires translating the
strategies growing out of structure and
integration analyses into the lesson com-
ponents listed in Table 9. Prepare, dem-
onstrate, guide usage (by asking ques-
tions based on a strategy}, build
independence (by gradually dropping
teacher questions about the stratepy),
and correct errors (by reminding stu-
dents of the strategy that leads to a cor-
rect answer).

Our research on the various aspects of
lesson construction is reviewed else-
where {Engelmann & Carnine, 1982}). A
computer-assisted  instruction  study
based on the analysis for drawing con-
clusions can serve as an cxample. The
major independent variable was type of
correction, Following -a mistake, stu-
dents were either reminded of the strate-
gy that had been presented carlier or
they were just told the correct answer.
Students reminded of the stratepgy as
part of the correction showed signifi-
cantly higher posttest, transfer test, and
attitude survey scores (Collins, 19841,

Another important aspect of lesson
construction is specifying practice.
When a major strategy is first intro-
duced, several practice examples are
needed in each lesson to give students
the opportunity to master the skill.
Later, practice can be more sporadic,
but not too infrequent. Periodic review
fosters retention. [nitial mastery fol-
lowed by periodic review is essential for
both comprehension and remembering,.

Giving students several practice op-
portunities on a new strategy leads to
very different-looking programs. In our
research on teaching students to identify
character motives {Carnine, Stevens,

Clements, & Kameenui, 1982}, students
read three short passages each day for
three consecutive days. All nine stories
focused on character motives, Basal pro-
grams almost never sequence nine
stories of the same type on consecutive
days. Yet, a concentration of examples is

_necessary for many students to master a

strategy.

Recommendations about extensive
practice to promote mastery must be
kept in perspective. In teaching students
to comprehend word problems we found
that extra practice using the procedures
from math basals lowered student scores
{Darch, Carnine, & Gersten, 1984).
Testing and then reteaching seems to
benefit students only if the strategy they
apply is economical and powerful.

These and other research studies on
effective teaching practices like correc-
tions, demonstrations, and extensive
practice have been receiving increasing
attention from publishers and practi-
tioners over the past few years, Hopeful-
ly, the quality of the analyses that are at
the core of instruction will receive more
attention during the coming year.

Evaluaticn .

The final stage in analytic design is
evaluation,

Evaluating an instructional program,
which is vften treated as a pro forma ex-
ercise by publishers, is another major
creative activity in analytic design. If
motivation and entry skills are control-
led through screening or preteaching,
student errors give analytic designers
their major opportunity te create a truly
clegant program. Without the clues of-
fered by student errors, clegant pro-
prams cannot be designed.

Analytic designers cannot  imagine
every significant confusion that students
will have. Student errors are puzzles that
analytic designers solve by retracing
their steps in the analysis and construc-
tivn stages, Designers who approach
these puzzles as both a challenge and a
responsibility, improve their programs.
The improvement comes not just from
revising a program, but from feld test-

ing the revision. The revision, feld-test -

cycle takes a ot of dévelopment time,
but saves a great amount of time for
teachers and students. With well-
designed programs, students learn more
quickly and experience less frustration.

An example of how drastically stu-
dent errors can influence a program
comes from the development of the Sys-
tems Impact videodisc instructional pro-
grams. For example, field test results
have lead to three extensive revisions in
the fractions course. With each revision
hundreds of pages of script were discard-
ed. Fortunately, each revision has yield-
ed drastically reduced error rales,

Formal research now under way is
comparing the performance of students
who received instruction on a revised
version of a CAI Reasoning Skills pro-
gram, (Engelniann, Carnine, & Collins,
1985} with the performance of students
going through an earlier version of that
program. This study will provide one of
the first objective measures of the effects
of revising an instructional program.

Conclusion

The Jack of comprehensive, viable
madels for instructional design explains
the negligible role instructional designers
play in conceiving educational materi-

Continued on Page 15
|
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Figure 1. Simulated Effects of Ruby Quitting Smoking.

Before the Change in Smoking

Ages: :l'oday's Expected Winning

Year Week Day

50 0o 0 68 75
Will Power = 200 Stress = 20
Name: Ruby
’ Heredity: Hypertension
Current Diseases: Lung Cancer
A) Weight 10 pounds overweight
B) Tobacco Muoderate Smoker
C) Alcohol Light Drinker
D} Exercise Light - One Time a Week
E) Nutrition See Submenu
F) Lifestyle See Submenu
G} Maintenance Menu
H} Stress Reduction Menu
I) Help Menu
After the Change in Smoking

Ages: Today's Expected Winning

Year Week Day S

50 23 5 72 f 75
Will Power = 155 Stress = 50

Name: Ruby

Heredity: Hypertension
Current Diseases: Lung Cancer

A} Weight 10 pounds averweight

B} Tobacco Nonsmoker

C) Alcohol Light Drinker

D) Exercise Light - One Time a Weck
E) Nutrition See Submenu

F} Lifestyle See Submenu

G) Maintenance Menu
H) Stress Reduction Menu
I) Help Menu

ly assighed to treatments {Pierfy, 1977;
Bredemeir & Greenblat, 1981). These

problems have plagued research into -

non-computer simulations as well as the
sparse educational research involving
computer simulations.

There have been basic design prob-
lems with simulations that go well
beyond these research design and in-
strumentation issues, Fletcher (1971)
cites four reasons for the disppointing
research results: (1) poorly developed
games which have not been sufficiently
field tested, (2) a great variation in the
quality of the games that do exist {i.e., in
terms of complexity, levels of sophistica-
tion, and interaction of participants}, (3)
the lack of any clear relationship be-
tween the structure of the game and
what is to be learned, and {4) vague ad-
ministrative procedures associated with
implementation of games. Though 14
years old, these criticisms remain largely
true today.

A last issue in the simulation literature
involves the type and guality of mea-
sures used in research. Pierfy (1977)
criticized many instruments as in-
vestigator developed, claiming that they
lacked basic information on their
reliability and validity, On the other
hand, some have asserted that the lack
of significant differences in many
simulation studies was due to the fact

i

that the measures did not capture
everything that was taught {Boocock &

Schild, 1968; Megarry, 1979; Cunning- -

ham, 1984). Taken together, these
criticisms create real problems for
simulation researchers. Constructing
reliable instruments that measure

unusual or highly specific features of a
simulation is a very difficult task,

Health Ways: A Study of Effective
Instruction and a Computer Simulation

Despite "the often gloomy research
literature -on simulations, the Health
Ways simulation was studied in- con-

“junction with a written curriculum, We

were interested in determining the extent
to which Healthih Ways augmented: (1)
student recall of basic health facts and
concepts, and {2} student ability to ac-
curately diagnose and remedy the health
profiles of three individuals,

The Health Ways Supplementary
Curriculum was adapted from two wide-
ly used junior high school texts. Infor-

‘mation that was not pertinent to the

Health Ways simulation was deleted,
and many of the unusual or difficult
vocabulary words were changed or elim-
inated to lower the readability level of
the material. The reading level of the

Supplementary Curriculum was sixth.

grade. Thirty mildly handicapped high
school students received structured
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teaching in the written curriculum in the
first half of the class period and were
randomly assigned to one of two groups
for the last half. One group worked on
the Health Ways simulation, while the
other group received typical extension
or application activities {e.g., students
recorded and analyzed their diet over a
three day period, read short excerpls
from newspapers or magazines on topics
related to the curriculum, completed
crossword puzzles that contained key
vocabulary words and concepts).

A structured teaching approach was
used because of its documented effec-
tiveness in teaching basic skills (cf.,
Brophy & Good, 1984; Rosenshine &
Stevens, 1984). This was important, as
so many simulation studies in the past
have not adequately documented the
type of instruction given to the “conven-
tional” or comparison group in a study.
Structured teaching, as it was used here,
entailed large-group instruction for the
first half of the period. Additionally, dif-
ficult decoding or vocabulary words
were presented to the group at the begin-
ning of each class, along with a cumula-
tive review of important concepts from
previous lessons. The teacher then
previewed the day’s reading assignment
(approximately 15 minutes) and
distributed written questions that were
answered as the students read the lesson.

At the end of the reading session, the .

teacher called on students for answers to
the written questions and reviewed im-
portant facts and concepts in the day’s
lesson. Far the secand half of the period,
students broke into two groups -— the
simulation groups and those who re-
ceived extension activities. _

After 12 days of instruction, students
were tested with two measures: the
Health Ways Nutrition and Disease Test
and the Health Ways Diagnosis Test,
The Nutrition and Disease Test was a 30
question, fill-in the blank exam designed
to measure students’ retention of the
basic facts and concepts covered in the
structured teaching portion of the
lessons, The curriculum section of this
test consisted of 20 questions based sole-

ly from the written curriculum. The re-

maining 10 questions {the simulation
section) covered material that appeared
in both the written curriculum and the
Health Ways simulation. The Nutrition
and Disease Test was given two weeks
later as a maintenance test. Internal con-
sistency (coefficient alpha) of this
measure was .B4, '

The second measure, the Health Ways

Diagnosis Test, tested students’ ability .

to analyze three written profiles by
diagnosing and prioritizing changes
needed in bad health habits. Students
also suggested appropriate remedies for
improved health by
choice options presented by the ex-
aminer. For example, one profile
showed an individual with a current ill-
ness of liver disease and a heredity of
diabetes. Weight and diet information
showed this individual as seven pounds
overweight and eating a lot of empty
calorie sweets and foods with
cholesterol. She was also a light drinker.
The seven other habits were acceptable
(e.g., a nonsmoker, eats balanced meals,
exercises five times a week), and acted as
distracting information. The Diagnosis
Test had a test-retest reliability of .B1.
A strict criteria and a moderate

responding to’

.

criteria were used to rate student
prioritizing skills on this measure. To
score at the strict criteria, a student must
identify and change the three most im-
portant health habits in a specific order,
an order contingent upon use of current
disease and heredity information. In the
example above, a student would first
change alcohol consumption to non-
drinker (a change related to the current
disease), reduce the consumption of
cookies, cakes, and candies {a change
related to heredity), and reduce the con-

_sumption of eggs, butter, liver, and fatty

red meats (the last most important
change). Moderate criteria would allow
the student to change the current disease
anch heredity related habits in any order
within the first three changes.

In addition to prioritizing, students
were evaluated on their ability to con-
trol stress, to identify health problems,
and to make correlated changes. The ex-
aminer increased the stress level from
average to high on each Diagnosis pro-
file after the student made two suc-
cessive non-exercise changes. Only by
immediately attending to this change
was the student awarded points for
stress management. A score for identify-
ing a main health problem was indepen-
dent of the correlated change for the
problem. Thus, if the student chose to
reduce cholesterol consumption (a main
problem in one of the profiles) by drink-
ing less coffee, tea, or sodas, points were
awarded only for identifying a main
health problem, but not for making the
correlated change (i.e., eating less eggs,
butter, liver, and fatty red meats).

Results of the Study

Performance by the simulation group
was very encouraging. Tables 1 and 2
show the means, standard deviations,
and mean percent correct for each of the
measures. Three 2 x 2 analyses of
variance were performed on the Nutri-
tion and Disease Test: total test and its
two parts ~ the curriculum section, and
the simulation section. There were
significant differences between groups
for instructional method on the total test
score {p less than .03} and the simulation
section of the test {p less than .01). The
difference on the curriculum section of
the test approached significance level (p
less than .06). All effects were maintain-
ed over time and there were no signifi-
cant interactions between instructional
methoed and time of testing.

Using t-tests, group differences on all
components of the Diagnosis Test were
highly significant {p less than .001).
Simulation students outperformed those
in the conventional group in prioritizing
health problems, controlling stress,
identifying health problems, and making
correlated changes. Further, a Pearson
caorrelation between scores on the
Reading subtest of the Metropolitan
Achievement Test {administered one
day prior to instruction) and the total
score on the Diagnosis test was .12. This
suggests virtually no relationship be-
tween academic abilities reflected by the
MAT and the problem-solving skills
measured by the Diagnosis Test.

Comparisons with non-handicapped
students. Scores of mildly handicapped
students on the two main measures were
compared with a random selection of 15
non-handicapped students in regular
health classes who did not participate in

Continued on Page 15
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Table 1, Means (M) Standard Deviations (SD) and Mean Percent Correct on the
Simulation Section of the Nutrition and Disease Test

Post Test Maintenance Test
Instructional Group Mean % Mean %
‘ M SD  Correct M SD Correct
Simulation Group 7.33 1.35 733 6.53 2.00 653
Curriculum Group 5.60 2.20 56.0 5.00 2,17 50.0

Table 2. Means (M) Standard Deviations (SD) and Mean Percent
Correct for the Three Groups on the Diagnosis Test

Simulation Curriculum Non-Handicapped
Mean % Mean % Mean %
M SD Cormrect M sD Correct M 8] Correct
TOTAL SCORE 7.7 6.2 73 12.47 1.9 KX | 19.07 6.0 48
TOTAL 5CORE )
WITHOUT STRESS 228 3.9 1 10.73 4.1 34 £4.87 5.6 46
IDENTIFICATION AND '
CORRELATION ONLY 14.4 2.1 20 .27 2.8 58 11.60 2.6 73

the study. This was a quasi-experimental
procedure, and its purpose was to com-
pare performance on a range of academ-
ic tasks, from basic facts to higher
cognitive skills, A one-way analysis of
variance showed a significant difference
(p less than .05) on the simulation sec-
tion of the Nutrition and Disease Test. A
Tukey post-hoc comparison revealed
only a significant difference between the
mildly handicapped simulation group
and the two other groups. One-way
analyses of variance on each component
of the Diagnosis test indicated signifi-
cant diferences between the simulation
students and those in the regular
classroom (p less than ,01), and equally
significant differences between the
regular classroom students and-the mild-
ly handicapped students in the conven-
tional group (p less than .01}

Implications of the Research Findings

The results clearly support the view
that structured teaching and a computer
simulation are effective means of teach-
ing not only basic facts and concepts,
but important health-related problem-
solving skills. The issue of problem-
solving skills is not to be underesti-
mated, as high school students, par-
ticularly mildly handicapped students,
often do not have the opportunity to
practice higher-cognitive skills in typical
application exercises. When such oppor-
tunities do arise, they are usually
presented ad hoc and without systematic
practice. This study demonstrates that
important health knowledge can be suc-
cessfully taught to mildly handicapped
students; knowledge that is not com-
monly taught in regular health classes.

This does not imply that instruction in
regular health classes does not nor can-
not address these higher cognitive skills.
Rather, it would appear that the unit-by-
unit or topical approach used in most
health classes neglects the problem-
solving skills of prioritizing. Students
are rarely afforded the opportunity to
review and integrate their knowledge of
diseases, bad health habits, etc., in the
cumulative manner as it appears in the
Health Ways simulation.

The extent to which the simulation
alone had an effect on students is
reflected in several unprompted situa-
tions following the instructional phase
of the study. In one case, a girl lamented
the 10 pounds she had lost six months

earlier and had now gained back. She

had been thinking about this over the

past weekend and decided that she
hadn't maintained the changes in her
habits that led to the weight loss. Main-
taining changes is a central feature of
Health Ways.

Another student, a boy who was at
Jeast 30 pounds overweight, claimed
that he had been thinking about his
weight because of the class (i.e., the
structured teaching and the simulation)

_ and that he was going to cut down his

eating by one third. More interesting
were his reasons. He clearly articulated
the effects of extra cholesterol and excess
body weight on the heart. To reduce his
weight, he had decided to return to run-

ning rather than just weight lifting, as

the former was a better form of exercise.
The difference between static and dy-
namic exercise was presented in one
lesson of the Supplementary Cur-
riculum,

Finally, in a writing assignment given
one month after the study on, “Advice

that You Would Give to Someone about -

"

to Become a Teenager,” two students
from the simulation group wrote exten-
sively on health topics that came from

Health Ways and the Health Ways Sup-

plementary Curriculum.
We do not suggest that these last three

anecdotes imply that students who were

in the simulation group actually changed
their behavior, at least in a lasting sense.
Evidence for such changes was beyond
the scope of the study. However, we feel

“that the instruction for the simulation

group was an effective first step, albeit a
cognitive step, in personal health
management, We assert that truly effec-
tive health education in this area is a
long-term issue, one that begins with an
orientation exemplified by Health Ways.
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als. A sufficiently complete and coherent
model of instructional design can greatly
improve how well students learn. In a
very small way, such models make pos-
sible a Copernican revolution in the
creation of instructional material. While
the significance of Copernicus’s thinking
is typically thought to be moving the
earth out of the center of the universe,
there is a far more profound implication.
Copernicus’s work extended scientific
inquiry, which had been restricted to
astronomy, to earthly phenomena. Be-
fore Copernicus, heavenly interpreta-
tions accounted for events on earth.
Similarly, the role of instructional
designers has been somewhat ethereal.
The influence is seen only on the
periphery, possibly in the form of in-

structional objectives preteaching of

vocabulary, and advanced organizers at
the beginning of lesson plans in basal
reading programs. With the advent and
acceptance of more viable approaches to
design, the actual substance of reading
lessons can be improved.

This improvement hinges on the crea-
tion of strategies that grow out of struc-
ture and integration analyses and that
accommodate the constraints of imple-
mentation and marketing. These strate-
gies can then be transformed into lessons
that reflect current research on effective
teaching practices—{e.g., the use -of
modeling, teacher-directed applications,
concentrated practice over several days,
periodic review, etc.). The lessons are
then field tested to identify mistakes
made in the analysis and construction
stages. After one-to-four cycles of field
testing and revising, an effective, elegant
program can be produced, the kind that
can bring instructional design back to
earth from the cold, bleak atmosphere.
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—~ snmem Progress Monitoring —

Qualliy Assurance in Teaching Basic Skills

By Stan Paine, Principal

“St. Alice School, Springfield, Oregon
Allie : Erickson, Elena Piest,

& Mark Shinn

Umverslty of Oregon .

Most, peop]e would agree that it is
desireable to have as many students as
poss:ble do as well as possible in learn-
ing basic skills in school, Yet few
educators have developed procedures Lo
assure that all students do welk in school.
Typically, the material is presented,
some children do well while others do
poorly, dnd differences in performance
are attributed to differences in students’
ability levels and aptitudes. While this
position is hard to argue with, the out-
come it explains is not inevitable.

-1t is quite possible to produce more
consistently  high .level performance
among students than is usually .ac-

complished if we attend carefully to

variables which_affect student perfor-
mance.: Among -these are the quality .of
the teaching materials, the efficiency ‘of
the organizational and instructional pro-
cedures; the effectiveness of the motiva-
tional - approaches ‘and ‘the senisitivity
and' responsiveness of the monitoring
practice. In-this article, we will briefly

describe the approach one school uses to -

monitor student progress through the
basic skills curriculum.

St. Alice School is a Catholic School
serving approximately 200 low- and
middle-income students in preschool
through eighth grade. During the
1983-84 school year, staff members
began receiving training in direct in-
struction concepts and programs. In the

fall of 1984, a direct instruction cur-

riculum was implemented in reading,
writing, spelling, and math in grades

K-6. Scheduling was re-organized on a -

school-wide basis to permit cross-grade
groupings where necessary, Criterion
teaching time became a part of every
teacher's schedule. Still, we were mot
comfortable simply counting on the
power of the curricular, instructional,
and organizational arrangements to
carry every child through the curriculum
smoothly. We wanted to ASSURE that
each child did well, and that required a
system of on-going monitoring.
Typically students’ progress is
evaluated after-the-fact, when it is either
too late or too inconvenient to do much
about any defiencies in performance.
Student differences, expressed in terms
of grades, are explained in terms of ap-
titudes or abilities—of the student, not
of the system. An alternative is to
monitor student progress during the
course of instruction. If this is done with
sufficient frequency and specificity, ef-
fective intervention is possible when per-
formance discrepancies are noted. The
student progress monitoring system at
St. Alice's School was developed as a

" consultant to the project;

supplémental evaluation component.
Tests and grades are still given, but the
monitoring system provides more fre-
quent and more specific information
about student performance —the ‘kind of
information needed if school staff are to
become responsive to students’ changing
instructional needs,

This. year, monitoring has been done
in reading, spelling, and creative writing
in a 3-week continuous rotation with
performances in one subject monitored
each week. Next year, we will add math
to the rotation. Monitoring is conducted
by trained volunteers and coordinated
by two graduate students’ in schaol psy-
chology from a nearby university. The
graduate students’ professor serves -as a
the school
principal serves as a back-up moniter
and as the link between data collectors
(monitors} and data users (teachers).
Students have been taught to graph the
scores they receive from monitoring as-

sessments and to interpret the patterns
Teachers
have been taught to interpret assessment -
data.and to-use it for making instriocs

tional decisions, such as'those relating'to -

appedring on their graphs.

grouping, placement, and ‘pacing.

~Teachers have also used the data in con-
“.ferences with parents to report student -
- progress. Our connection with the local

university has been instrumental in
establishing the monitoring program

here, However, the system could be used

in any community once it had been set
up and initial training had been provid-
ed.

Moniloring  assessments are con-
ducted each week in each classroom.
Reading assessments are done individiy-
ally during students’ reading seatwark
time; spelling and writing assessments
are group-administered. In reading,
students are asked to read a passage
from the portion of the reading cur-
riculum which they are expected to have

reached by the end of the year (group-

level assessment). Different passages are

‘used on different assessment occasions

to avoid practice effects. On several oc-
casions during the year, all students in a
given grade are assessed on the same
material (grade-level assessment). This
practice has allowed project staff to
develop grade level norms for the
school—something which will assist in
subsequent assessments and program
evaluations. In all reading assessments,
students are timed for one minute, after
which their total words read and words
read correctly are recorded. Students
post their score on their reading graph
and are assisted in interpreting the
meaning of .the emerging pattern. This
process takes about three minutes per
student. On three or four occasions dur-
ing the year, students are also given a
word list {the Harris-Jacobs Ward List),
The number of words read corrctly is
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mmlstrator’s,

entered in to each student’s log.

In spelling, all words from all levels
(A-E)of the SRA Spelling Mastery series .-
-for signs that individua) students or in-

were entered into a computer program
at the beginning of the year. The pro-
gram produces a randomly generated list
of words at each program level for each
spelling assessment. As with reading,
periodic assesment of intact classes,
rather than instructional groups, permits
computation of school-wide spelling
norms by grade level. Spelling assess-
ments are group administered during
spelling classes. Words are dictated at
the rate of one word every seven seconds
or two minutes, Student spelling papers
are {ater scored by counting the number
of correct words and the number of cor-
rect letter sequences, a more sensitive
measure than words correct. Spelling
scores are then posted, and students use
posted scores to update their spelling
graphs,

Assessments in written expression are
group administered during a language
arts period. Students are given a “story
starter”, an idea upon which to base a
short story. They are then given one
minute to think about what they will
write and three minutes to write down
their thoughts. Papers are later scored
for number of words written correctly,
and scores are posted. Students then up-
date their writing graphs in the same
manner as they maintain their spelling
charts. Spelling and writing assessments

can each be done in five minutes or less,
The principal and teachers scan stu-
dent data logs and charts weekly to look

structional groups are having difficulty
maintaining a steady rate of progress
through the curriculum. Where such
signs are found, they confer to deter-
mine what steps will be taken to correct
the problem. Such options as greater
time allocations, adjustments in the rate
of covering the material; additional
tutoring by peers, parents, or others:
and additional incentives for good per-
formance are among the options most
often considered.

The student progress monitoring sys-
tem requires considerable extra effort by
those involved in the program—
especially the monitors, but also teach-
ers and administrators. However, the ef-
fort is very much worthwhile. Without
it, we would not be able to remain near-
ly as aware of each student's rate of pro-
gress through the curriculum. And
without this awareness, we would not be
able to be nearly as responsive to
students’ changing instructional needs.
Perhaps there are more efficient ways to
conduct such a system. Perhaps, in time,
we will find them. Until we do, we will
continue these procedures, which allow
us not only to hope for, but also to
assure that each student will progress
continuously ‘toward mastery of the
basic skills curriculum,

Improving Performance
with Restricted Resources

Stan C. Paine, Principal = -
St. Alice School, Springfield, OR

In the three years since the publication
of A Nation at Risk, pressure to raise
student and teacher performance in our
nation’s schools has increased steadily.
In the same time, the fiscal resources for
fulfilling this mandate have become in-
creasingly restricted. Widespread suc-
cess in this endeavor seems distant, at
best, as long as the resources thought to
be essential for the job are primarily
fiscal. Time is one resource whose ex-
penditure has more power to influence
human performance in schools than
money. Given a current budgetary
outlay far instruction, | believe that we
can do more to enhance our effec-
tiveness by careful management of time
than we can by increased spending of
dollars. T will illustrate this point by
mentioniing several temporal variables
which can significantly affect educa-
tional performance without increasing
eductional expenditures.

Scheduling. Do our allocations of

school time reflect our priorities? In
some schools, more time is devoted to
lunch, recess, or. urganizational ac-

tivities than to any single subject area.
With all the planned events and “time
prabbers” taking place in our day, in-
struction is almost relegated to the status
of "What we do with whatever time is
left.” Instruction in academic areas must
be given prmrnv status and carefully
guarded against “time grabbers”.
Following planned schedules, The best
thought-out schedules are only as good
as people’s adherance to them. Do ac-
tivities start and stop on time? Are
academic periods allowed to start late or
end early — but not non-academic
periods? Look at the logic of the

_ traditional materijals.

schedules in the classrooms i your
building(s], then spot-check implemen-.
tation of those schedules to ensure that .
instructional time is being carefully
guarded and preserved.

Mirimizing  transition thne. Transi-
tion time is that time spent changing
what is being done — from ane set of
materials to another or from one foca-
tion to another. They occur a dozen
times a day or more, If they are limited
to 30 seconds or a minute, they will not
seriously interfere with instructional
time. But if they extend to three, five, or
even more minutes each — as can casily
happen without -careful time manage-
ment — transition time can very quickly
consume a half-hour or even an hour of
a school day. Direct management of
transition activities can prevent this.

Using criterian time, Criterion time js
time set aside each day to catch up
students who have been absent, to help
along a student who is having trouble
keeping up with his her group, to help a
group which is not maintaining ade-
quate lesson progression, etc. In short, it
is time used to help bring students to
criterion in' their academic subjects.
Without it, students having difficulty
often fall further and further behind,
With it, all students can maintain both -
mastery  and satistactory lesson
progression. '

Other instructivnal variables can also
be managed to produce better student
learning without increasing dollar ex-
penditures, First, instructional materials
make a difference. The instructional
power of Direct Instruction materials,
achieved through careful programming,
is considerably preater than that of
Second, instruc-

Continued on Page 17



Session Schedule

Man Tues Wed Thur Fri
AM A A A A C/E
PM B B B C/Died

Seasion Titles

A Transition from DISTAR; Marilyn Sprick

A Classroom Management in Grades K-6; Randy Sprick

A Generalized Compliance Training; Geoffery Colvin

A Teaching the Beginning Reader; Phyllis Haddox

A Reading Mastery 3-6; Gary Davis

A Corrective Reading-Decoding; Gary Johnson

A Supervision of Direct Instruction Programs: Linda
Youngmayr/Kathy Madigan

A Courseware — DI Perspective”; Bob Dixen

A Evaluating & Implementing Software; 5am Miller .

A Owerview of Direct Instruction Programs; Maria Collins

B Teaching the Beginning Reader; Phyllis Haddox

B Reading Mastery 3-6; Gary Johnson

B Secondary Classroom Management; Randy Sprick
B Teaching the Severely Handicapped Learner: Geallery

b Colvin

E B Introduction to Logo: Sem Miller

ii B Corrective Math; Maria Collins .

il B Corrective Reading — Comprehension; Nancy Woalfson

i B Arithmetic I; Jane Dougall

4 D] Theory & Research; Wes Becker

Diagnosis, Coerections and Firming Procedures®; Zig
Engelmann

Reading Il .

Effective Spelling Instruction; Bab Dixon

=R

Effective Spelting; Maria Colling

Reading Mastery Fast-Cycle

Word Processing”; Sam Miller

Compliance Training for Students at Grade Level”;
Geoffery Colvin

Arithmetic [I; Ann Glang/Bernie Kelly

Evaluating Basals®; Marilyn Sprick

Beginning Language Skills; Annemiekke Golly

Teaching Facts in the Content Areas: Gary Davia

Advanced Math: Nancy Woolbson

Structuring Classrooms for Success; 51an Paine
Cursive Writing: Sheila Counts

Overview of DI Theory; Wes Becker

Punctuation Skills™; Bob Dizon

Supplemental & Transitional Activities; Jane Daugall

Jdoggooo nnnn nnnn oo

E Technolagy & Direct Instruction®; Doug Camnine

E Overview of DI Research®; Wes Becker

E  Adapling Secondary Texts*; Bab Dixon & Randy Sprick
E - Expressive Writing | & 11; Jerry Silbest

E Mainstreaming: Lynn Anderson-lnman .

E  Teach Your Child to Read at Home; Phyllis Haddax

*New Sessions

Continued from Page 16

tional activities make a difference, ['ro-
cedures, such as Direct Instruction,
which require extensive academic
engagement and frequent opportunitics
to respond, ‘seem to present far greater
promise for helping mare students do
better in school than is the case with
traditional methods. Third, motivation
of both students and teachers makes a
difference. Students for whom high ex-
pectations have been set and for whom
incentives to fearn — intrinsic or extrin-
sic — are available are likely to do far
better in schoal than those for whom
these canditions are nat present. Fourth,
frequent monitoring of student progress
makes a difference. If we can catch
discrepancies between desired and actual
student performance quickly, we will be
able to correct them before the student
falls hopelessly behind.,

All of these approaches are possible
without increasing spending. They do
require time to learn, implement, and
manage, but they can be carried out -
with the same expenditures now beiny
made for ather materials, instructional
approaches, and management systems.
School improvement need not wait for
large increases in spending. The oppor-
tunity for impravement is available now
within your budget for the coming
school year.

PLACE: Eugene Hilton Hotel and Conference Center, Eugene, Oregon

TIMES: August 5 -9, 1985 Monday - Friday 8:30 am to 4:00 pm

FOR: Teachers of Regular and Special Education, Supervisors, Administrators, and Aides of all grade levels.
FEE: $125.00 for the 5-day conference '

The Association for Direct Instruction is pleased to invite you to the 11th Annual Eugene Direct Instruction Conference. It
will be held at the Eugene Hilton Hotel and Conference Center, in the Eugene Downtown. The conference has a number of at-
tractions to offer professionals interested in furthering both their technical skills and knowledge of instructional technologies.
There is a full range of sessions designed for teachers, aides, supervisors and administrators whose goal is to promote educa-
tional excellence in all facets of education. Previous participants will find new course offerings in a number of areas of interest.
After a day of work, participants will enjoy evenings in Eugene. Next door to the Hilton is the Hult Center for the Perform-
ing Arts, a World class performance hall. Just a few blocks away are restaurants catering to a variety of tastes, Eugene's setting
will make the conference a rewarding professional experience and a relaxing vacation for you and your family. To help renew
old friendships or make new acquaintences, a picnic has been planned for Monday afternoon. ‘ .

CONFERENCE REGISTRATION FORM
Where-When. To be held August 5-9, 1985, at the Eugene Hilton and Conference Center, in downtown Eugene, Cregon.

How to Pre-Register.* Please fill out application form. Enclose with check or school district purchase order for the proper fee.
Send application to the Association for Direct Instruction. Pre-registration before July T guarantees space in preferred sessions.
Any session with less than 20 participants may be cancelled. '

*This form covers conference pre-registration only. This does not ranstitute pre-registration for callege credit or room reseroation,

Fees and Discounts. The conference registration fee is $125.00. Association members receive a 20% discount. Group reserva-
tions of 5to 9 participants receive a 10% discount, groups of 10-19 receive a 20% discount. For groups of 20 or more, call fora
quotation. Ask for Bryan at (503} 485-1293. The member and group discounts cannot be used together. Choose the discount
that will benefit you the most, The fee does not include lodging or meals with the exception of the picnic, and coffee each

morning. All training materials are included in the fee.

Hilton Room Rates. The rate for a single is $38.00 a day. Doubles will be $46.00 ($23.00 per person), plus tax. If you are in-
terested in staying at the Hilton please check “yes” on the pre-registration form. We will then put the hotel in touch with you.
DO NOT SEND ANY ROOM MONEY TO THE ASSOCIATION.

College Credit. An aptional 1, 2, or 3 units of college credit through the University of Oregon are available at an additional
cost of $26.00 for each unit. Persons interested in college credit should so indicate on the enclosed pre-registration form. We

will send appropriate information on credit along with conference pre-registration confirmation.

Please print your name, address and phone clearly. Use an address at which we can reach you before the conference,

Name : ' Phone( )
Street
City State : Zip

Have you had previous experience with Direct Instruction?

What taught? How many years?

I would like to register for the following (list one ”A,” one ”B,” and either one “C,” or one "D" plus one “E” session}:
"A

I.I'B’f
Either: “C”
IIDJ'!

Or { "yt
E 4

I am an Association for Direct Instruction member: (0 Yes 0O Na

I will attend the picnic: C] Yes L[l No

Please send college credit information: O Yes [J No ‘

1 will be staying at the Hilton. Please send me a reservation envelope: {0 Yes {1 No
[ would like to be doubled up with another participant: [ Yes [ Na ‘
Persons name (if known)

(If this is blank we will provide you with a name and address) -,

PLEASE RETURN THIS FORM WITH YOUR CHECK OR DISTRICT PURCHASE ORDER TO:
ASSOCIATION FOR DIRECT INSTRUCTION

P.O. BOX 10252, EUGENE, OREGON 97440

For Office Use Only:  Fee Check io¥] By

DIRECT INSTRUCTION NEWS, SUMMER, 1985 -17




IN TEACHER EDUCATEON

Samuel K: Msiler Ed|tor

. By Bob Dixon

. It’s sure easier to make observations
- backward in time than forward. For in-

- stance, it's easier to see that we're well

. -into Bandwagon Phase I} of microcom-

" puters in the classroom than it is to see

- what Bandwagon Phase IIl is going to

be. Before I describe Phase II, I should
" briefly review Bandwagon Phase 1.
In Phase [, microcomputers were com-
*ing and there was nothing anyone could
“ do to stop them, The first (and su far,
only) microcomputer revolution in the
- classroom'was a purchasing revolution.
_'We were low on chalk and teacher mo-
~ rale, but we somehow ended up with a
- new computer of two or ten. Those
" computers were immediately useful for
~at least one clear purpose: teaching
- students about computers, Why teach
~students about computers? Because
= computers are coming and there's noth-
> ing anyone can do to stop them. So

- flaunting the adage that a little knowl=-
. edge .is dangerous, we gave ‘itudenh a

- little knowledge.

-Other uses were promised. Computers -

~could domany of the jobs that teachers
" do, or as some predicted, replace teach-
“ers or otherwise radically modify their
- roles, Camputers could also be used to
. deliver .useful classroom  tools—utili-
- ties—such as word processors.
Whatever the specifics might have
been, the belief underlying Phase | was
- that somehow, computers were going fo
radically revolutionize the classroom.
That attitude is a little passe now, We
. discovered that we could use computers
without knowing a byte from a bite. We
" found out that the non-dangerous (or
least dangerous) computer programmers
are professionals, We caught on to why
the president of Apple Computer Com-
- pany said all along that he couldn't im-
"agine why masses of us were taking little
" courses on computers. (He couldn’t im-
- agine why, but he was happy about it,
" nonetheless.) On the brighter side, we
- learned that in the course of acquiring a
- little dangerous knowledge about pro-
" gramming, students might learn some
“very useful things on the side. A pro-
 gram like Loge, in the hands of a well-
_ = trained teacher, has such potential.
" But by and large, the deluge of courses
-and programs on computer literacy ap-
© pears to be receding rapidly.
We've also learned that far too much
._instructional software falls into one of
-two categories: (1)} that which doesn't
-really teach, and (2) that which teaches
-something that could have been taught
“ better and probably more econemically
"elsewhere. We've discovered that if com-
puters have any natural predisposition
to do anything at all, it's adding and

- remembering.-And theywon’t add -and -

Thoughts on the Future of
Computers in the Classroom

remember unless someone tells them to,
and it's hard to tell them to add and
remember in such a way that facilitates
effective and economical learning.

Of the three general promises of com-

- puters in thé classroom—literacy, in-

struction, and utilities—utilities have
shown the greatest promise. Waord pro-
cessors in particular are doing well in the
classroom. The credo of Bandwagon
Phase Il is to discard what hasn't done
well, literacy and instruction, and ac-
celerate the development and implemen-
tation of the better proven application:
utilities. Marc Turner advocated this
position last January in a convention of
American publishers. Several publish-
ers, it appears, have elected to jump
bandwagons,

That much is just history {with more
than a little interpretation thrown in).
There are holdout Phase I'ers, and the
approaching widespread availability of

‘networks and network-ike systems is

sure ta bring about-something of a Phase

Fresurgence. But Phase 11 is where we

seem to be now.
“I'will only go out on a limb regarding

“‘what's to come riext to this extents even-

tually,- computers' may have almost-no

noticeable impact on the classroom, or

they may have a radical impact upon the
classroom, or semething between those
extremes. That's a limb, albeil a short
one.

I'm personally predisposed against too
much emphasis on literacy. In the five or
six years I've worked extensively with
computers, [ haven't learned much
about them, and | don't want 1o, My lil-

tle knowledge has all too often proven to

be dangerous, But [ can’t take a hard line
on literacy because | dan't know much
about it.

[ do believe, however, like a sub -spe-
cies of an old Phase [ hardliner, that the
instructional potentinl of computers s
mind-boggling. The reason this point of
view has fallen out of grace is, [ believe,
a very simple one: PPhase | looked upon
computers as a solution in search of
problems, What we ought to be doing
instead in education is identifying our
instructional problems and looking for
instructional solutions, including those
that can be implemented via computers,

The difference in point of view is sub-
stantial, When the computer per se is
thought of as a selution, the sources of
instructional problems are often ig-
nored. For instance, many worksheets
are an instructional problem because
they contain tasks that are meaningless
busywork or that bear little direct rela-

‘tionship to the goals of instruction. Put-

ting such worksheets on a computer may

"in fact temporarily motivate students to

work harder, but they're just working

-harder-on'poor worksheets. No instruc-
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By Elliott Lessen
and Paula Streich
Northern 1llinois University

Editor’s note. The use of the term Di-
rect Instruction (with capitals) in this ar-
ticle is not in keeping with a ADI NEWS
practices. We reserve the term for cur-
ricula where there has heen appropriate
structural and integration analyses of
the content to be taught, the develop-
ment of a formal curriculum sequence.
and  field  testing “of that scquence
through several cycles. See the article in
this issie by Doug Carnine entitled “In-
structional Design”. What the authar's
cull Direct Instruction s an example of
Rosenshine's direct instructiaon tlittle .
little §) which has been discussed many
times in these pages. This is a curriculion
independent teaching strategy involving
“demuonstrate, practice. and tost.”

The use of Direct Instruction has been
encouraged because of the many posi-
tive features that it employs. However,
the approach has mainly been utilized in
conjunction with commercially prepared
materials (e.g., DISTAR, Corrective
Reading) for reading, mathematics,
spelling, etc. Direct Instruction also has
application o other curricular areas and
can be used without commercially
prepared and scripted material, Its use
without commercially scripted text is
predicated vn the teacher’s knowledge of
and experience with the DI technique.
The purposes, therefore, of this study
were: {a) to explore the use of the DI ap-
proach in teaching science material, and
{b} to determine which of twa instruc-
tional strategics, traditional v. Direct In-
struction, would facilitate better ac-

quistition of science content.

tional problem is solved, and some new
ones may in fact be created. Content
area textbooks are frequently an instruc-
tional problem, especially for lower
performers, because of inadequate ex-
amples, concept overloading, and inade-
quate review, among many other rea-
sons. Putting content area materials on
computers does nothing to improve the
instructional efficacy of such materials.

I will venture to make this forecast;

the future significance of computers in.

the classroom depends upon the extent
to which instructional considerations are
prioritized over any other considera-
tions. A computer program might be of
significance if it offers adequate and
well-sequenced examples, numerous re-
sponse opportunities, appropriate and
specific teedback to those responses, and
individually tailored, performance-
specific review,

Once instruction is given top priorily,
then other “computer-related” con-
siderations take on renewed impuortance,
but in a proper perspective. Memaory
size, graphics capabilities, disk manage-
ment, and the like become significant or
not, depending upon their relevance to

The subjects for this study were 1w
learning disabled adolescents, one fe
male and one male. Both students wer
enrolled in a cross-categorical specia
education classroom at the middhk
school level. Each had been identified by
state guidelines for LD. Subject 1 (fe
male) and Subject 2 (male) were 14-1;
and 14-6 years of age respectively. Th
independent reading level and instruc
tional reading level for 51 were 5th anc
7th grade respectively, and for 52 they
were 4th and Sth grade. The study wa
conducted in the special education class
room,

The science content used was that ir
use in the regular science program in the
middle school, The material was :
Steck-Vaughn text and warkbook. The
design for the study was an alternating
treatments design. Treatment A con
sisted of traditional teaching which in-
volved reading the teat, discussion o
any questions, and then giving a writter
test (probe). Treatment B consisted ol
the use of DI. During Treatment B, the
students read the text, received guich
paced repetition of the material, and
then a written test (probe). The probes
consisted of 610 9 items, with the modal
value being 8.

Each day, two short lessons were pre.
sented using the two approaches. The
order in which the approaches were pre-
sented was randomly selected. Three
units were taught during the three weeks
of the study. Five reliability checks were
calculated for the answers on the probes.
There was 100 agreement between the
raters for each of the reliability checks.

The results are shown in Figure 1 and
2. Far S1, all but 2 data points were

Continued on Page 19

higher instructional considerations.

Once inslruction is given top priority.,
we can stop making judgments in the ab-
siract about the value of “program
features” such as randomness, branch-
ing, variety, colorfulness, etc.

Once instruction js given top priority,
we will begin to see meaningful innova-
tion in courseware products, and new
methods of developing and delivering
those products will appear: educational
operating systems and languages, educa-
tionally oriented central file manage-
ment, and educationally dedicated hard-
ware with keyboards, screen resolution,
and other features designed specifically
to facilitate better instruction.

With respect to this point of view, the
future of computers and other technolo-
gy in the classroom is a minor question
relative to the future of instruction in the
ctassroom. It's the mission of the Assocl-
ation for Direct Instruction to impact
positivelv on that broader future, utiliz-
ing whatever resources are available for
delivering the most effective ‘and effi-
cient instruction possible, Mavbe com-
puters will be among those resources.
But then again, mavbe not,
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higher under the DI condition. For 52,
all but 1 data points were higher under
the DI condition. It appears that 52 had
more difficulty under the traditional
condition than S1. While the two sub-
jects were reading independently at the
Sth and 4th grade levels, the reading in-
structional level for S1 was 7th grade
and for 52 was 5th grade. As the science
content was from an 8th grade science
text, it may be that the ability to read the
material with relative ease accounted for
the better performance of S1 under the
traditional condition. Both subjects
showed better performance under the DI
approach for all three units.

While the area of science is lacking
research that specifies instructional
strategies that are effective and efficient
for-use with handicapped learners, it ap-
pears that the use of Direct Instruction
may be a strategy to facilitate learning in
this and other content areas. Until now,
traditional techniques specified in text-
book series are those used for teaching in
most areas of the curriculum. It would
appear that change ctan and should be
undertaken. Further research endeavors
might seek to investigate which of the
two instructional strategies used in this
study better facilitates maintenance of
learning.

Figure 1. Percent Cormrect for 51

k]
v
)
W]
s
[i¥]
b
Q
o
20~ < TRADITIONAL
@ DIRECT INSTRUCTION
10~
Days 1 2 3 4 1 2 3 4 1 2 3. 4 5§
Unit 1 . Unit 1 tnit 1
Figure 2. Percent Comect for 52
g
5
o
E 50-
[}
[«
40_
30-
20- - TRADITIONAL
@ DIRECT INSTRUCTION
10-

Financial Support for Doctoral
Training in Supervision or
Computer Technology

University of Oregon, Mildly Handicapped Program
$3,000 to *4,500 plus tuition -
Fall 85 and 86

Contact: Doug Carnine, Mildly Handicapped Program,
College of Education, University of Oregon, Eugene, OR 97403

FALL 1985

A three-disc program, 35 lessons, 64 page workbook coordinated with
disc lessons. For those who do not know basic fraction operations in
5th or 6th grade or remedial. Major skilis taught are:
s\Whether F is greater or less eDividing Fs.
than 1. sDiagraming Fs.
sConverting mixed or whole eGenerating equivalent Fs.
numbers to Fs. ‘ eRanking Fs by size
eRewriting whole numbers on sRewriting improper Fs as.
number lines as Fs. mixed numbers.
eMultiplying Fs (& whole nos. ) eAdding and substract Fs with
*Rewriting mixed numbers uniike Denominators.
as Fs.

For more information contfact SYSTEMS IMPACT INC,,
440 MacArthur Blvd., N.\W. Suite 204,
Washington, D.C. 20007

The Second Annual CDIA Conference
A VIABLE TECHNOLOGY OF TEACHING
October 3-5, 1985 '

Covanaugh's River Inn '
Spokane, Washington

SESSIONS FOR:

2 Elementary School Teachers
> Special Education Teachers

£ Administrators

2 College and UPlversily Facuity

MAJOR PRESENTERS:

Q@ Dr. Joseph Ferrara
Utah State UniversiLy

@ Dr. Maris Collins
Boise Slate University

CONFERENCE SESSIONS

Keynote Addrass:
Knowledge Engineering
and Ihe Classroom .
Applying Expert Systems in
Teacher Education
Classroom Diagnosis ond
Praescription by Computer
Intreduction to Direct Instruction

Resding Mostery Program
Expraessive Writing

Your World of Fecls
Spalling Mastery

Study Skills Workshop

Advanced DI} Seminar

Supervisiaen of Direct Instruction
{Mew for Admintatrators)

Appliad Behovior Annlysis and’
Direct Inatruction

You and Your Child Con Succeed
(New for Perents)

SPECIAL FEATURES

W No Hostl Social Hours

" FREE Continental Breakfasls

= geginner to Advanced Sessions

= Material Displays

® geduced Raom Rares

n 203 Discounted Conference fae
for cDIA Members

A yands-on Computer tabs

% Much, Much Mare . _ .

FOR MORE INFORMATION WRITE:
Stephan W. Ragen, PhD
206 Speiding Hal}
tewls Clark Stote College
Lawision, ID 83501
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August 5-9: 11th Annual Eugene Direct Instruction Conference

A]l conference sessions are designed

to increase the competence of Regular

and Special Education Teachers, Aides, Supervisors and Administrators

whose goal is to promote excellence i

in all areas of education.

* Sessions on New Technologies, Writing Skills, Diagnosis, etc,
* Updated training on revised Direct Instruction programs

* College Credit available

* 20% Discount for ADI members (40% ior student Members)
* Group discounts available

Emn the ASS CEA'HON

Those joining Now get membership through Aug. 1986

OPTIONS:

student membership., 57 year (indludes 11 News and a 0% discount on Al
sponsored conferences and 200 discount on pubhc abions).

.

~h. Regular membership. S 15:year (indudes D News and a 204, discount onall
ADIsponsored tems and events),

o Sustaming membership. 5 30 or more year (helps o insure our survival).

- DENews subsenption only, 35 vear {outssde af North Amenca ‘& Hawan, .
S H0iyear),

AD} sponsored products  and events include books and - other materials

pubhshed or marketed by the Association (1 Reading, 11 Mathemiatics, Theory

of Instruction. the Annaal [heedt Instrudtnon Traming Conference, and onaite

trainmg. consullation avadable from ADE statf or contrad tors),

ihe Direct Instracion News s published four times o year (Tall, Winter, Spring,
SUer),

To jom the assocation, dyy out this form and mail it m, with your check n U,

tfunds only .-

ASSOCIATION FOR DIRECT INSTRUCTION
P.O. BOX 10252, Fugene, Oregon 97440

.CHECK ONE
. 1WISH TO BECOME AN ASSOCIATION MEMBER. ENROLL ME AS A;

G A STUDENT MEMBER ($7 ANNUALLY}

. [1 B. MEMBER ($15.ANNUALLY)

[ €. SUSTAINING MEMBER ($30 OR MORE INITIALLY)

[J 2. 1 WISH TO RECEIVE THE NEWS ONLY. A CHECK FOR $5 (OR 310 OUTSIDE
NORTH AMERICA & HAWAII) 15 ENCLOSED. .

NAME:
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. MAILING ADDRESS:

For more information write or call:

Bryan Wickman

Association for Direct Instruction
- P.O. Box 10252

Eugene, OR 97440

(503) 485-1293

Generalized Compliance Training
By Siegfried Engelmann & Geoff Colvin

" NON-MEMBERS *20 MEMBERS *16
{ADD *1.50 PER BOOK FOR SHIPPING)

Teach Your Child to Read in
100 Easy Lessons
By S. Engelmann, P. Haddox & E. Bruner

NON-MEMBERS 315 MEMBERS 512
{ADD *1.50 PER BOQOK FOR SHIPPING)

- ORDER AS IN AD BELOW -

Theory of Instruction

By Siegfried Engelmann & Douglas Carnine

| NON-MEMBERS 525 MEMBERS $20

LY
{ADDY S50 FOR SHIPPING TOSTS)

DI Reading .- DI Mathematics

NON-MEMBERS 330 MEMBERS $24
(ADD S0 FOR SHIPPING CONISTOR [ACH HBOOK)

Send U.S. Funds To: Association for Direct Instruction
‘ P.O.Box 10252
Eugene, Oregon 97440
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