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From The Editor:

The DI News has moved to a new journal-like format.
This will make it easier to Keep in your bookcase or file
drawer. With this change in format we have planned two
Special Historical Issues to help preserve the best of past
issues and to bring the past gems' to our new members. The
second Special Historical Issue is planned for the Winter
1989 issue. Let me hear your views about the historical
issues and the new format. Also send us articles to be con-

sidered for publication.

Wes Becker
Editor
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Excellence in

by Doug Carnine
Wes Becker
University of Oregon

From ADI News Vol. 1, No. 1 (Fall, 1981)

This newsletter represents the first step in the
formulation of the Association for Direct In-
struction. The Association will be devoted to
dissemination of training, program information
and research on the systematic application .of
learning-teaching technology to the problems
facing education. Thistechnology hasbeencalled
Direct Instruction. Direct Instruction is con-
. cerned with the ways teachers behave, the cur-
ricula they use, the use of time and other re-
sources, the role of administrators—all of the
factors that influence school effectiveness. An-
other aspect of Direct Instruction is a dedication
to excellence in education through.the applica-
tion of knowledge. Knowledge must become
embodied in the lives of students and stafls, not
just in the rhetoric about what can or should
-happen in schools.

Although many educators do not agree on what

schoolelfectiveness mears orhow it can orshould
be achieved, an increasing number of educators
in the U.S. and other countries are applying
Direct Instruction and producing research on its
outcomes. This newsletter is a response to the
need for people to share ideas and information
and let each other know that we're not alone- that
many others share the same values and methods.

Two years ago, the Australian Association for
Direct Instruction was formed at the urging of
Alex and Robyn Maggs. The Association has
sponsored a number of training conferences and

“ hasbeen able to get news about applications into
the press so that the Association has had an
Impact on decisions by teachers and parents. Joe

‘Moaore is currently [1981}] the president of that
organization. As of this date [1981], Alex Maggs
and his students have conducted some 22 stud-
ies of the effectiveness of various Direct Instruction
programs. Later issues of DI News will highlight
this work.

Recently, a Direct Instruction interest group
was formed within the Assocciation for Behavior
Analysis (ABA) by Stan Paine. This group spon-
sored a half-day symposium at the ABA National
Conference in Milwaukee in May. Zig Engel-
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Voice for
lucation

mann, Barak Rosenshine, and others were pres-
ent,

There is a broad interest in Direct Instruction
in Canada, a growing interest in England-, South
America and in Africa. With this growth comes a
need [or better communication systems for a con-
stantly growing technology. ; '

As part of the initial efforts of the Association

-for Direct Instruction, two books are planned for
‘publication in 1982, The first, Theory of nstruc-

tion by Zig Engelmann and Doug Carnine, lays
out thelogical principles underlying the design of
DI programs. The second, Research on Direct
Instruction, edited by Wes Becker, summarizes 10
years of researchfindings using Direct Instruction
programs. [Ed. Note: This has not yet been

- publsihed for many Teasons, but may yet see the

light of day.}]

To get the Asscciation off the ground, and to
help finance this newsletter, we are soliciting
contributions to the Assoclation (see back page
for information). Teachers, parents, administra-
tors and professors are all invited to join this

" effort.

In this first newsletter, we address issues of
dissemination and . implementation, research
summaries, recognize effective programs, describe
new programs, and reference important publi-
cations. Readers are invited to submit articles for
subsequent issues. Send your contributions to:
Newsletter Association for Direct Instruction P.O.
Box 10252 Eugene, Oregon 97440, ¢

Selected ADI By Laws

From ADI News Vol. 1, No. 1 (Fall, 1981)

Note. The Assoclation for Direct Instruction was incor-
porated as a not for prafit Oregon corporation in 1981.

ARTICLE I: NAME
The name of the corporation shall be The
Assoclation for Direct Instruction.

ARTICLE II: PURPOSE _

The corporation shall have the following pur-
poOsEs:

1. To encourage, promote and engage in re-
search aimed at improving educational methods.

2. To encourage, foster, and promote the dis-
semination of knowledge and skills arising from



By Laws—Continued

the research on teaching with the goal of improv-
ing the education of children and adults.

3. Tosponsor trainingand informational work-
shops and conferences for parents, teachers, and
others interested in education that will bring to
the field of education the latest in effective knowl-
edge and procedures.

4. To publish and distribute newsletters, jour-
nals, books and related materials that are in
keeping with purposes 2 and 3 abave.

5, Any other lawlul and related purpose within

the scope of S501(c){3) of the Internal Revenue

Code.

ARTICLE V: MEMBERS

1. Eligibility and Admission. Any individual
who subscribestothe purposes and basic policies
of the corporation can become a member provided
they:

(a) Make written application for membership
with the Secretary of the corporation, and
upon acceptance of membership sign thelr
name in the membership bock along with
their current address. The members shall

- promptly notify the Secretary of any change
of address.

(b} Agree to abide by the terms and conditions
of these bylaws, and act in accordance with
decisions made by the Board of Directors.

(c) Paythe membership fee, as set from time to
time by the Board of Directors.

2. Rights of Members. Each member shall
have the right to one vote on matters submitted to
a vote of the membership except to the extent
voting rights are limited or denied by these bylaws
or the Articles of Incorporation. Members shall
vote to elect the Board of Directors, amend the
Articles of Incorporation and other matters as set
forth in the Oregon Revised Statutes and these
bylaws,

No dividends or earnings of the corporation
shall be payable to members, except that reason-
able compensation and expenses may be paid to
members who contribute services or incur autho-

rized expenses on behalf of the corporation, nor
shall a member be entitled to receive any assets of
the corporation which remain after payment of -
the corporate liabiliies and expenses.

3. Termination of membership. Membership
may be terminated by the occurrence of any of the
following conditions:

{a) The member resigns from the corporation
by delivering a written resignation to the
chairperson of the Board orthe Secretary of
the corporation.

(b) The memberfailsto pay any charge, duesor
assessment, or to obtain a waiver of such
charge, dues or assessment after receiving
written notice from an officeror agent of the
corporation stating the nature of the as-
sessment, the date it became due, and the
fact that membership shall automatically
terminate if the charge, dues or assess-
ment is not paid by a date selected by the
Board of Directors, which date shall be no
more than thirty days from the date such
notice is sent. _

(c} The member fails to comply with any term
or condition of membership as provided in
the Articles of Incorporation or bylaws of
the corporation afterreceiving writtennotice
fromthe corporation of the failure in perfor-
mance and afforded a thirty day opportu-
nity to cure the defect in performance if it {s
.of such a nature that could reasonably be
cured. The Board of Directors shallauthor-
ize the corporation to send the notice de-
scribed herein, which nctice shall state
that unless the defect is cured, member-
ship shall terminate on that date without
further action of the Board unless the
member submits evidence of remedial ac-
tion to the Secretary prior to that date. If
the defect is one which cannot reascnably
be cured, the notice shall state the date
that membership will be deemed termi-
nated. ¢

On Observing Learning

by Siegirled Engelmann
University of Oregon

From ADI News Vol. 1 No. 2 (Winter, 1982)
Observing things in nature grow and develop is

an extremely interesting pastime. Plants and
trees, for instance, are fascinating—the way the

buds form and develop into leaves; the way new
growth sprouts out to give the plant a form that Is
unique to the species; the way the plant protects
itself from competing plants. For example, if a
young tree is growing next to another tree that is
almost as tall, the tree will try to extend a branch
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Observing Learning—Continued

over the top of the competing tree, thereby shad-
‘ing the top. Once the top is shaded, the iree’s
growth slows and the tree is no longer a serious
competitor. The most amazing facet of growth is
the way that things in nature achieve their shape
or form. Ayoung firiree assumes a conical shape.
If it's top is cut off, it shoots out a new top and
within a few years it again has a perfect conical
shape.
Humans are even more fascinating than plants

because they are more complex and are capable.

of growth In more ways than a iree. The human
mind, the topic of thousands of books, is probably
the most fascinating growing part of the young
human because of the amazing complex form the
mind assumes as it matures. How the mind
works 1s basically a mystery. But the way in
which it works is remarkably clear. The mind
grows in response to demands from the environ-
ment and encouragement from the environment.
The mind begins as something more than a blank
slate. In the infant, the mind has a full program
of responses, most of which are emotional. Even
the simplest activities amuse, frustrate, or dra-
matically anger the infant. States, such as mild
hunger, create incredibly strong emotional re-
sponses; and environmental changes, such as a
smile from the infant's mother, create a response
that seems to be pure joy. From these emotional
responses and the magnificent human brain come
learning and habits. At first, the leaming is
meager. Even after infants have been exposed to
their new environment for a year, they may give
no Indication that they understand the basic as-
surnption of language-which is that the same
word or utterance means the same thing each
time it occurs. But when these infants have
tangled with the language code for a few more
months, they begin to understand it, and they
begin to learn at a rate that is almost frightening.
Now meager gains are replaced by astonishing
leaps, generalizations, and “role playing.” S5iill
driven by the very strong emotions that charac-
terize early childhood, these youngsters want to
do the things their parents and older siblings do.
Thelr incessant tendency to idolize is reflected in
their pretend-behavior, their play, and their in-
sistence on tagging along and doing what the
others do.

Then they go to school. By this time, they have
minds that are capable of incredible learning—
even the lower performers. But the school sce-
narlo is often sad, because, as many critics of
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education have pointed out, the children are
stifled. They are not provided with productive
outlets for their emotion; they are not givenstrong
models to emulate; they do not receive nstruc-
tion that conveys urgency and the sense of mas-
terythat they so desperately want; and, they often
do not receive instruction that they understand.

They are removed from a world in which they
clearly see what others do and in which they are
provided with many opportunities to join in. And
they are placed in a setting that is characterized
by new rules, new kinds of interactions with
authority figures, and material that plays no im-
portant role in their Hfe.

This is where you may come in as a DI teacher,
Let's say that you create a different scenario. You
begin by recognizing that the springs of important
learnings are the emotional ones. You recognize
that the children need strong models and that
they will work with great intensity to impress their
teacher and to succeed. You also recognize that
the school should not be a period-after-period

_grind, but should have breaks, changes of pace,

and a few activities that permit a full expression
of children’'s emotions.

With this background understanding, you are
in a position to observe things that very few ob-
servers in the history of the world have looked at
with great care—the way children learn. If you -
exercise appropriate care to guarantee that you
have a very good understanding of what the chil-
dren know, which specific outputs you provide,
and how the children respond to these as inputs,
you will see the children's minds change, grow,
and develop new shoots, new forms, and begin to
take on a shape that is clearly distinctive as the
form of the young fir tree.

But for you to receive good information about
how the mind grows, you must exercise the same
kind of careful controls that you would use if you
were conducting an experiment. You must con-
trol all the variables that would make a difference
in how the messages you present are recelved by
the child, and you must make sure that the mes-
sages are valuable ones—those that will lead to
generalization and growth,

S0 you make sure that you are modelling the
kinds of emotional responses you want the chil-
dren to emulate. You show great interest in the
material you are presenting. You reinforce effec-
tively; and you make sure that the children are
placed in material that they can handle, so they
will have many opportunities to be reinforced and



Observing Learning—Continued

learn that indeed the teaching activities you di-
rect are reinforcing. You challenge; you exhort,
you set the stage so that the children understand

. that ‘their work in school is as important as

playing in the NBA championship. Whenthey are
having trouble with a particular skills or activity,
you are empathetic, but urgent. “This is hard.
Everybody, take a deep breath.” We can do it.
Back to the beginning and thinking big. Here we
go...” When they succeed, you let them know that
their success is a major one, niot something that
was less than expected. “Itold you we could doit;
That was great. Give yourself a double pat on the
back and say, 'T'm the greatest’...” But you do not
stop here. You work on the technical details of
your presentation. You practice your skills of
presenting, correcting, reinforcing, and going back

. totasksthat the children had trouble with earler;

You work on your pacing, your signals, the pauses
that you present before signalling responses that
require some thinking tirme, and the other details
that make a difference in your presentation {such

- as the way the children are seated in front of you,

and the schedule of events). ‘And, you practice
designing activities that permit the children to
use the skillis that they have learned after they
have mastered them—perhapsthe most important
single detail in guaranteeing that the sldlis will be
strong and that the children will recognize their
importance,

Now you observe. Single out a child in the
group., While you present to the entire group, ob-
serve that child. Attend tothe specific responses
the child makes. Say toyourself that the child will
be able to do some things at the end of the school
day that she could not do when she entered the
classroom in the mommning. See if it happens—
make it happen.

On the next day, single out another child and
dothe same thing, See what if takesto teach each
specific skill that you present. See how long it
takes for the child to become perfectly facile, to
generalize, to use the skill.

When you observe the learning process on this
moment-to-moment basis, some very nice things
will happen to you.

The first is that you will have a much better
understanding of children and therefore be in a
better position to view the problems they experi-

-ence from their standpoint.

- The second is that you will learn to become a
better acfor. You will see the influence that your

response to the children has, and your responses

~ will be shaped so that you do not praise non-
- contingently and you show approval or disap-

proval more fluently, despite your mood.

The third thing that happens s possibly the
most Interesting: Time seems fo fly during these
interactions. Your mind is completely occupied,
as if you are playing some kind of super-chess
game that has all the intellectual challenges of
chess and nearly the emotional involvement of an
overtime basketball game, You present a task.
The children respond. - You respond. You note
their reaction. You present ., . . and before you
know it, the period is over.

Certainly, there will still be times of the daythat
are boring and times of the school year when the
game gets old and you have trouble getting into
the role of the teacher-observer. But in most
cases, you will be surprised when the period is
over. Your mind will not have been on the time,
but onyourbehavior and the children’s responses.-
And sometimes, you will actually think that only
about 10 minutes have passed when the clock
indicates -that a 30-minute period has already
elapsed. The Direct Instructicn programs play a
part in this game because they make it possible
for you to provide relatively clear messages to the
children. - In one sense the part they play is
important because if the programs are followed
both carefully and sensibly, the children will
learn the intended skills and you will have the
opportunity to observe their learning from the
first time a particular task is introduced until the
skill is integrated with others the children have
been taught. In another sense, however, the
programs are minoer ingredients because they are
passive. For them tobecome an active part of the
Interaction, somebody—you the teacher—must
take them and transform them into effective com-

- munications. Also, you must add a lot of ingredi-

ents that are suggested by, but not provided by,
the programs. The model that you present, the
urgency that you convey, the patience, the rein-
forcement, and all the other responses to the
children’s efforts are not part of the program. But
when you make them a part and. when you
transform those printed sentences and specifica-
tions into a convincing, technically well-designed
presentation. you will be able to observe some
things that only a few people have ever seen in
detail—the magnificent growth of human minds.
¢
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Does the 1Q Tell You Who Can Learn More?

by Wes Becker
University of Oregon

From ADI News Vol. 1, No. 1 {Fall, 1981)

The fictlon that IQ measures learning rate has
haunted education for many years. It is derived
from the high correlation (.70) between IQ and
most norm-referenced measures of school achieve-
ment. While this correlation is not in doubt, its
implications for “Who can he taught what?" are
suspect.

John Anderson (1939) first confronted the issue
of IQ and learning rate when he noted that while
1@ does relate to achievement level, the correla-
tions hetween IQ and year-to-year gains were very
. small or non-existent. Experimental studies of
learning and IQ level have supported Anderson's
position (see Cronbach, Essentials of Psychologi-
cal Testing, for a summary). Inone study compar-
Ing 5-year-old Down's Syndrome children {IQ's in

the 30's) and children of professors (IQ's in the
130's), Linda Meyers (1968) found that with
adequate motivation and use of novel concepts,
both groups took the same amount of time (22
minutes) to master five concepts. Also, retentior
was equivalent a week later, Maggs and Morath
(1976) showed that severely retarded children
gained in mental age on the Stanford Binet at a
nearly normal rate {(22.5 months in 24 months’
time} when taught Distar Language I one hour a
day. The control group, taught with the Peabody
Language Program and teacher-prepared materi-
als, gained only 7.5 months in mental age In 24
months, .

The strongest -data supporting the non-rela-
tlonship of IQ and learning rate comes from the
Direct Instruction Follow Through Model study.
Gersten, Becker, Heiry, and White {1984) ana-
lyzed the DI Follow Through data by 1Q groups

Figure 1. WRAT Reading, I.ongitudlnal progrcss by 1Q block for children in Entering-

Kindergarten (EK) sites (N = 698), -
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Figure 2. MAT Total Reading, Longitudinal progress by IQ Block during 2nd and 3rd grade for
children in Entering-Kindergarten (EK) sites B (NV = 1,082},
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Figure 3. MAT Total Mathematics, Longitudinal progress by IQ Block during 2nd and 3rd grade

for children in Entering-Kindergarten (EK) sites B (N = 1,056).
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IQ and Learning—Continued

and found almost no contribution of IQ to learn-
ing rates. Figures 1 to 3 show the relation of
Slosson IQ scores (a short-form individual test
like the Binet) at entry to kindergarten to gains on
the Wide Range (WRAT) and Metropolitan (MAT)
Achievement Tests for Reading, and the MAT for
Math. The WRAT shows age-normed standard
scores (mean = 100; standard deviation = 15) that
remain the same fromyear-to-year if the students
gain oneyear for each year of instruction. The fact
that the scores increase implies that more than a
year's gain per year was made in Direct Instruc-
tion Follow Through. The MAT scores are ex-
panded standard scores which increase each year
about 10 points on the average. If there is no
relationship of IQ to achievement gains, the slopes
of the curves should remain the same across IQ
blocks {be parallel to each other). For the most
part, the gains for different IQ levels are nearly
identical. (For a sample of more than 1,300
children who started in first grade, the results are
nearly identical.) There is a slight contribution of
1Q to gain on the MAT Reading (Comprehension)
from the end of second to the end of third grade,
but octherwise there is no relationship. This latter
effect can be understood as due to the end-of-
third-grade MAT Reading test being based on an
uncontrolled adult vocabulary.: IQ is strongly .
influenced by one’s vocabulary. The flrst and
second grade tests are based on controlled vo-
cabularies found in basalreaders, Thus, eventhe
slightest relationship found can be explained In

terms of differences in home backgrounds (the
opportunity to learn language) rather than in
terms of Inherent differences in children's ability
to learn. This does not mean that heredity does
not make substantial contributions to individual
differences in learning; it only means that if there
is contribution, the IQ test does not necessarily
reflect it. _

The findings strongly suggest that the answer
to “Who can learn what?” lies in trying the best
available Instruction and gearing it to the Indi-
viduals’ entry skills. We should not assume that
some children are poorer learners and therefore
teach them less. We must assume that all chil-
dren are competent learners and teach them
competently, ¢
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Science Research Associates,

‘Making Moderately Retarded Children Smater

by Alex Maggs

Phil Morath
Maguarie University, North Ryde, NSW,
Australle

From ADI News Vol. 1, No. 3 {(Spring, 1982)

This study was carried out in Australla be-
tween 1972 and 1974. Twenty-eight children
from Stockton and Marsden Hospital schools in
New South Wales participated. They ranged in
age from 6 to 14 at the start of the study. Allhad
been institutionalized for at least 5 years.

At each school, the children were randomly
assigned to one of two conditions. Condition 1
children were given intensive direct verbal in-
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struction following the DISTAR Language I pro-
gram and behavioral teaching techniques. In-
struction was provided for one hour per school
day over two calendaryears. Condition2 children
were given the standard curriculum in effect in
the schools, using the Peabody Language kit (P-
level) and some teacher-provided variations. The
Condition 2 teachers did not systematically apply
behavioral principals (e.g., reinforcement, prompt-
ing, modelling, shaping, etc.). Teachers for both
groups were monitored at least once a week to
insure that they were applying the appropriate
instructional procedures for their group. Vide-
otapes were made of the teaching and analyzed to
gain evidence for validity of program implementa-

tion.




Making Children Smarter—Continued

Table 1. Mean Gain Scores on Six Tests

Basic Reynell Verbal Stanford Sereatim Class Matrix
Concept Comprehension Binet IQ (Total Inclusion (Total
Inventory in Mental In Mental Score)  (Total Score)
Age Months Age Months Score)
Group ‘
DISTAR Groups

(N=14)

Mean _ 12.0 17.1 22.5 29 2.2 2.1
Standard Deviation 3.6 6.9 5.2 1.5 1.0 14
Peabody Groups ‘

(N=14)

Mean 3.1 6.0 7.0 1.1 .6 4
Standard Deviation 3.8 4.1 6.4 1.1 .B - 1.0
Significance of »

Difference .01 .01 .01 .01 .01 .01
Omega Squared 60% - B7% 47% 41% 31%.

28%

Abattery of tests was given before and after the
two years of instruction by nine independent
testers, who were unfamiliar with the program
objectives. The tests included Engelmann’s Basic
Concept Inventory, the Reynell Verbal Compre-
hension Test, the Stanford-Binet {L-M) Intelli-
gence Test, Plaget's tests of Class Inclusion and
Serlation, and Bruner's Matrix test.

The results of this study are summarized in
Table 1. The results. show the DISTAR group
gained significantly more on every measure of
cognitive functioning. The last line in the table
(Omega Squared) gives the percent of total vari-
ance that can be attributed to experimental treat-
ment effects. The size of these effects Implies an

extremely powerful treatrnent. The gains on the
Stanford-Binet IQ test are most readily inter-
preted. The DISTAR Language group gained 22.5
months In mental age in 24 calendar months.
This growth is nearly a normal (average) growth
In mental age. The Peabody Language group
gained 7.5 months in mental age in 24 calendar
months. This growth is exactly what would be
expected of children with IQ's averaging in the Iow
30's,

These findings imply that much more can be
done with moderately and severely retarded chil-
dren than has been assumed in the past. They
raise critical questions about using labels such as
educable and trainable, ¢

High School Follow-up: The Uvalde TX Study

by W.A.T. White and Russell Gersten
University of Oregon

From ADI News Vol. 2, No. 3 (Spring, 1983)

Uvalde, Texas students who were in the Direct
Instruction Follow Through Project in their first
three grades were compared in high school with
similar students who completed high school in
Uvalde during the prior two years (and did not
Participate in Follow Through). Uvalde (45 miles
from the Mexdcan border) is one of the largest
Follow Through programs in the Direct Instruc-

tion Model. Over 99 percent ofthe Follow Through
students are Chicano. Many enter first grade
with little or no knowledge of the English lan-
guage.

The high school data show that Direct Instruc-
tion students;

* Are more likely to receive a high school di-

ploma.

° Are less likely to be retained in any grade,

* Show better attendance in the 9th grade,

The results do not show appreciable differ-
ences between ninth grade Follow Through and
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Uvalde Follow-up—Continued

Table 1.

Percent Graduating

Starting Year N+ from High School N Percent Retained
1966—Non-FT 103 37.9 110 43.6
1967—Non-FT 97 42.3 111 46.8
1968—FT 87 59.8 94 42.5
1969—FT 47 53.2 62 23.0

* These N's exclude students who moved away during high school.

Non-Follow Through students in achievement
scores or high school grade averages, but such
differences are likely concealed by the differences

inretention and dropout rates. Because many of

the lower performing comparison students were
given an extra year to learm (over 50% were
retained in first grade), they could make gains
that would help to mask a Follow Through advan-
tage. Also, most dropouts were from those failing
in school. This selective factor could also mask
true Follow Through/Non-Follow Through differ-
ences.

The Sample

The DI Model was implemented in the first
grades in Uvalde in the Fall of 1968. This report
covers a follow-up on the Chicano students who
entered first grades in the Fall of 1966, 1967,
1968, and 1969. The students from the two years
prior to Follow Through are compared with those
fromthe first two years of Follow Through. Alarge

number of students in all four of the annual

classes failed to remain Iin the community. The
percentages remaining in the community from
the entry years 1966 to 1969 were 43.1%, 41.6%,
60.7%, and 44.1%, respectively, The figures
given in the resulis reflect data for only the
students who did reach high school in Uvalde for

Table 2. Percent Good Attendance in 9th Grade.

N Percent
1966—Non-FT a7 55.7
1967—Non-FT 101 59.4
1968—FT 90 68.9
1968—FT 54 833

some period of timne.

Results

Table 1 shows that a higher percentage of
Follow Through students graduated than for the
two preceding classes of students. It also shows
that there were fewer retentions among Follow
Through students, especially after the first year.

High school attendance was also examined
{Table 2). DI students showed better attendance

" during 9th, but not 10th, 11th, and 12th grades.

The dropout rate differences could be affecting
the attendance differences. A student was con-
sidered to have a good attendance if the student
was absent for 10 or less days during the year.

These findings show that in spite of many years
of a returm to a more traditlonal educational
setting, effects of the Follow Through instruction
in the DI Model during grades 1 to 3 are still de-
tectable -on variables obviously relatable to life
success. ¢

The Monfery DI Program for Sfudents with
Limifed English (ESL),

by Russell Gersten
Mary Alice Brockway
University of Oregon and
Nancy Henares
Marina Del Mar School, Montery, California
From ADI News Vol. 2, No. 4 (Winter 1983)

Evolution of the Program
In 1969 there were no non-English or minority
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children at the Marina Del Mar school in Mon-
terey, California. The school population con-
sisted of white low-income {or welfare} families.
Because of the low-income level, the school be-
came eligible for Title I funds. DISTAR Reading
and Language were introduced in kindergarten
and the primary grades.

In 1970, four non-English speaking kindergar-
teners entered the program. Since there was no




Montery DILE—Continued

formal English as a Second Language (ESL) pro-
gram, these children were taught using DISTAR
Reading and Language programs. This appeared
to be an efficient and successful approach, so all
new ESL students in the primary grades were
included in the Direct Instruction Limited Eng-
lish program (DILE) as developed and directed by
Mary Alice Brockway and Nancy Henares.

At that time, 4th-6th grade ESL students at
Marina Del Mar School were not taught any
reading at all for three to five months to allow for
English development. In the meantime, their
younger siblings in the primary grades were being
instructed in both DISTAR Reading Iand DISTAR
Language I from the first day of school. Often the
intermediate students did not “pick-up” the lan-
puage and felt inferior to their younger brothers

and sisters, who spoke more fluently, and also"

could read English. Many parents (and children
as well) asked that the older students be placed in
DISTAR. Intermediate children came voluntarily
after. school or during recess to learn DISTAR
Reading. A group of parents requested a night
“DISTAR class so that they could also learn using
the same method as their children, At this point,
the project teachers realized that all K-6 ESL
students needed the DISTAR Language programi.

Beginning in 1979, an ungraded model was
developed ‘for ESL students in klndergarten

through sixth grade. ‘Some of the content of the .

developmental {DISTAR) programs was too sim-
ple or childish for the intermediate grade stu-
dents. A combination program was designed for
them including the newly developed remedial
Direct Instruction programs In oral reading and
reading comprehension—the Corrective Reading
Prograrms. The DILE program -has always in-
cluded some English-speaking students. As soon
as ESL students become proficient in' the English
language, they are placed in regular classes in the
school.

Major Components of the DILE Program

1. The Direct Instruction Model of classroom
organization and teaching strategies. = Approx-

imately 95 students are'involved in the program .

each year. Instruction takes place In an un-
graded learning complex, staffed by 3 teachers
and 4 paraprofessional aides. {Three of the four
aldes are bilingual.)' The ungraded complex al-
lows for student$to be placed according to correct
~academic skill level, Both English-speaking and
limited English spealdng students are involved in
the program , ‘

Almost all instruction takes place in small
groups by ability for instruction in reading, oral
language, and mathematics. The Direct Instruc-
tion settings provide the opportunity for many
student-teacher interactions within a 30-minute
group. Most of the responses are oral. This is
particularly important for ESL students, Oral
practice is followed by worksheet practice. The
worksheets require the students to use and apply
the skills they have just practiced orally.

The teaching sirategies bullt into the DISTAR
programs are designed toassure mastery of each

lesson by every child, These strategies are de-

tailed in Becker and Carnine (1980).

2. Use of developmental and remedial Direct
Instruction programns for ESL students. Previcus
research in the Follow Through programs in
Uvalde, TX, and San Diego, CA, have demon-
strated that the Direct Instruction Model can be .
effective in teaching mathematics and oral read-
ing accuracy to non- and limited- -English-speak-
ing students in the primary ‘grades (Gersten,
1981a; 1981b; Gersten, Carmne and Willlams,
1982}

However, no program hasbeen developed which
adapts and refines these proceduares to include:
* The needs” of Umited English- spea}clng stu-

_dents in the intermediate grades.

* The domains ‘of reading comprehension and
wrltten language expression assessed in the
mtermediate grades. :
~ Beginning students with no English language

skills, regardless of grade level, receive two lan-

guage lessons a day. In the first, they cover
material from Language I. The second sessions
include strands from Language I and 1T that
teach children the structure of the English lan-
guage. Brockway and Henares found that Asian
children ‘would ““pick up” nouns for everyday
objects fairly easily from their peers. However,
they needed intensive instruction in how sen-
tences are developed and spoken in English,
since sentence constructior is totally different in

Korean Japanese, or Vietnamese.

" In the intermediate grade (3-6) program the
DILE model combines developmental materials
intended’ for 5-8 year olds with remedial pro-

-grams intended for 9-17 year olds. The remedial

reading programs used are the Corrective Read-
ing Program in Decoding and Comprehension. In
math, the remedial/developmental distinction

'appeared less important to us because the lan-

guage demands of the series are greatly reduced,
and the issue of “childish” content is not terribly
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Montery DILE—-fContinued

important. When students in the intermediate
grades completed DISTAR Arithmetic I, they were
placed in the district's basal arithmetic series.
The basal arithmetic series was taught using the
principles of Direct Instruction cited above.

There are several reasons for this combination
of remedial and developmental programs in read-
ing. The older Aslan students need the intensive
work in English language production and recep-
tive language provided by DISTAR Langudge I,
and need to be taught the basic word-attack
strategles taught in Reading I, but also want to
read age-appropriate material. The Corrective
Reading Programs provide such material. By
doubling up on DISTAR Language and the Com-
prehension strand of the Corrective Reading Se-
ries, the students recelve a concentrated program
for English language development.

3. Structured Englishimmersior. This is proba-
bly the most unique feature of DILE. A major
principle in the DILE model is that ESL students
need to learn to understand, speak, read, and
write English as rapidly as possible. We belleve
that ESL students learn English most effectively
when attention is directly focused on their oral
language. Learning a new language 1s ke acquir-
ing any other skill—the more a child practicesthe
skill throughout the day, the more quickly he or
she will master the skill. However, as in most
areas of education, mere practice is not enough.
The key to a structured immersion 1s that all
instruction takes place in English, but at a level
understood by the student. (See Baker & DeKan-
ter, 1981.) The carefully contralled vocabulary
and the carefully sequenced lessons in the Direct

-Instruction programs allow teachers to “preteach”
any new words that come up inthe math, reading,
or language lessons. Though virtually all in-
struction is conducted in English, there are al-
ways several bilingual instructors in the class
who understand the child's native language. The
curriculum programs are structured so that prior
knowledge of English is not assumed. New mate-
rial and concepts are explained so that they can
be understood by the students.

Both ESL and English-speaking students are
in the learning complex. Thus, ESL students are
provided with English-speaking role models.

4. Non-graded approach. Students are placed
in instructional groups in language, reading, and

- math based on thelr current skill level. Thus, a

fourth grader may be in a beginning (kindergar-

12 Direer InstrucTion News, Summer, 1988

ten-level) English oral language program, a first
grade reading program and a third grade math
program. '

Rather than isolate imited English students by
placing them in a separate ESL classroom, they
are malnstreamed into a learning environment
where they encounter English-speaking children
working at many skill levels. The stu dent “group-
ing" {s temporary; as skills develop, students are
moved as rapidly as possible through our aca-.
demic continuum. Students are assessed once
every 6 weeks in each academic area (reading,
language, math, spelling) on criterion-referenced
tests. These test results are used to accelerate
students for whom the work is too easy, deter-
mine which children need remedial work, and
regroup students when necessary.

5. Use of bilingual aides as instructors. The
paraprofessional aldes serve two major purposes
in the program. They are trained (by the head
teachers) to teach dally lessons to small groups of
children in the language and arithmetic pro-
grams. Essentially, they serve as additional
teachers, allowing for small group instruction in
all academic areas. In addition, the bilingual
aides help the non-English spealdng students
adjust to the environment, occaslonally serving
as translators during a child's first few months.

6. Cultural activities. Due to the fact that there
are many ethnic groups prevalent at Marina Del
Mar School, multicultural activities are centered
around the cultures represented. Each month a
different culture is featured. Monthly multicultu-
ral discussions emphasize the similarities be-
tween the various cultures, as well as thelrunigue-
nesses. The students become familiar enough
with the different cultures to readily see stmilari-
ties. (For example, Koreans and Japanese both
sleep on the floor, sit on the floor, and eat with
chopsticks.} The children discover that sushi
(Japanese) and kirmbab (Korean) are both dishes
utilizing rice and seaweed.

Everyone is encouraged to “share” things from
various cultures. Cultural displays depict the
artifacts, dolls, toys, games, costumes, etc. Not
only do the childrenlearn about cultural heritage,
but they also learn ethnic songs, games, and
dances, taught by other students or stafl mem-
bers. The culminating cultural activity has been
cooking a complete meal, featuring the food from
the particular culture studied. This lunch is
prepared by the children and then enjoyed by
students, stafl, parents, and guests.




Montery DILE_—Continued

Resulis of the Evealuation

Since the testing procedures and instructional
programs are different for the primary (first and
second grade) students and the remaining {third
through sixth grade) students, separate analyses
were made for each group. The reader is re-
minded that all instruction took place in a non-
graded setting. Students were placed in instruc-
Uonal groups on the basis of current skill level,
not age or grade level.

Primery Grades

Limited and non-English speaking students in
the DILE program during the first and second
grade perform at a significantly higher level in
Reading and Math on the Comprehensive Test of
Basic Skills (CTBS}, Form 8, (1973) than compa-
rable students in the district’s bilingual program,

The Language Assessment Scale (LAS) was
used as a supplemental measure to insure that
the DILE and traditional bilingual samples were
equivalent in English language proficiency upon
entry into the first grade. The LAS provides an
overall picture of a child’s oral language profi-
ciency in English. Scores on the LAS range from
1to 4. 1 means non-English speaking; 2 and 3
represent degrees of limited English language
proficiency: and 4 means fluent in English.

The comparison group was randomly selected
from the district’s central computer file. The
computer flle included the student's ethnicity
and their LAS score upon entry in school. The
comparison group was selected from the file by
reviewing the files of all ESL students who entered
first grade by October 31 of the school year and
spent two years in the district's bilingual pro-
gram. The ethnic distribution and mean entry
LAS score for the comparison groups were equiva-
lent. The DILE students included children from
Korea, Vietnam, Japan, the Phillipines, and
Samoa.

Table 1 presents the number {and percent) of

DILE students and comparison students at or
above grade level at the end of second grade in

- Reading, Language, and Math. The data for 1980

and 1981 are grouped. The mean student per-

formance of the DILE students is above national

norms. _

Statistical analyses revealed that significantly
more DILE students were at or above grade level
in Reading and Math. {The effect was not signifi-
cant in Language.) Seventy-five percent of the
students were at or above grade level in Reading,
and 96 percent in Math, For the students in the
traditional bilingual program, only 19 percent
were at or above grade level in Reading, 62 per-
cent were above grade level in Math.

The effects of the DILE program were main-
tained during the third and fourth grades. Table
2 presents third and fourth grade achievement
data for all DILE students who started school in
1978 and who were still in Marina Del Mar
School. Student performance remained essen-
tally stable in Reading and Language. While
there was a drop in Math from second to third
grade for the 1979 group, students were still well
overthe national median. One and two years after
the students left the DILE program, they were
performing well above the national median, at
approximately the same level aswhen they left the
program in 1980.

Effects on the English Speaking Children Who
Participated '

The English speaking students all performed
above the national median, and above the median
level for the district (which is between the 60th
and 70th percentiles). Average scores were the
79th percentile in Reading, 77th in Language,
and 81st in Math. Though the absence of a con-
trol group precludes drawing any strong infer-
ences from these data, 1t is clear that the English
speaking students in DILE perform at high levels
In all domains. It appears the DILE experience

Table 1. Number and Percent of Students At or Above the National Median on the CTBS

Totel Reading * Total Language Total Math
At or At or At or
Below Abave Below Above Below Above
- DILE 7 21 8 20 1 27
25% 75% 27% 71% 4% 96%
Bilingual 13 3 9 7 6 10
: 81% 19¢ 56% 44% 38% 629%
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Table 2. Follow-up of DILE Students on the CTBS

1978 Starting

(N=10) ‘(N= 10) (N =9)
End of 2nd Grade End of 3rd Grade End of 4th Grade
(May, 1980) . (May, 1981) (May, 1982)
Percentile Percentlie Percentile
Total Reading 63rd 65th G5th
Total Language 71st 75th 67th
Total Math 86th 67th 65th
1979 Starting
(N=9) (N=9)
End of 2nd Grade End of 3rd Grade
(May, 1981) (May, 1982)
Percentile Percentlle |
Total Reading 73rd 78th
Total Language 74th 68th
Total Math 80th 83rd

was not harmful to them academically, and proba-
bly provided a valuable cultural experience.

Intermediate (Third through Sixth) Grades.

The students in the program in grades 3 to 6
spoke Vietnamese, Korean, Japanese, Laotian,
Hispanic, and German languages. Significant
Improvement was found in all achievement do-
mains for the 1980-81 group. For the 1981-82
students, significant growth was found in Read-

Ing and Language for third graders; and Reading,
Langimage, and Math forgrades 4 to 6 (see Table 3).

Summary

These data indicate that non- and limited-
English-speaking students in a structured im-
mersion program following the DILE model: (a)
make significantly greater gains in bilingual pro-
grams, and (b) perform at or above the national
median levels after only one or two years of the

Table 3. Norm-Referenced Comparison Pre- and Posttest Scores on the CTBS
(Percentile Equivalents)

1980-81 School Year: Grades 3tp 8 (N = 15) -

Pretest (May, 1980)

Posttest (May, 1981)

Percentile Percentlle
Total Reading 4th 19th
Total Language 5th - 23rd
Total Math 13th 45th

1981-82 School Year

Pretest (May, 1981)

Posttest (May, 1982)

Grade 3 (N = 10) Percentile Percentile
Total Reading 17th 47th
Total Language 16th 41st
Total Math 39th 50th

Grades 4, 5, 6 (N = 10) :

Total Reading 4th 23rd

Total Language 4th 30th

Total Math 24th 43rd
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Montery DILE—Continued

program. In addition, the follow-up data show
that students who began in DILE in the primary
grades maintain their level of performance after
they leave the program and enter the main-
stream.

In an exhaustive review of research on the
elfectiveness of approaches toward teaching lim-
ited English-speaking students, Baker and DeKan-
ter (1981) reported a dearth of empirical findings

 on effective approaches toward teaching these

students. Two Canadian studies (Lambert &
Tucker, 1972; Barik et al., 1977} found struc-
tured immersion approaches superior to tradi-
tional bilingual approaches. The government
Joint Dissemination Review Panel has validated
the English immersion Direct Instruction Follow
Through programs in San Diego, California, and
Uvalde, Texas, as effective approaches for teach-
ing mathematics and beginning oral reading to
NES/ESL students. 4
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Corrective Reading Program Evaluated
with Secondary Students in San Diego

by Marlene L. Campbell
San Diego State University

Reported by Wes Becker
From ADI News Vol. 3, No. 3 (Spring, 1984)

This study used the original Corrective Reading
Program (Engelmann, et al.,, 1975) which was
later revised and published as Decoding B of the
1978 Corrective Reading Series. The program

© provides for daily teaching presentations, group

oral reading, silent reading practice, and dual
oral checkouts on each story. The program has a
built-in point system and charting of progress.
The students selected for the study were sev-
enth and eight graders with reading levels on the
Woodcock Reading Mastery Test (1973) more
than one standard deviation below the mean. A
nonequivalent control group consisted of stu-
dents reading at least at the third grade level who
were emotionally stable. They were placed in
regular English classes. There were 13 subjects
in the control group (6 reading at the third grade
level, and 7 at the fourth grade level at the start).
There were 42 experimental subjects (19 starting
at the second grade level, 14 at the third grade

level, and 9 at the fourth grade level). A small
percentage of experimental subjects were in the
program for a second year (e.g., as a seventh
grader and an eight grader). If pretests and
posttests were available for each year, they were
counted twice. The experimental group was more
evenly divided. Seventy-nine percent of the ex-
perimental group and 62% of the control group
were non-white. The classes were held ina junior
high and middle school in a minority neighbor-
hood. Both were magnet schools where the
principals encouraged the development of read—
ing skills.

The individually administered Woodcock Read-
ing Mastery Tests was used to evaluate progress
(in most cases Form A at pretest and Formn B at
posttest). The Woodcock gives a total Reading
Score and five subscores: Letter Identification,
Word ldentification, Word Attack, Word Compre-
hension, and Paragraph Comprehension, and a
Total Reading score.

The students were taught Corrective Readmg
(CRP) for 50 minutes a day in resource room
classes of 8 to 12 students. The teachers and
aldes received no special training in the use of the
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Corrective Readinig in San Diego—Continued

Table 1. Comparisons of Gains in the Woodcock Mastery Reading Test

Totai Reading Scores

Months Grade Terminal  Standard Score
Groups N in Program Level Gain Level Gein (SD=10)
I— Exper. 42 9.0 2.2 5.9 . 5.9
II—Control 13 10.5 4 4.4 .5
Subgroups
A Pretest—Grade 2 '
I—Exper. 19 10.2 1.2 3.7 4.8
B. Pretest—Grade 3
I—Exper. 14 - 9.0 2.4 5.4 73
II—Control 6 10.8 .2 B 3.6 -0.5
C. Pretest—Grade 4 ’ .
I—Exper. 9 6.4 3.4 6.6 6.0
II—Control 7 10.1 5 5.0 1.4

program. Check-outs were made by the teachers
or aldes within the 50 minutes of class time. The
students were also required to read six books of
their choice each quarter and to give bock reports
to the class. CRP was not taught on book report
days.

Results

Table 1 shows the gains by subgroups and total
groups on the Woodcock Total Reading scores.
The Correchive Reading groups all did bettér than
their comparison groups. Overall, there was a
gain of 2,2 years in 9 months of instruction by
students in CRP, and a gain of .4

cant difference. Gains occur for comprehension
as well as decoding skills. The magnitude of the
gains (with the exception of Word Identification)
range from .5 to .7 standard deviation units for
the CRP group. The maximum change for the
control group was a little over .1 of a standard
deviation unit. (Note: To express gains in stan-
dard deviation units, the standard score is di-
vided by the standard deviation for the standard
scores, which in this case is 10.)

These remarkable findings are consistent with
a number of other studies of the original Cor-
rective Reading Program and its successor Decod-
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months by students in English ™ pap1e2 ~Standard Score Gain by Subjects (Woodcock)
classes. The lowest performing ' (N=42, E, 13 C)
group, subgroup A, gained 1.2
years in 10.2 months. Consider- Standard Score Significance
ing that these students had gained Gain/Loss or Difference
only 2 yearsin thelast 7, thisisan | Subtest Group (S.D.=10)) {T-Test} -
excellent change. It is lkely that | yer E 717 007
these low students also n.eeded Identification c -1.23
additional systematic phonics in-
struction (as provided in Decod- | Word E 3.26 .098
ing A) to make better progress. Identification ~ C 46
Subgroup B gained 2.4 years and | Word E 7.02 .0001
subgroup C gained 3.4 years. The Attack C -1.31
comparison groups gained .2 and | Word E 8.24 .0001
.3 years respectively. Comprehension C 1.54
Table 2 breaks scores down by Passage E 5.50 001

subtest and shows f-testsfor sta- | . Comprehension C 31
tistical significance. On each of

- the subtests, except Word Identi- | Total E 5.90 0001
fication, there is a highly signifi- Reading c 54
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Corrective Reading in San Diego—Continued

ing B. The failure of the students in regular En-
glish classes to make progress should be noted.
Mainstreaming obviously is not the answer at the
secondary level when the students lack basic
reading sldlls. In her discussion, Campbell writes:

“One of the real concerns for secondary schools
is finding teachers with experience to teach read-
ing. Many of the researchers (in her review of the
literature) agreed that this is why successful
reading programs for this age group are so diffi-
cult tofind. ‘Corrective Reading,’ with its scripted
lessons and exact rules, can be used by anyone
willing to spend some time learning the method.
This researcher had a one-half hour presentation
and, with that and practice gained in an after-
noon extended day class, used the program so

that students had effective gains in reading. The
results of this program suggest that secondary
schools committed to raising scores can suc-
cessfully{it ‘Corrective Reading’ into an all-school
reading program as long as the size of the small
group stays below fifteen” (Campbell, 1983, p.
150). ¢

References

Campbell, M.L. A study of Corrective Reading as an effective
and approprinte program for reading disabled, learning
handicapped secondary students. Report presented to the

" Faculty of the School ol Education, San Diego State Uni-
versity, May, 1983.

Engelmann, S,, Becker, W.C., Carnine, L., Meyers, L. Becker,

J., Joh.nson G., Carrective Reading Program. Chicago:

Science Research Assoclates, 1975.

Progress in a High School LD Class

by Charles Arthur
Winchester, Ma

From ADI News Vol. 5, No. 2 (Winter, 1986)

In September 1984 a special class was estab-
lished at my Jr. High for students with learning
disabilities. Tests were given at the beginning and
end of the year In order to evaluate the progress
made by the students Only test scores for six
students have been recorded, because they are
the students who completed a full year in the
program. Three other students were In the class
for a portion of the year. Testing was not com-

‘pleted for these three because of the partial year

participation and because of attendance prob-
lems. Also, these three did not have the same
serlous academic problems as the first six.

For the six students (4 boys and 2 girls), the

special class provided instruction for 4 or 5 out of

7 classes a day. Four of the 6 students were
considered 7th graders and 2 were 8th graders at
the beginning of the year. Their ages ranged form
12-2 to 14-2. The daily classes included in-
struction in reading, language, math, independ-
ent reading in the content areas, and, for three of
the students, a spelling/writing class. . An in-
structional aide worked in the class for the last
three-fourths of the year when 8 or 9 students
were In the program.

“The main purpose of the class was to provide
Intensive instruction to students who were at
least two grade levels behind in acadermic skills

due to a history of learning difficulties. The goal
of the program was to help the students catch up
as much as possible to the average skills of their
own grade level. Inorder to do this, each student
would have to make more than a year's progress
within the year.

The tests given, as one indication of this prog-

ress, were all norm-reference tests. These tests .

sample a progression of representative skills and
provide standard average scores for various age
level groupings and grade levels,

The students would be expected to improve at
Ieast one grade level in order to just keep up with
the average progress. To catch up, they need to
progress more than one grade level. All six stu-
dents gained at least two grade levels in most
areas. Thus, the progress made with these stu-
dents, during this year, indicates that it is.pos-
sible for students with a history of learning prob-
lems, who have fallen way behind each year, to
begin to regain these losses.

Not all of the students were given exactly the
same tests. Some first year difficulties prevented
a complete uniform evaluation. For example, one
of the 8th graders refused to take some oral tests
at the beginning of the year, and the lack of time
caused a few small omissions with other stu-
dents. In spite of this, the testing was very similar
for each student, and enough tests were given to
provide adequate information (see Table 1}.

The most interesting aspect of these scores has
to do with the degree to which they correlate with
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the mastery of curriculum objectives. Curricu-
lum objectives can measure skills more precisely,
but are more difficult torelate to age or grade level
groups. The Reading Comprehension/Written
Language objectives and the Reading Decoding
objectives that these students worked on come
from the Corrective Reading Program by Engel-
mann and others. This program has two tracks,
one for decoding skills and the other for reading
comprehension and writtenlanguage slkdlls. These
programs, plus the corrective spelling and math
programs from the same author, comprised most
of the curriculum for this class.

To summarize the curriculum levels achieved
in the class, all six students mastered the Read-
ing Comprehension/Written Language objectives
of Comprehension B, Two students completed
Level B Decoding Skills, which represents a two
year advance. Another completed this same level
and about 15% of Level C Decoding Skills.. Two
students completed all of Level C Decoding Skills,
and one completed 80% of this same level. Level
C Decoding Skills also represents at least two
grade levels. ,

In Math the progress in curriculum skills was
more mixed. Three students completed long

" division, words problems with the basic four
operations and about 75% of fraction and decimal

computation skills. One student accomnplished .

the same skills with the addition of closer to 90%
of fraction, decimal and percentage skdlls; and
two students accomplished about 95% of all of the
skills, but did not start as low as beginning
division skills at the beginning of the year.

The results shown In Table 1 give strong sup-
port to the effectiveness of Direct Instruction
programs. ¢

June 26—28 » Chicago, 1.
The Third Midwest DI Institute -

August 7—11 - Eugene, Or.
The 15th Eugene DI Conference:

August 14—18 « Sait Lake City, Ut. '
The Fourth Salt Lake City DI Institute

Table 1. Results for Six LD Children

A. Test of Language Development (TOLD-
Intermediate) (Mean=100, standard devia-
tion=15, N=6.}

Scale Fall 1984 June 1985 Gain
Overall 83.4 103.2 19.8
Listening 91.6 101.4 '~ 9.8
Speaking 79.0 105.0 26.0
Semantics 82.6 . 91.4 8.8
Syntax 84.8 111.6 26.8

B. Test of Reading Comprehension (TORC)

Quotient score has mean of 100 and a standard
deviation of 10. Subscale scores have a mean of
10 and a standard deviation of 3 {N=6).

Scale Fall 1984 June 1985 Gain
Comprehension

. Quotient 83.5 . 98,8 15.3
Vocabulary* 7.5. - 8.0 .5
Syntax 7.3 9.8 2.5
Paragraph 7.8 9.7 1.9
Sequence 7.3 10.0 2.7

*Student D was given the Vocabulary Comprehension
test orally in the Fall and through reading in June.

" C. Test of Written Language (TOWL)
(Mean=100, standard deviation =15, N=5)

Scale
Overall

Fall 1984
81.6

June 1985
- 95.4

Gain
13.8

D. Sequential Test of Educational Progress
{STEP) grade equivalent scores.

Scale _ Fall 1984 June 1985 Gain N
Reading (silent) 4.17 - B.77 2.60 6
Vocabulary ©3.50 . 592 242 4
Written Language  3.44 590 . 246 5
Math Computation 3.63 " 'g17 . 254 3

E. Woodcock-Johnson Psycho-Educational
Battery grade equivalent scores.

Fall 1984 June 1985

Scale Gain
Reading Cluster  5.08* 7.00 1.92
Written Lanaguage 4.87 6.52 1.65

*One student was not pretésied unti! Iate'Nou_ember.

F. Wide Range Achievement Test (WRAT) grade
equivalent scores. -

Scale

Fall 1984 June 1985 Gain N
Word Recognition - 5.15 6.88 1.73 6
Spelling 4.28 5.80 1.52 4
Math Computation 3.63 6.17 2.54 3
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A MetumAnaZysis of the Effects of Direct
Instruction in Special Education

by W.A.T. White
University of Oregon

From ADI News Vol. 6, No. 3 (Spring, 1987)

This analysis is based on studies that com-
pared the effectiveness of Direct Instruction {Dl)
intervention with that of one or more comparisorn
interventions. Only studies with students ex-
periencing some form of learning handicap {e.g.,
learning disability, trainable mental retardation,
reading disability) were included. Studies with
students considered “at- rlsk” for learning prob-
lems did not qualify.

For a study to be included in the meta- analy-
sis, theassignment of participants to experimental
and comparison groups must have taken place
prior to intervention. Studies with noncompa-
rable experimental and comparison groups, es-
tablished by statistically significant differences
on pretest scores or by ackmowledgment of an
author in a report, were excluded.

A study was considered to contain a Direct In-

- struction ireatment group if the author of the re--

port considered one of the groups to be such.
Studies were included if a treatment group was
based on the Engelmann and Carnine (1982)
model of Direct Instruction, or if a group utilized
instructional materials developed by Engelmann
and associates.

Literature Search

Studies were gathered from research previously
Imown to the reviewer or to the reviewer's col-
leagues, fromreports referenced in such research,
and from research listed in a computer literature
search conducted on April 30, 1986 using data
compiled by the Educational Resources Informa-
tion Center (ERIC}. Descriptors used in the
search were: direct instruction; direct teaching;

directed instruction; directed teaching; DISTAR;

direct verbal instruction; active teaching; and
active-teaching.

" The 25 studies in the meta- analysis for which
treatment lasted for overaweek arelisted inTable
1. Twenty-one of the studies involved mildly

‘handicapped students, one involved moderately

handicapped students, and three a mixture of

mildly and severely handicapped students.
Some of the studies require explanation about

the manner in which they were analyzed for the

meta-analysis. The intervention in the Branwhite
{1983) study consisted of two phases, only the
first of which was included in the meta-analysis.
During the second phase, both the experimental
and comparison groups received the same Direct
Instruction treatrnent. ' Thus, data from the sec-
ond phase clearly are of no relevance. In the
Hursh {1979) report, comparisons involved both
mildly handicapped students and nonhandicap-
ped students. Only effect sizes based on the com-
parisons involving the mildly handicapped stu-
dents were included in the meta-analysis. The
Lloyd, Epstein, and Cullinan (1981) and Eloyd,
Cullinan, Heins, and Epstein (1980] reports de-
scribed the same study, but included different de-
pendent measures. In the meta-analysis, the two
reports were consldered as one study. The Walker,
McConnell, and Clarke (1983) report described
two studies, but the first study had already been
included In the meta-analysis from a separate re-
port (Walker, McConnell, Walker, Clark, Todis,
Cohen, & Rankin, 1983). Thus, {or the purposes
of this meta-analysis, citations of Walker, McCon- .
nell, and Clarke (1983) refer only to the second
study in that report. Finally, C. Walker’s (1980)
master's thesis was coded not from the complete
original report, but rather from Lewis’ (1982} de-
scription of the study, and from photocoples of
tables from C. Walker's (1980) resulis section

" sent to the reviewer from England.

Coding Study Characteristics

Studies in the meta-analysis were coded on a
number of study characteristics or potential
moderator variables. Treatmentlengthwas coded
as persisting either for one day, for two to five
days, for six days to a month, for gver a month to
ayear, or for over ayear. Fidelity of treatmentwas
coded as “high” if the research report mentioned
that: (a) teachers using Direct Instruction meth-
ods were perlodically observed for the quality with -
which they were implementing the treatment;
and (b) cbservation indicated that the level of
implementation was adequate. If elther of these
criteria were lacking, fidelity was coded as "low.”
The teacher category was coded according to
whether students were taught during treattnent
by their regular teacher (i.e., an interventionist
from the school district who worked with the
students even after the study), or an experimen-
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DI _Meta-Ana.lysis—-—Continued

tal teacher (i.e., a professional brought in from
outside the district for the duration of the study
- only).

Degree of handicap was coded mild if students
with labels of reading disabled, learning disabled,
emotionally disabled, or educably mentally re-

‘tarded. Individuals with greater learning handl-
caps were considered moderately to severely
handicapped. Age range was divided into cate-
gories of students’ school grades determined as if
they had progressed academically at the same
rate as their age-group peers. Grades were coded
as prekindergarten, kindergarten through third
grade, fourth through sixth grade, junior to se-
nior high school, and after high school. Whether
a study was coded as experimental or quasi-
experimental in design was determined by whether
assignment of individual participants to groups
. was done randomly. Random assignment of
" entire classes totreatment groups was considered
guasi-experimental in design, since all research

reports used in the meta-analysis provided out-.

come means for individualsrather thanfor classes.

Outcome measures used in the studies fell into
three categories: norm-referenced tests, crite-
ron-referenced tests, and “other” tests (tests de-
signed for use with a particular curriculum,
observationalmeasures, student data fromschool
files, etc.). Tests that could not be positively de-
termined to be criteron-referenced from a read-
ing of the research report were placed in the cat-
egory of norm- referenced measures.

Effect Sizes

An effect size was calculated for each depen-
dent measure on which the experimental and
treatment groups were compared. The effect size
was computed by dividing the difference between
the means of the experimental and comparison
groups by the pooled standard deviation, as ad-
vocated by Wolf (1986). Effect sizes favoring
Direct Instruction groups were assigned positive
values; those favoring comparison groups were
assigned negative values.

. When the necessary figures for effect size
" computation (i.e., means, standard deviations,
and sample sizes) were not available in a report,

estimates of the effect size were calculated from -

proportions, tvalues, or Fvalues where possible,
However, effect sizes were not estimated from p
values for a number of reasons.

In synthesizing the effect sizes across the stud-
fes in the meta-analysis, the individual study
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rather than the individual cuicome measure was
used as the unit of analysis. Thus, for synthesis
of overall effect size of Direct Instruction, the
Maggs and Morath (1976) study contributed an
effect size (ES) of 1.93, which was the mean of the
six ESs from its individual measures. For syn-
thesis of effect size of Direct Instruction on meas-
ures of infellectun! ability (only), the Maggs and
Morath (1976) study contributed an ES of 2.57,
which was the ES of its only measure of intellec-
tual ability. . :

A study-weighted “vote count” was also con-
ducted for synthesizing the research results. For
each study the proportion of measures for which
there was a statistically significant difference fa-
voring the experimental group, and the propor-
ton significantly favoring the comparison group
was computed. The mean of the individual stud-
ijes' proportions represents a study-weighted
proportion of significant outcomes.

Results

The effect sizes for 25 studies that compare the
outcomes for DI groups of handicapped students
with the outcomes for comparison groups are
listed in Table 1. Not a single outcome measure
in auy of the 25 studies significantly favored the
comparison treatment. The means show that on
the average, 53 percent . of outcome measures
significantly favor DI. This value far exceeds the
5 percent that would be expected by chance if
there were actually no differential effects between

" _the DI and the comparison treatments. The av-

erage advantage of .84 standard deviation units
that DI treatment maintains over comparison
treatments is well above the standard of .25t0.33
that has been typically used to determine educa-
tional significance of an educational treatment
effect. {See Stebbins, St. Pierre, Proper, Ander-
son, & Cerva, 1977.)

A quasi-experiment that produced a non-sig-
nificant negative effect for DI (Moodie & Hoen,
1972) compared DISTAR Arithmetic with tradi-
tional math instruction in Canadian learning as-
sistance classes for one school year. Post-inter-
vention interviews and guestionnaires indicated
that teachers liked DISTAR and were pleased with
the apparent progress of their students. The
questionnaires also indicated, however, a low
level of implementation of the DISTAR system. No
information was provided on the comparability of
experimental (N = 14} and comparison (N = 24)
students at the start of the study. The authors
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Table 1. Indlvidual Study Effect Sizes for DI

Effect Sizes Proportion of

Target  Research Overall Academic Significant
Study Skill Design ES Es ~ Qutcomes
Branwhite (1983) reading Q +1.61 +1.61 1.00
Campbell {1983) reading Q +1.08 +1.12 .83
Darch & Kameenul (1986) reading E +1.59. +1.59 1.00
Gleason (1985) math E +0.57 +0.76 33
Gregory et al. (1982) reading E " +1.66 +1.71 - 1.00
Haring & Krug (1975) reading Q +1.05 +1.05 1.00 -
Hursh (1979) ‘academics Q +0.71 +0.77 .25
Kelly et al. (in press) math E +1.39 +1.39 .60
Leiss & Proger (1974) ‘language Q +0.40 —_ 00
Lewis Study 1 (1982) reading E +0.16 +0.16 00
Lewis Study 2 (1982): reading E -0.40 -0.40 : .00
Lloyd et al. {1981) reading E +0.84 +0.85 17
Maggs (no date) ‘language E —_ — 1.00
Maggs & Morath {1976) language E +1.93 — 1.00
Moodie & Hoen (1972) " math Q -0.14 -0.14 00
Proger & Leiss (1976) language Q +1.30 — 71
Richardson et al. (1978] reading E +0.10 +0.10 .25
Stein & Goldman (1980) reading Q +0.75 +0.75 ' 1.00
Stephens & Hudson (1985) spelling E +1.94 +1.94 1.00
Summerell & Brannigan {1977} reading Q +0.54 +0.54 .50
C. Walker (1980} : reading Q +0.39 +0.04 . .00
H. Walker et al. (1983)* . sacial E . +0.29 e .10
H. Walker et al. (1983)** social E +0.99 — R
Wetherman {1984) " writing E +0.33 +0.33 .50
Woodward [1985) health - E +1.02 +1.22 .56
Mean E S +0.84 +0.81 B3
5D .64 .67 .40

*refers to Walker, McConnell, & Clark

ssrefers to Walker, McConnell, Walker, Clarke, Todis, Cohen, & Rankin
E= Experimental Design {random assignment to groups).

Q= Quasi-experimental design

(Moodle & Hoen, 1972) emphasized that their
study had severe limitations, and offered strong
subjective support for DISTAR. )

One of Lewis’ (1982) experiments investigated
the effect of DI for 11 and 12 year olds with
reading disorders. Students who were taught
with traditional remedial programs and other
model programs scored higher than DI students
on posttests of word attack skilis and reading
comprehension. The respective ESs were -.47
and -.32. However, DI students averaged gains of
8.4 months in spelling, compared to 5.4 months
and 3.0 months for the two comparison groups.
Adequate Information was not available for the
calculation of the spelling effect size. None of the

measures in Lewis' study produced statistically
significant differences.

Reading and Mathematics

The DI studies that investigated academic out-
comes have been divided according to specific
skill areas. The study-weighted mean ESs for
measures of reading and mathematics achieve-
ment are listed in Table 2. The mean ES in
reading of .85 is consistent with the mean ESs for
DI, both overall and in achievement measures. A
further subdivision of reading measures (into
comprehension, word-attack, and total reading
measures) does not support the arguments of
those educators who contend that DI teaches
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Table 2. Study-Weighted DI Effect Sizes in
Reading and Mathematics

Measures
Reading . Math
Mean +0.85 +0.50
Median +0.80 +0.38
5D .78 : 71
{N) {13) {4)

basic academic skills of a lower-order cognitive
level (such as word-attack skills) at the expense of
higher-level skills {such as comprehension). The
study-weighted mean for DI on word-attack mea-
_ sures across 10 studies was .64. The cor-
responding mean for measures of reading com-
prehension across eight studles was .54, Usinga
difference of .33 standard deviation units as the
criterion for an educationally significant differ-
ence, there is no important difference between
ESs for DI in the *low level” word-attack skills and
the “high level” reading comprehension skills.
The study-weighted mean ES of .50 for math
was lower than the corresponding mean for read-
ing. However, less confidence can be placed In a
mean ES resulting from only four studies.

Intelligence and Readiness

Eflects of Direct Instruction on measures of
intellectual ability and readiness slkills are indi-
cated in Table 3. Because of the low number of
studies (4, 5, and 2) in these effect sizes, they
should be treated with caution. Typically, stan-
dardized measures of intelligence are not the
most responsive measures to educational inter-
vention. However, since the earliest research on
the DI model in the mid-sixties with “at risk”
nonhandicapped preschoolers (Engelmann, 1968},
DI has produced appreciable gains in 1@. All
studies that measured 1Q in this meta-analysis

Table 3. Study Weighted DI Effect Slzes in
Intelligence and Readiness

Measures
Intelectual Overall
Abiltly Readiness
Mean +1.32 +1.13
Median +1.13 +(.89
SD .93 .88
(N) (4) (5)
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(Leiss & Proger, 1974; Lloyd, Cullinan, Heins, &
Epstein, 1980; Maggs, n.d.; Maggs & Morath,
1976; Proger & Leiss, 1976) made use of the
DISTAR Language curriculum, which was quite
similar to that used in the preschool studies.
Apparently, the same curriculum and approach
that were beneficial for youngd students who are at

" risk for developing learning handicaps are also

effective with older students with demonstrable
learning handicaps. DISTAR Language presents
basic language concepts in a controlled, system-
atic manner, and teaches some ¢f the language
abilities [e.g., analogy, deduction) measured by
most intelligence tests.

Measures of academic preskills, basu: concept
learming, language development, psycholinguistic
abilities, and Pilagetlan cognitive development
were pocled together and called “readiness” mea-
sures. Except for learning basic language con-
cepts (e.g., under/over, singular/plural, past
tense/present tense], Direct Instruction programs
usually skip over so-called readiness activities in
favor of academic skills. However, six studies
{Campbell, 1983; Hursh, 1979; Leiss & Proger,
1974; Maggs, n.d.; Maggs & Morath, 1976; Proger
& Leiss, 1976) suggest that Direct Instruction
students more than hold their own in readiness
skills. Table 3 shows a study-weighted mean ES
for the pooled readiness measures of 1,13 for 5 of
the 6 studies that could be included in the effect-
size analysis. Positive effects were found in allfive
subcategories of readiness measures.

Degrees of Handicap and Type of Comparison
Group

The research results show that Direct Instruc-
tion can be equally effective for mildly and mod-
erately/severely handicapped students. Themean
ES for mildly handicapped students was .80, and
the mean for, the more severely handicapped
students was 1.01, This difference of .21 stan-
dard deviation units between the two figures does
not meet the standard of .33 for educationally
meamngful differences. It is diflicult to compare
the two groups of studies, because 18 of the 20
studies involving mildly handicapped students
measured academic achievement (mean elfect .
size of .85), whereas only 1 study of 4 Involving
moderately handicapped students did so.

One variable that did have a significant effect
on eflect size was the type of compariscn group(s)
used in a study. None of the studles utilized a
pure control {i.e., no treatment) group, but three
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of them (Campbell, 1983; Walker, McConnell, &
Clarke, 1983; Walker et al., 1983) utilized a
comparison group that was involved in activities
unrelated to the final outcome measures. These
- studies produced an average effect size of .79.
The mean ES for these studies was probably held
down to some extent by the rigorous tests of gen-
eralization In social slkdlls used in the Walker,
McConnell, and Clarke (1983) and the Wa]ker et
al. (1983) studies.

Grade Level and Other Study Characteristics

Most of the studies in the meta-analysis were
conducted with subjects in the age ranges of the
intermediate grades (4th to 6th) and secondary
level (7th to 12th). The 13 studies in the inter-
mediate grades were actually composed of 6
studies that fit neatly into the category, and 7
studies that included students in a wide range of
grades (e.g., grades 1-6, grades 1-9) which were
Judged closer to the interrnediate category than to
any of the other categories. The mean effect size
for the 6 studies that fit the category neatly was
.65, which is similar to the mean of .69 for all 13
studies categorized as Intermediate. The mean
effect size for 7 secondary studies was 1.15. The
data show that DI is quite effective for both age
groups.

Type of Posttest

Another variable that had a significant impact
on the magnitude of effect sizes was the type of the
posttest. Table 4 shows that criterion-referenced
measures generated significantly greater effect
slzes than did norm-referenced measures or
“other” measures (i.e., observation, official rec-
ords, and self-report). This result is consistent
with the premise that criterion-referenced tests
can be more sensitive to the effects of instruction
than are standardized tests or non-academic
measures. Also, criterion- referenced tests that
were closely aligned with the tasks assigned to
students during intervention ylelded higher effect
sizes (mean of 1.76 across eight studies) than did
criterion- referenced tests of low alignment (mean
of 1.06 across six studies). These figures support
Cohen and Hyman's (1982} contention that con-
gruence between intervention task and outcome
measure isamajordeterminant of effect size. The
effect of 1.06 for measures of low alignment also
suggest that Direct Instruction students transfer
what they have learned to somewhat different
kinds of tasks.

Table 4. Study-Weighted DI Effect Sizes for
Difierent Forms of Measures

Form of Measure

Criterion- Norm Other
Referenced Referenced
Mean +1.67 +0.77 +0.70
Median .+1.13 +0.71  +0.71
) 94 72 .50
(17) 8

(N) (8)

Teachers and Treatment Length

The teacher variable played a significant part
in academic effect sizes, but not in overall effect
sizes. Study-weighted mean ESs, across all out-
come measures, were ,81 for 18 studies that used
regular (usually classroom) teachers, and a slightly
higher .94 for six studies that used experimental
teachers. ‘Across measures of academic achieve-
ment, however, the difference between effect sizes
exceeded the .33 standard for educational signifi-
cance. For 15 studies with regular teachers, the
mean was .79, for four studies with experimental
teachers, the mean was 1.13. It makes sense that
experimental teachers, having been speclally
trained in the experimental curricula, might im-
plement the Direct Instruction intervention more
fatthfully, which in turn might bring about a
greater effect.

Another variable, length of treatment, also had
a greater differential impact on academic than on
other measures, but the effect is confounded.
When all measures within a study were averaged,
the study-weighted mean effect for Direct In-
struction in interventions lasting from six school
days to one month (N = b) was .98 standard
deviation units. The corresponding overall mean
ES for interventions ranging from over a month to
a year (N = 17) was .77. When only academic
measures within a study were averaged together,
the study-weighted mean for the 5 comparatively
shorter studies was 1,06, which is greater than
the corresponding mean effect size of .77 for the
13 comparatively longer studies. The confound
comes from the fact that the 5 shorter studies
(Darch & Kameenui, 1986; Gleason, 19856; Kelly,
Camnine, Gersten & Grossen, in press; Wether-
man, 1984; Woodward, 1986) were all university-
generated projects using experimental teachers.
The Implementation levels of these short univer-
sity projects very likely exceed those managed by
school district personnel.
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Level of Implementation and Research Design

Whether or not fidelity of treatment was as-
sessed had no systematic impact on effect sizes.
- Studles (N=11) that referred tohigh level of Direct
Instruction implementation produced a mean ES
of .86; those (N= 13) that failed to mention level of
implementation or that certified that im-
plementation was poor produced a mean ES of
.82, These numbers seem to conflict with other
research (Gersten, Carnine, & Willlams, 1982:
Siegal & Rosenshine, 1973} that indicate that
fidelity of treatment plays a significant role in the
impact of Direct Instruction. However, some
authors and observers may have judged level of
Implementation to be adequate, when in fact it
was not. Also, In some other studies, the Direct
Instruction teachers probably followed the ex-
perimental programs carefully, yet the reports
make no mention of fidelity of treatment.

Type of research design (experimental VErsus
quasi- experimental) also had no systematic ef-
fect. ' '

Summary

It seems that there are occasional circum-
stances under which Direct Instruction can pro-
duce a negative effect. However, only 14 percent
of the comparisons showed a negative effect for
Direct Instruction. [One percent of the com-
parisons produced a neutral, or .00, effect. None
of the negative effects were statistically signifi-
cant.) .

The 25 studies on Direct Instruction treat-
ments of over a week in length found a strong,
consistent effect for the treatment. The strength
is not lrnited to a particular age range, or handi-
capping condition, or skill area. The meta- analy-
sis Indicates that, based on 25 studies, instruc-
tion grounded in Direct Instruction theory (Engel-
mann & Carnine, 1982) is efficacious for both
mildly and moderately/severely handicapped
learners, and in all skill areas on which research
has been conducted. '

Author’s Note: For a more thorough exam-
nation of this research, refer to the reviewer's De-
cember 1986 dissertation (The Effects of Direct
Instruction in Special Education: A Meta-Analy-
sis] at the University of Oregon. ¢
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Reading Instruction for Poverty
Level Preschoolers

by Paul Welsberg
Early Childhood Day Care Center
Department of Psychology
University of Alabama

From ADI News Vol. 5, No. 4 (Summer, 1986)

Ever since it opened its. doors to poverty—level'

preschoolers in 1970, a major and continual
objective of Early Childhood Day Care Center
(ECDCC} has been to accelerate the academic
achievermnents of its 24 children.

Background

When we began, we knew how terribly ill-
equipped entering first graders from poverty homes
were in skills related to reading. This led us to
champion the teaching of this tool subject in our
preschool setting. However, despite these strong
convictions, our early efforts were not directed at
generalizeable word attack or decoding strate-
gies. Instead of teaching the requisite slkdlls for

'dccodj.ng words, we engaged in model]mg and

encouraging “reading-like” behaviors:  Going to
the book area, holding a book rightside-up, turn-
ing the pages properly, etc. We soon discovered

-that reading did not magically evolve from these

“pre-reading” activities.

‘We then tried basal readers and the 51ght-word
approach with little success. It became obvious
that to establish substantial and continual im-
provement in reading, we would need to abandon
traditional methods and search for a program
that focused the young reader’s attention on the
key elements of the printed word {1.e., its sounds),
and provided a logically consistent, manageable
way of decoding words. That opportunity pre-
sented itself when, in mid 1975, we observed a
Distar Reading I program in a rural all-black
schogl. The teacher’s training consisted of a
weekend workshop. Her pacing was marginal
and she spoke in a monotone, hardly ever chal-
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Preschool Reading—Continued

lenging the children. We worrled about all those
signals, about the drill and teaching from scripted
material. Yet, the children didn't seem to mind
and, to our astonishment, they energetically and
carefully sounded out each word. Aboutthe same
time, we saw Engelmann’s (1968) provocative
movie where previously trained preschoolers, just
starting the first grade, were eagerly doing basic
algebra problems and understanding the mathe-
matical concepts typically reserved formuch older
children. The impressive and promising achieve-
ment data from the Engelmann-Becker Direct
Instruction Model in the Follow Through Project
{Becker, Engelmann, & Thomas, 1975) also came
to our attention. Noteworthy was the greater
academic advantage for disadvantaged children
started on DI in kindergarten. Their end-of-third
grade reading levels on the Wide Range Achieve-

‘ment Test (WRAT) averaged 0.7 grade points
higher than those who started in first grade in DI
programs.

These events provided the impetus for the
authorto spend his sabbatical leave at the Univer-
sity of Oregon in 1976. Both he and his wife
attended classes in DI programming and taught
Distar Reading and Arithmeticto Title I children at
a local school. - Upon returning to Tuscaloosa in

‘the summer of that year, DI programs were set up
at the ECDCC. :

Program Usage

During the first schoolyear inwhich Distar was
implemented (1976-77) priority went to the five-
year-olds who were taught from the Language I
and Reading I programs. From 1977-1978, the
ArithmeticI program was added to the curriculum
of the five-year-olds and the Language I and
Reading I programs were started with the begin-
ning four-year-olds. By 1979-1980 and thereaf-
ter, all three programs were taught to beginning
four-and five-year-old groups.

Children staying for one year typically finished
allof LanguageIand Readingland three-quarters
of Arithmetic I Those staying an additional year
usually completed all components of Language I
and Reading I and at least half of Arithmefic II.

Three teachers each taught three groups daily,
two in the morning (reading and language) and
onie’in the aftermoon (arithmetic). Group size
varied from five to eight children. As needed, a
fourth group in language was held once In the
morning for children lacking even rudimentary
language skills and for later-entering children
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requiring catch-up work. It was usually taught by
the part-time cook upon completion of that per-
son’s breakfast chores. All of the staff were
trained in DI procedures by the auther.

Children Served

The ECDCC offers year-round full—t1me serv-
ices to preschoolers living within a ten-mile ra-
dius of its location on the University of Alabama
campusinTuscaloosa. Funding islargely through
yearly contractual arrangements with the state
welfare agency under Title XX of the Social Secu-
ity Act and the University of Alabama's Office of
Sponsored . Research.. The Department of Psy-
chology administers and sponsors the ECDCC.

Single-parent and extended . family patterns
predominated among the children served. Over
80 percent of the children are black and 60
percent are male. . The family demographics re-
semble those of low socloeconomic groups and
are characteristic of families whose children have
participated -in previous preschool intervention
projects.

When they begin the preschoolers are unable

to read, print words, spell, or do amny mathemat-
ical computation. The Slosson IQ test, the scores
of which are taken as an indication of verbal
competency, is individually givenfollow:lng atwo-
to-three- week adaptation period.” The mean
entry IQ over the past four years (N=58) hasbeen
87.with only 19 percent of the IQ's exceeding 100.

Evaluation Design

Continuous Progress Tests (CPT) in Reading
(Becker, Carnine, & Davis, 1978), administered
individually after 10 to 20 instructional lessons,
provided an estimate of how well the children
were mastering the concepts and skills being

_taught. The results for arandomly selected group

showed their performance on major tasks was
consistently high across all lessons; for sound
identification items, correct answers averaged
about 97 percent; for word identification, it was
a2 percent for trained words (nonsense and unfa-
milar); for the oral reading of three sentence sto-
ries, beginning at lesson 120 of Reading 1, it was
nearly 100 percent; and for answering simple
comprehension questions, it was 94 percent.
Norm-referenced tests were also administered
and the children’s progress evaluated in two
ways. First, norm-referenced comparisons were
made in which the average of the ECDCC group's
performance on standardxzed tests during the




Spring of each program year were compared to
normative data established by the test authorsas
reported in appropriate test manuals. Two sub
groupings of ECDCC childrenwere formed: Those
about to enter first grade in the coming Fall (called
1st-starting) and those who were going to be
between 5 and 5 1/2 years of age (labeled kinder-
garten or K-age children). Most 1st-starting
children had the benefit of two program years of
Distar, whereas the K—age children had only one
program year.

Second, norm-referenced tests ‘were used to
provide between group (or treatment) compar-
isons during one program year in 1980, during
which the test scores of the ECDCC children
(Distar-irained) were contrasted with those from
other preschool programs (non-Distar-trained)
onvarious evaluative instruments that measured
many comrmon instructional objectives. The non-
Distar-trained preschoolers came from a local
Head Start program (in operation for eight years)
and from Child Develapment preschool (in opera-
tionforten years). The latterwasrunbythe Home
Economics Division of the University of Alabama
which, like the ECDCC, was a campus-based
facility under the state contract to furnish year-
round, full-time day care services for poverty-
level preschoolers. The local welfare agency as-
signed children to this preschool or to ours on a
random basls.

Both the Head Start and Child Development
programs essentially followed a Structured-Cog-

nitive Model in which’the professed alm was to
develop general cognitive processes or abilitles -
rather than kmowledge of specific content, such
as decoding words or solving arithmetic opera-
tions.

A third comparison group contained children
in the first several months of public school either
in kindergarten or first grade (conforming to the .
K-age and 1st-starting distinction), but who had
never been in a preschool program prior to public
schooling, All children inthis No-Preschool Group
were of the same low sccloecnomic status and
lived in the same neighborhood as children in the
other groups.

Results

Decoding. The Wide Range Achievement Test
(WRAT) was given every program year to the
ECDCC children. In Figure 1 the mean percentile

‘scores are plotted on quarter-standard-devia-

tion-scale units. Averages were first computed
using raw scores before converting to percentiles.
At every program year, the percentile scores for
Reading were substantially higher than the 50th
percentlle. The Dl-trained 1lst-starting groups
were consistently near or above the 98th precen-
tle {twoto three standard deviations above norm).
The DI-trained K-age groups were also advanced,
averaging between the 77th and 98th percentlle
across program years.

Previous WRAT evaluations of DI preschoolers
used grade equivalent (G.E.} scores to assess

Figure 1. WRAT Reading across program years. Data are plotted in equal percentile
units on a .25 standard deviation scale.
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reading and other academic skills. Considering
just those studies containing 1st-entering chil-
dren having two preschool years of DI Reading,
the obtained G.E.’s on WRAT Reading have al-
ways been higher than the normative value of 1.0
for beginning first graders. Bereiter (1968) re-
ported a mean G.E. of 1.5 for the initial 13

graduates of the Bereiter-Engelmann (1966) pre- '

school. Engelmann (1970) obtained a mean G.E.
of 2.6 for 12 later graduates taught by an im-
proved reading program that was phonics-based
and focused greater attention on the lowest per-
formers. Seven middle-class preschoolers taught
for two years with the revised program obtained a
mean G.E. of 3.4. Anderson (1982) reported a
mean G.E. of 2.6 for 87 children trained with
Distar Reading whose average entering IQ was
close to 106.

The G.E. on WRAT Reading for our 1st-starting
ECDCC children with two program years (N=31)
was 3.8 (which simply means an extremely high
WRAT score for this age group and does not ilmply
the children can read and comprehend third-
grade books). Chief among the reasons for the
higher G.E. is that our facility, was a full-day
preschool {the others were half-day) which al-

- Jowed for longer engaged-time in reading, and we
had the advantage of using improved DI materials
and teaching procedures.

“The reason that Dl-trained preschoolers do so -

well on WRAT Reading can be understood by
_considering the subskills tested (Table 1). Clearly,
it 1s the substantive subskill of decoding words
that distinguishes DI from non-DI children.
The same pattern of WRAT subskill perform-
ance for the ECDCC groups in 1980 has been ob-

tained for every evaluation year. Especially pro-

vocative was the decoding performance of the 1st-

"with other word lists.

starting children with two program years. Ofthe
first 50 WRAT words, a total of 21 words should

" have been famillar since they were explicitly

taught in Distar Reading {12 words from Level I
and 9 words from Level II). Nevertheless, the
preschoolers were able to decode a large number
of never-presented words, such as size, weather,
stalk, cliff, struck, glutton, and threshold. The
two-year DI-trained children had litile trouble
Of the 220 Dolch sight
words, extending from preprimer to third grade,
an average of 95 percent were correctly read, and
of the 37 words used by Durldn (1966) to identify
early readers, 99 percent were correctly read.
These findings suggest that the excellent decod-
ing skills imparted to public school children by
the Distar Readingprogram (Becker, 1977; Becker
& Gersten, 1982) can be similarly generated with
preschoolers. ‘
Returning to the performance of the non-DI
groups, one might expect that these children, by
virtue of being competent only in the rudimentary
skills, would rank relatively low with respect to
their same-aged peers who comprised the WRAT
standardization sample. Such is not the case.
The average non-DI-trained child between 6 and

- & 1/2 years of age and about to enter first grade

who obtains the raw score of 23.9 (Table 1) would
place at the 47th percentile. This favorable
showing was replicated by the author with Head
Start preschoolers evaluated in 1982 (N= 8} and
1983 (N = 12). That a preschool intervention
program can be judged as a relatively successiul
when normative data from the WRAT are used,
even though its graduates are barely able to read,
is possible because the skills tapped by the WRAT
to gauge average first grade-entering perform-
ance are mediocre ones. Stated differently, enter-

“Table 1. Mean WRAT Reading Subtest Raw Scores for DI and Non-DI Programs

K-Age 1st-Starting Age

: Maximum DI Non-DI DI Non-DI
Subtest Score (N=9) (N = 25) (N = 8) (N = 24)
Labeling two '

letters in name 2 1.5 1.3 1.6 1.8
Letter Matching 10 9.9 9.7 10.0 99
Letter Naming 13- 6.2 52 10.9 10.0
Reading 75 9.1 02 - 28.4 2.2
Raw Score means 26.7 16.4 50,9 23.9
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Figure 2. Median grade scores of first-entering ECDCC children on end-of-first grade
reading acheivement tests. For the Gates-MacGinitie (Form 2), the equivalent end-of-first
grade score at the GOth percentile is 2.2 for Vocabulary and 1.9 for Comprehension.
Comparable values for the MAT subtests are 1.8 for Word Knowledge; 1.7 for Word Analysis

and for Reading Sentences and Storles; and 1.8 for Total Reading (not shown).
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ing {lrst graders are not expected to be proficient
at reading (nor at spelling or doing written arith-
metic problems).

. Comprehension. The WRAT does not assess
any comprehension skills. We, therefore chose
the Gates-MacGinitie Test for the first evaluation
year In 1977, and the Metropolitan Achievement
Test {MAT) after that. The median grade equiva-
lent scores (G.E.) by MAT subtest for the 1st-
starting ECDCC children by program year are
presented inFigure 2. (Aswith the WRAT, averag-
Ing was based upon raw score conversions to
standard scores, from which the median G.E. and
percentiles for each year could be derived.)

It is readily apparent that for most evaluation
years the plotted G.E. either approximates or is
higher than end-of-first grade normative per-
formance for the MAT. Consldering onlythe 1980
program year (when the MAT was also given to
non-DIgroups), the corresponding percentileval-
ues by subtest were:. the 70th percentile for Word
Knowledge (G.E. = 2.1); the 94th percentile for
Word Analysis (G.E. = 3.0}; the 88th percentile for
Reading Sentences and Stories (G.E. = 2.4); and
the 78th percentile (for the Total Reading (G.E. =
2.3).

The performance of the 1st-starting DI groups

- seems remarkable in light of the fact that dis-

advantaged children are commonly from four to
six months below grade level inreading by the end
of first grade.

It cannot be said that the K-aged DI children
have the full complement of decoding skills to

tackle any word. Having only one program year,
they have not yet learned to distinguish between
long and short vowel sounds in many words by
applying the silent-e rule; they are unfamiliar
with the sounds made by marny letter combina-
tions (eq, ou, al); they have not been taught capital
letters, so words containing these letters will
cause problems, particularly when they are dis-
similar to their lowercase counterparts (A-a, D-d,
G-g, R-1); and, since they have not been phased
out of the special Distar orthography containing
macrons, joined letters, and so forth, the regular
orthography inherent int primary grade achieve-
ment tests is likely to be troublesome.

The K-age DI children are further limited since
the first year of Distar Reading stresses reading
for accuracy, rather than for speed. Thus, they
often do not finish all of the items of those MAT
subtests that are timed, namely Word Knowledge
and Reading Sentences and Stories. The items
they do attempt, however, are more often done
correctly and, if one looks at the items completed
on Sentences and Storles, they are correct on 42
percent of those attempted, as opposed to only 28
percent correct when scoring isbased on allof the
subtest items, whether attempted or not.

Not only are the K-age DI children penalized for
taking their time to decode words, many of which
are irregular, they will have trouble with the
meaning of many MAT words. They are not likely
to know the meaning of special, favorite, lick,
pasture, flat, best, and starry night, and they may
not know what certain idioms mean, as in “to
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Table 2. Mean MAT Subtest Scores of First-Starting Children with One versus Two Years of

DISTAR Reading.

No. of Program-Years

Type of One Two
MAT Subtest Measure” (N =12) (N = 31)
Word Knowledge Mean S.5. 33.6 - 49.4
‘ Mean G.E. 1.6 : 2.3
. Mean %-1le 28th 77th
‘Word Analysis Mean 5.5. 37.2 51.2
Mean G.E. 1.7 24
Mean %-1le 46th : ‘92nd
Reading Sentences & Storles Mean 5.5. 31.6 : 50.4
Mean G.E, 1.4 24
Mean %-ile 22nd - B8th-
Total Reading Mean S.S. 32.1 49.1
Mean G.E. 1.5 24
Mean %-ile 23rd 88th

*§.8. = Standard Score: G.E. = Grade Equivalent Score; Percentile (%-ile} are based on an end-of-

first grade norm group.

catch a bus”, “water meets land”, and so on.

All is not lost, however, for the K-age DI chil-
dren, The 1st-starting children were in the exact
same predicament as the K-age children just
before they got another year of DI training. Fortu-
nately, during that second year their promising
decoding skills were enlarged toinclude a broader
set of words and they were taught to read with
increased fluency, speed, and expression, both
during class and during independent reading
activities. The greater stress in Distar Reading I
on developing comprehension skills, aided by the
Distar Language I program which features more
complex syntax, semantic relationships, and an
enlarged vocabulary, inevitable helped them to
read for information and meaning.

One-versus two-program years. Of the 43 1st-
entering children from the ECDCC who took the
MAT, 12 and 31, respectively, completed on and
two years of Distar Reading. As revealed in Table
2, length of program participation has a major
effect on MAT outcomes. The standard score dlf-
ferences between the one-year and two-year chil-
dren are significant for every subtest and for Total
Reading all p's=.001). The absolute differences in
subtest grade scores, from 0.8 to 1.0 points, are
what one would expect from an extra year of
training in reading. Both groups are highest in
the decoding based Word Analysis subtest, again
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lending credence to the power of the readjng'
program to teach this skill.

The Future

Although the answer to the question whether
educationally at-risk preschoolers can be taught
advanced reading skills, is clearly in the affirma-
tive, the more nagging and not as easily research
guestion of “what happens to the graduates?” is
currently being pursued. We are finding the our
preschoolers leaving with two years of Distar
Readingare having an easy time infirst grade and
many of them begin reading at the second grade
level without any problem. Our concern rests
with those leaving with only one year if Distar
Reading, either entering a public school kinder-
garten or first grade program that does not build
on the moderate reading skills we developed.
Fortunately, Distar Readingis catching on in the
city schools so the issue of program contjnuity

can be addressed. ¢ :
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A School-Wide Discipline Plan:

A Management Primer for Teachers and Principals

by Geoff Colvin, Lane School
Robert Lowe and Betty Clanton, Casper, Wy

From ADI News Vol. 5, No. 4 {Summer, 1986)

. Editors note: This is acopyrighted chapter from the book
Establishing a Schoolwide Discipllne Plan, recently
published by Geoff Colvinand available for $9.00 through
Behavlor Associates, P.O. Box 10459, Eugene, Oregon
97440. The chapler is replorduced with permission of
the authors.

A principal was beginning to worry about the
number of referrals coming to the office from
regular classroom teachers. The referrals were
quite frequent and seemed to have little in com-
mon. A cross section of the referrals follow:

What's the deal? Al never has a pencil?

- Please visit with him and get him to bring his
stuff to school.

Chas argued with me, talked back,
mouthed off, and defied directives. Every-
thing was mcp]ained but Chas NEVER lis-
tens.

From 1:00- pm to 1:30 p.m. Pete was

- elther arguing with everyone or complaining
and tattling. After the tenth incident, I sent
him out and he continued to complain. This
happens every class with different people.

Here's the list:

1. Bickering with Cherl.

2. Out of seat.

3. Moving furniture.

. 4. Cheating. :

5. Pete needs 1:1 monitoring,

. Joe refused to go to the end of the line,
tried to get in front of a student. Was sent to
the end of the line for pushing and shoving

_ two students who were ahead of him. They
were also sent to the end of the line. He
argued violently when I refused to allow him

to get in front of another student. He then

hid underhis desk and said, “I'll slap you on

your bald head if you come close to me.”

Deanna refuses to even iry to cornplete
‘her homework, and 1s wasting my time by
trying to argue and smart mouth me. Her
parents said, “You have her in school for six
hours a day and if you are teaching her, as
you get paid for, then she doesn't need to
have me teaching her at home and doing

homework.” ‘

Charles has three marks for wandering
around the room. His behavior is disruptive
and he is not using his time to do his work. -

- He needs medicine for being so hyper!

Joshua got into trouble for being so
immature and he does not listen to direc-
tions. Please place him in a class for stu-
dents who are jmmature and who do not
follow directions. _

Janet called Misty a bitch because when-
ever you call on Misty she never answers.

To principal: [ really need your help.
Bubba is keeping himself, as well as the rest
of the class, from learning.” Today, he com-
pleted 3 assignments while everyone else
cornpleted 13, plus extra points. Ihave had
to give him five penalty points for various
offenses, which is the maximum as you .

-kmow. The only way Bubba gets anything

accomplished is if he sits right next to me -
and I don't help anyone else. He is so
distractible that he cannot sit still or concen-
trate on anything else. If you have any idea
why Bubba has fallen apart, please let me
know. Icare about and am concerned about
Bubba, but I cannot afford to lose the whole
class. He was placed in my class because
they thought I could help him, but he needs
to come half way.

The principal began to see a few patterns in the
referrals and drew the following conclusions:
1. The vast majority of referrals were related to

classroorn discipline.
2. Most referrals came from just a few teachers.

3. Teachers who had some kind of forimal dis-
cipline plan made fewer referrals than those

who had no discipline plan,

The principal was then faced with the problem
of identifying a plan for assisting the weaker
teachers and with establishing some kind of
school-wide discipline plan. There are basically
five pieces that could be considered necessary for
a school discipline plan to help teachers in the
classroom: '
1. Ensure each classroom has a discipline plan.
2. Utilize specific proven sirategies for manag-

ing behavior in the classroom.
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Discipline Plén——Continued

3. Establish a discipline referral process.
4. Establish a discipline plan from the Office to
. support the classroom plan. ,
5. Establish iridividual behavior plans for stu-
 dents who do not respond to the overall
discipline plan. S

Classroom Discipline Flan

- The baslc Intent of a discipline plan is to
communicate to each child that behavioral stan-
dards are expected in the classroom. The planis
designed to ‘teach a simple relationship: Ap-

propriate behavior has positlve consequences -

and inappropriate behavior has negative con-
sequences. The procedural steps in developing
such a plan are:

1. Establish Classroom Ruies or Expectations

The first step is to identify and explicitly state
the classroom rules. The rules need to be precise,
" practical and behaviorally expressed. It should
be clear. to the teacher, the student and any
observer whether a rule has been broken or kept.
The students should be given a clear rationale for
the rules to help them understand that good
behavior leads to ‘a positive classroom where
children may learn and develop. Also they need
to understand that inappropriate behavior dis-
rupts the classroom, causes tension, and can
make learning and development very difficult and
sometimes impossible.

- 2, Select Functional Rules

Asimple guideline for selecting classroomrules
1s to ask yourself the question, “What do students
need to do so that I can be effective as a teacher?”
With this orlentation, the rules address student
behaviors that facilitate instruction and learning.

“The following list might serve as a useful source
for selecting functional rules:

Be on time for class.

Enter the classroom quietly.

Go to your assigned area quickly.

Begin the entry task promptly.

oon o

nations.

Raise your hand if you wislr to talk.

Join in the discussion or lessor.

. Follow the teacher’s directions.

Organize required materials promptly.
Start assigned work promptly.

. Keep working. _

Ask for help only after you have first tried
by yourself.

o e
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Listen to the teacher's directions or expla--

m. Respect other's space and they will be
‘required to respect yours. .
n. Leave the room quietly.

3. Establish the Rules Inimedjately_as the
School Year Begins | :

Students should be introduced to the class-
room rules on the very first day of the schoolyear.
If the teacher allows a loose structure, “Until
everyone get to know each other,” or “Until rap-
port has been established,” then the teacher will
have a much harder time establishing rules.

4. Rehearse and Review the Rules

Allow time in the classroom schedule to regu-
larly rehearse and review the rules. In this way,
students are constantly reminded of the rules.
Review times also provide an opportunity for
teacher and students to 1dentify which rules are
not working or which rules need further clarifica-
tion. ' ' '

5. Practice Rules Which Are F‘réqﬁentlyBroken

If certain rules are consistently broken then
the teacher should simulate the context and

' provide additional practice for the class. For

example, suppose the teacher has a rule that the
children enter the classroom quietly at all times.
If the children are noisy coming in after recess,
have the students line up outside the door, talk to
them about the rule of entering the room quietly
and have them come in. This procedure could be
repeated several Himes until an acceptable crite-
rlon is reached. Clearly, if the students do not co-
operate, then stronger measures would need tobe
taken, such as loss of free time for the students
who are making noise or disrupting the practice.
The teacher should also remind the students be-
fore the next recess that they should enter the
room quietly and be waiting at the door to receive
the students and to identify the students who
may be breaking the rule. -

6. Establish Consequenc-es for ,'A.pproprlate
and Inappropriate Behavior

To strengthen the likelihood that students will
follow the rules, there needs to be clear, positive
consequences for students who keep the rules
and clear, negative consequences for students
who break the rules. The best positive conse-
quence for keeping the rules is teacher approval.
Teachers should not take good behavior for
granted. They need to work hard to provide
constant acknowledgement of students who are
cooperative. Other positive consequences could



include extira privileges, and access to preferred
activities. It is useful to have a hierarchy of
consequences so that better performance can be
more strongly acknowledged and deteriorating
performance can be more strongly consequated.
For example, a hierarchy for negative conse-
quences could include: ~ '

1st Infraction: Warning (reminder, name on

the chalkboard, etc.).

2nd Infraction: Isolation within the room.

3rd Infraction: Miss next recess.

4th Infraction: Miss full day of recesses.

5th Infraction: Discipline referral to principal’s

office

Note: Consequences should be tied to the rule
broken as closely as possible. For example, if the
-student breaks a rule during free time, then there
could be less free time for the student. Ifa student
breaks a rule during group work, then the student
could beremoved (partially or fully) from the group.

Useful Strategies for Managing Behavior

Many behaviors can be prevented or nipped in
ihe bud if the teacher nses appropriate strategies
at the right time. The following strategies, though
not exhaustive, are commonly used by teachers
to manage behavlor:

1. Respect for the Teacher

The most effective way tomanage behavioristo
galn the student’s respect. There are two steps in
securing a student's respect in the classroom:

a. Require respect. The teacher needs to take
the stance from the first day of school that she or

he is the responsible adult in charge of the class.

Disrespect violates a basie classroom rule and
will lead to a punishment. The teacher should
also strive to gain respect by being warm, con-
sistent, fair, a good role model, mentally healthy,
professional and competent, but not necessarily
Just “friendly.”

b. Show respect. The teacher needs to show
respect tothe students, Ifthe teacher requiresre-
spect and does not show respect to the students,
the teacher will end up functicning as a tyrant
and the students will fear him or her.

2. Planned Ignoring

Many inappropriate behaviors are maintained
by the teacher’s critical attention to them. Behav-
fors such as low volume noises, mumblings,
“funny faces,” inappropriate way of raising hands,
asking questions, and making comments should
be ignored.

There are some situations, however, where
behaviors cannot be ignored, such as:

a. Acts of disrespect.

b. Acts that are too intrusive {i.e., they disrupt -

the lessomn}.
c. Behaviors related to safety.
d. Serdous behaviors {e.g., breaking a window}.

3. Reminders or Warnings

If a student is just beginning to brealk a rule or
exhibit inappropriate behavior, then a timely

warning or reminder can arrest the inappropriate -

behavior, The student could be reminded of the
rule and the consequences for breaking the rule,
Reminders are very helpful for the more impulsive
student. Reminders are more effective if they can
be presented before the student gets too far into
the inappropriate behavior.

4. Proximity and Touch Control

Some students are upset from time to time. A
student may be helped by physical praximity.
The teacher might stand close to the student or
move the student to a seat where the teacher is
able to be closer to the student. The teacher may

“touch the student on the shoulder and say, “Take

it easy,” or, “Let’s not have a big battle today.” In
this situation theteacheris showing understand-
ing of the fact that the student is upset and letting
the student know that.

B. Show Intérest in tﬁe Student

Teacher approval and interest is a powerful
way of getting students’ trust and cooperation. In

" general, the teacher may show interest in the
tasks they are presently involved in, or ask them .

about their interests at home. It is important to
let them talk, versus asking a series of question.
Questions are useful in getting started, but after
that the teacher should try to listen and to
encourage conversation.

6. Dlsplay Affection

Students often réspond to a teacher who dis-
plays a positive, supporiive, and appreciative
approach to them. Students need love and
warnmnth. Some students will stop acting-out
behavior in the classroom simply because they do
not wish to offend the teacher; however, they may
exhibit the acting-out behaviors with other teach-
ers and in other settings.

7. Direct Appesal

For some students a direct appeal can be very
effective in arresting behavior. The teacher may
say to the student, “Come on Billy, see if you can
pull out of this and have a good day,” or "Mary, see
if you can settle down and keep out of trouble.”
This approach is more effective with studentswho
have some degree of self-control and who have
reasonable rapport with the teacher. Class lead-
ers often respond to the direct appeal approach.
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8. Contracts

A contract can be a useful tool for dealing with
prolonged misbehavior. The terms of the contract
should be. spelled out in writing. It should list
both positive and negative behaviors and the
corresponding consequences. The contract'should
be reviewed on a regular basis.

9. Cool Down Time

Some students with emotional problems may
be upset as they enter the classroom or may begin
to get upset for some reason or other in the
classroom. If the student remains in the demand
situation, the student may get out of control. For
these students, it is better to have a cool down
time available. A section of the room, a comner, or
partitioned area could serve as the cool down are.
Once the student regains calm it may be possible
to address the concerns and talk about things
without a “fight.” The cool down period is also
beneficial after students have been in a verbal or
physical fight.

10. Removal of the Student from the Scene of
Conflict

It may be necessary to remove a student from
~ the scene of conflict in order to gain control of the
group. Sometimes the group, or audience, will be
too stimulating for a student who is losing con-
trol. Or, the student who is losing control is too
stimulating for the group and the teacher loses
control of the group, as well as the individual.

11. Helping Students Problem Solve

This approach is designed to help students
understand exactly what they are doing to them-
selves. The strategy the students uses may be
highly inappropriate. The student need to be
taught how to identify situations that may be
siressful and to identify or use alternative strate-
gies to deal with the problem. Some students
often repeat mistakes because they are unable to
develop and use problem-solving techniques by
themselves. When the teacher helps them “think
through” each step of problem solving, then they
have a better chance of learning the skill.

12. Using Group Influence

The group can be used as a positive way to

shape appropriate behavior. The teacherneeds to

- develop in the group a sense of “family,” where the

students care about each other. It is important to

acknowledge students who look out for other

students. The group should not be used to
punish students.
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13. Removel of the Group

If a student contests the authority of a teacher
through physical violence or verbal assaults,
then the group should be removed from the room.
This approach allows the teacher to deal one-to-
one with the student and takes away the stu-
dent’s audience. The student does not have to
save face in front of the group and the teacher has
more of a chance of gaining control of the student,

~ This technique needs to be rehearsed with the

class so that the students may respond quickly.
The students need to know exactly where to go
and therecetving staff (librarian, next doorteacher,
principal) need to be prepared.

14. Recognition of Good Behavior

If a student does not display appropriate be-
haviorvery often, then it is important torecognize
and respond to good behavior when it occurs. In
addition, teachers should not assume that stu-
dents willbehave appropriately. Teachers need to
frequently acknowledge or show approval of good
behavior. Teachers should also seize opportuni-
tles to praise the whole class {where appropriate)
in the presence of a visitor.

15. Rehearsal and Review

If a student has a difficult time behaving well in
certain situations, then the teacher may rehearse
some rules just before the student enters the
problem situation and review the student’s be-
havior after the event. This approach is particu-
larly useful for the less structured areas such as
recess, hallways and cafeteria. For some stu-
dents, it is helpful to spell out the acceptable
behaviors or the behaviors that other students
exhibit which are acceptable for this context and
to identify the behaviors that are not acceptable.

16. Provide a Focus on the Inappropriate
Behavior

When a student breaks a rule or behaves
inappropriately, the teacher should immediately
provide a focus on the rule broken. For example,
if students are required to walk along the hall-
ways and Jim was observed to be running, the
teacher might say, “Jim, you ran down the hall.
You need towalk.” The teacher then should apply
the designated consequence. It is important to
avold discussion and asking questions. These
kinds of verbal exchanges often give the student

. an “out.” If there is a disagreement, especially

when a number of students are involved, then it
us useful to have each student write down his or
her actions. 1t is necessary to have the students




report on actions (what they did) versus interpre-
tations or causes. The plan is to identify what the
student did, deliver the consequences, and help
them to identify what should have been done.

17. Reduce Anxiety

Many acting-out behaviors are a result of stress.
The stress bullds to such a level that an outburst
occurs (either verbal or physical). The outbursts
can be prevented if the teacher can recognize the
signs of stress and use:simple stress reduction
techniques. The signs of stress include: rubbing
the body {often times thighs), jigglinglegs rapidly,
tapping a pencil or some object on the desk
excesslvely, excessive movements, lack of con-
centration, eyes darting around the room, head
kept down, and/or inability to get started on a
task manifested by stapping and. starting then
changing to something else. The stress can
sometimes be reduced by taking the student
aside for a talk. It Is important to address the
stress by comments such as, “You look as though
you are upset,” or “I can tell that something is
bothering you.”. The teacher could allow the
student to have some quiet time, take a break, or
do an easy activity instead of the assigned task.
Note: Some teachers fear efforts to reduce stress,
because they believe they may be reinforcing off-
task behavior. The answer usually is, “Time will
tell.” If the student is manipulating the teacher,
then the “stress behaviors” will increase in fre-

quency. If the student is truly under stress, then
- these strategies will help avoid escalation and

help the student to become calm.

18. Speak to a “Third Person”

In some cases it is more productive to speak to
a student indirectly through a “third person.” For
example, the teacher may speak to a student
behind the target student just loud enough so
that thetarget student can hearthe conversation.
The teacher might say, “I sure hope Michael can
get through the day today without a big blow up.”
Technically, the teacher is talking to the student
behind Michael, but Michael hears the informa-
tion. This indirect approach is helpful in cases
where direct communication may escalate the
student. If the student turns around (Michael)
and stares at the teacher, or makes a comment
then the teacher should not make eye contact or
engage in conversation with him.

19. Facilitate Positlve Teacher-Student
Interaction

The quality of teacher-student interactions isa
good indicator of behavior control in the class-
room. These interactions can be either positive or

negative. Inanideal classroom these interactions
should be at least 809 positive.

There are two ways of ensuri;ng a high degree of
positive interactions:

a. Reinforce appropriate behavwr The teacher
should be ready to be positive when students are
on task, follewing directions, and genera]ly dis-
playing cooperative behavior. '

b. Use a two-step correction procedure. . If
students display inappropriate behavior, then
the teacher should use two steps in dealing with
the behavior. Thefirst step is to address the inap-
propriate behavior. This could take the form ofa
reminder of a consequence, depending on the
gravity of the iInappropriate behavior. The second
step is to re-orient the student toward appro-
priate behavior., Once the student is behaving
appropriately, then the teacher has a basis to be
positive to the student. For example, if a student
is out of her seat then the teacher might say,
“Mary, you are out of your seat without permis-
sion.” {Step one: Addressing the inappropriate
behavior.) Then the teacher could say, “Now, sit
down and get on with your math.” Once the
student is seated and is underway with math the
teacher could move towards the student and say,
“Mary, I'm. pleased to see you working on your
math. Thankyou.” The point is that the student
exhibited inappropriate - behavior which was
addressed and the student then was directed to
appropriate behavior which could be reinforced.

Discipline Referral Process

Even though the teacher may have a sound
discipline plan in the classroom and may be
skilled in managing behavior, some students may
still have persistent behavior problems. A disci-
pline referral process is needed to provide support
to the teacher and to provide stronger conse-
quences (or services) for the student The referral
process should include: |

a. A written statement of the problem from the
teacher. The written statement should be ex-
pressed in terms of what the student did. That is,
express the action or behaviors of the student. -

b. fthe student hastobe sent to the principal,
then a written note should be sent to the principal.
The principal should not be put in the situation of
having to ask the student why he or she has been
sent to the office.

c. A written statement from the student. if
possible, as soon as the student reaches the
office. It is better to use a standard form.

School Discipline Plan

The school discipline plan coming from the
principal’s office serves both to strengthen the
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teacher's plan for the classroom and to provide
stronger consequences for the student’s behav-
lor. This plan should be set up with a hlerarchy
of consequences. The plan needs to be clearly
communicated to the staff, parents, and stu-
dents. The information should be disseminated
at the beginning of the school year and should be
included in any printed information about the
school (Parent Handbooks, etc.). One school
discipline plan is as follows:

Discipline Rules

Fighting

First offense: 'Warning.

Second offense: Parent conference and 7 days in-
school suspenslon,

Third offense: Choice: 3-days in-school suspen-
sion at noon, 3 swats*, or 1 day out-of-school
suspension. '

Fourth offense: 3-day suspension.

Classroom Misbehavior

{Serious) First offense: Parent conference.
Second offense: 7 days in-school suspension.

_ Third offense: Out-of-school suspension. Con-
- ference with parents before re-admission.

Note. It is very important to have some kind of
structure fo foster appropriate behavior. Un-
Jortunately, it is easier to have a plan fo conse-
quate inappropriate behavior than to reinforce ap-
propriate behavior, The principal should seize
opportunities to draw atfention to appropriate

behavior. In addition, a specific plan should be

*Editor note: This is not legal in some schools.

" district to district.

developed to strengthen appropriate behavior.
Individual students (or classes) could be acknowl-
edged weekly or monthly for keeping the rules or

- for displaying appropriate behavior on a regular

basis. They could be acknowledged at school as-
semblies, on the bulletin board, in school cornmu-

"nications, etc.

Individual Plans

Some student may not change their behavior
even though there is a solid school-wide discl-
pline plan in place. It is imperative that these
students are dealt with on an individual basis
once it Is evident that the school plan is ineffec-
tive. If these students are continuously “re-
cycled,” then the whole discipline plan will scon
be eroded. Staff will lose faith in the “system” and
inappropriate behavior will probably escalate. In
addition, these problem students do not get the
help they need. There needs to be a plan in place
to deal with Individual students who have persis-
tent inappropriate behavior. Services for these
students vary from school to school, and from
The basic approaches to
serving these students are:

a. Utilize support services (school psychologists,
consultants, behavior specialists, counselors,
soclal workers, ete.)

b. Develop an individual behavior program (con-
tract) through a parent conference comprised
of parents, principal and teacher(s).

c. Utilize altermative district programs such as
special classrooms or schools for behavior/
emotionally disturbed students. ¢

Classroom Management:

" by Randy Sprick
Educational Consultant, Teaching Strategies,
Inc. :

From ADI News Vol. 3, No. 1 (Fall, 1983)

" Successful classroom management consists
largely of preventing behavior problems before
they have a chance to occur (Good & Brophy,
1978). Several studies (Emmer, Evertson &Ander-
son, 1980; Evertson & Anderson, 1979; Emmer &
Evertson, 1980) have shown that the first week of
school is a critical time for implementing proce-
dures that will affect student participation and
classroorn behavior. This article will focus on five
procedures that the teacher can use during the
first week of school to help motivate students and
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Strategies for Beginning the Year

to get appropriate behavior started. The first
week of school can easily set a positive tonefor the
remmainder of the year.

1. Establish and Discuss Classroom Rules

Classroom rules should be established priorto
conducting any classroom activities. Rules are
best discussed immediately after the teacher has
introduced her or himself on the first day of
school. An early intreduction of classroom rules
means. that students will have a clear under-
standing of the teacher’s expectations. This
reduces the need for students to experiment and
reduces the need for teacher reprimands. It also
allows the teacher to begin developing positive
interactions with her students. From the first




day, students will learn that they can easily get
the teacher's attention by following the rules,
Classroom rules should be stated as positive
expectations. Avoid the “don'ts.”
states, “Cooperate with other people in the class,”
implies that the teacher expects cooperation.
“Don't hit other people,” implies that the teacher

" expects hitting, Below is a sample set of positively

stated rules:
1. Always do your best work.
2. Cooperate with cthers.
- 3. During independent work times, stay in
your seat and work qulietly by yourself.
4. Raise your hand if you need help or have
something to say.

After stating the rules, the teacher should give -

specific information about what each rule com-
municates. When talking about cooperation, the
teacher should provide different situations that
might occur and have students identify and dis-
cuss examples of cooperating and failing to coop-
erate. This type of exercise requires students to
think of the classroom rules in terms of their own
behavior. The teacher will be teaching students
how to take responsibility for themselves.

2. Discuss How the Rules Relate to Each
Newly Introduced Classroom Activity

For the first two to three days of school, discuss
how the classroom rules relate to specific ex-
pectations you have for each activity. Below are
examnples of the types of discussions a teacher
might have.

We are going to be passing out your
science and social studies books, In a
moment, I will ask volunteers to pass out
the books. I will only call on four people
who remember the rule about quietly.rais-
ing their hands. Others of you will get a
turn to help out later today, or sometime
this week. If you don't get called on, you
can help out by following the rule about
cooperating. Raise your hand if you can

* tell me how you can cooperate if you aren’t

. called on to pass out books.

If no one complains about not being
called on that will be a great example of
cooperating. You will be showing me how
mature you are. While the four people are
passing out the books, the rest of us will be
having a discussion on
How can you follow our rules during the
discussion?

Yes, listening quietly to others wil be
showing cooperation. Raising your hand
and waiting for your turn will also show us
that you understand ourrules. Ifyouraise

A rule that

your hand and wait foryour turn, it will be
easier to make sure that everyone gets a
turn to participate. All of the things you
have mentioned will help us have a funan
interesting discussion.

During the next half hour, you will do a
math paper. You need to follow the rule
about doing your best because the prob-
lems on this paper will help me decide
where we should begin in the math book.

What is the rule about independent
work?

Yes, it says that you should stay in your
seat and work quietly by yourself. What
should you do if you need help? Yes, you
need to remember fo raise your hand ifyou
have something to say or if you need help.
Who can tell me what you should do if you
break your pencil? Should you get up to

. sharpen #t? (No, the rule says to stay in

your seat.) How canyou get permission to

sharpen your pencil?

~ These discussions may seem to waste a lot of

teaching time; however, the time will be well
worth it. The goal of these discussions is to
prevent problems by giving students clear in-
formation about how the individual teacher ex-
pects the activity to be conducted. Without this
information, some of the students will try to
experiment with misbehavior to see whether it is
acceptable. The discussions should be used for
each new activity ol the schoolyear. This includes
such activities as walldng down the hall, finding
the page in a book, turning in completed work,
and how students should enter the room when
they come in from recess.

The above examples are for elementary level,
but these types of discussions on behavioral ex-
pectations are just as important at the secondary
level, Types of behavior that should be discussed
at the secondary level include how te come into
the room, behavior during discussions, behavior
during any laboratory-type activities, behavior
during independent work, and how students will
be excused at the end of the class period.

3. Provide Positive Feedback to Students

Omnce rules are understood, it is critical for the
teacher to provide positive feedback and atten-
tion to students who are trying to meet expecta-
tions. Feedback should be descriptive, and should
periodically relate back to the classroom rules.
Below are some examples.

* Thank you for quietly raising your hand.

» Everyone in the class listened while I was

explaining the soclal studies assignmerit.
That is cooperation!
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» For the last five minutes, every person in the
class has been quietly working on the math
.paper. Itis niceto seethat everyone is doing

- their best.

. 'Positive feedback should bevery frequent during

the first several days.of school. -This demon-
strates -to students that the teacher is more
interested in thelr success than in their fallure.
This feedback provides many repetitions of the
classroom rules without having to nag students.
After the first several days of schoal, the teacher
can begin to gradually reduce the amount of
pralse as long as behavior remains appropriate
and highly motivated. If the motivation deterio-
rates, -or .misbehavior- begins to increase, the
teacher should increase the amount of contingent
feedback to students for efforts in following the
rules

4 GweFeedback at the Closeof Each Activity

~ During the first several days of school, end
- 'each activity by telling students how they did. Did

‘they meet your expectations? If not, let them
' "kmow what they should have done differently. Do
not single out individuals. The teacher will want
to avold :giving attention to students who mis-
‘behave. - However, students need to know if an
activity did not go as you had hoped.  Avold
preaching during the discussion. Simply let the
studentsknow that next time you hope things will
go betier. -Ask students what they.could have
done: differently. Keep the tone positive so that
students have. positive expectations for future
activities. ‘

If students meet your expectations, it is impor-
tant for them to know it. Teachers often assume
that students will continiue to do well for the rest
of the year. However, if students do not know that
they were successful, some will begin experi-
menting with less desirable behavior. Closing a
successful activity with positive feedback will not
eliminate student testing, but ‘it ‘will motivate
most students to take pride in their ability to
demonstrate mature and productive behavior.

B. Use Positive Practice to Teach Critical
Classroom Behaviors

: Some classroom activities will be repeated ona
daily basts.. Transition from one reading group to
another, lining up at the door, finding pagesin a
book, and putting names and dates on assign-
ments, are activities that students engage in
daily. It is vital that these. activitles Tun as ef-
ficiently as possible. If it takes five minutes for
transition to occur between reading groups, a
large amount of Instructional time is wasted each
day..If a teacher has thirty minutes of instruc-
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tional time, and five minutes of that time is spent
in transition, one-sixth of the instructional time
is lost. If that pattern continues throughout the
elementary grades, cneyear of reading instruction
would be devoted to moving from one group to the
next by the sixth grade. This kind of inefficiency
will also take place throughout the day resulting
in a minimal ameunt of instrucHon.. . ..

A strategy for teaching students to be efficient
during routine . activiies  Is. positive ..practice.
Positive, practice means that studenis actually

_practice routine daily activities, until they can

complete them efficiently.

The first step in positive practice is for the
teacher to state. his/her expectations for the
activity. If students fail to perform as expected,

~have them try the activity again.. Continue this
“ procedure until students demonstrdte that they

can perform the task as required. The teacher
should not be pumtwe during the procedure The
teacher's manner should simply communicate

-that the task needs to be completed in a certain
'way. - ~Theclass 'will -practice ‘until- they have

demonstrated - mastery.. - As soon as‘the task is
performed according :to- the teacher’s expecta-
tions, give. praise and then move on to the next
task.

The long-te.rm irnportance of earl;,r positive
practice of actual procedures is_illustrated by
cornpari.ng ‘the ten minutes it might take to prac-
tice transitions at the’ beginning of the year with
the loss of time ‘when every transition that occurs
throughout the year takes five minutes or more.

A fewindividuals may find that their inappro-
priate behavior during positive practice can con-
trol how much practice the entire class must go
through on a task. Be sure-to focus-attention on
those who behave appropriately. If this does not
work within two to three trials, set up a mild
punishing consequence for the Inappropriate
behavior and praise students who. perforrn the
task as. expected ‘

Conclusion

The five strategies discussed will prevent most
problems. They will flustrate to students that
they can get attention more readily by following
the rules than by testing the teacher with misbe-
havior. These procedures require extra; work on
the teacher's part, but only for the first several
days of instruction. The long-term benefits will
far outweigh the extra work! Good luck and have
a good year! ¢
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Planning for Substitute Teachers

by Geoff Colvin
Lane E.S5.D.-
Robert Lowe, _
Principal, Tucson, Wyoming
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Editors note: This is a copyrighted chapter from

the book Establishing a Schoolwide Discipline
Plan, recently published by Geoff Colvin and
avatlable for $9.00 through Behavior Associates,
P.O. Box 10459, Eugene, Oregon 97440. The
chapter is reproduced with permission of the au-
thors. _

It is a universal rule among students that,
“Substitute teachers are fair game.” There are

".several reasons for this situation such as: the

substitutes do not know the children; the as-
signed work is unclear; the substitute teacher
does not follow the normal routine; the substitute
teacher may iry to just get through the day
knowing that he or she will not be back the
following day; children test the substitute teacher
thinking they may be able to get away with more
and the substitute may be unfamiliar with the
discipline procedures throughout the school.

At a recent workshop substitute teachers were
.asked to identify problems or difficult situations

that arose while they were teaching. The follow-
Ing quotes were taken from the survey:

“Itold a principal that I would never sub in his
school again. The kids had no respect and ev-
eryone did what they wanted to do.”

“In one class I could only get six of the children
to work. The rest were unruly, talking out, wan-
dering around the room noisy, refusing to work,
interfering with other students and being in-
sulting to me. Iwould neversub again except that
Ineed the work and one day [ hope the District will
give me a full time job.”

“I sent one student out to the hallways and he
Just disappeared. The principal could not find
him and ended up having to call the police. Ifelt
so bad.”

“While showing a film one day I got hit in the
face with an eraser. No one would ‘fess up' so I
stopped the{ilm. Then all of the class got mad. I
then said they had to do assignments and no one
would do the assignments. So [ just sat there at
the desk and tried to read a book.”

“I sent one kid to the principal for calling me an
obscene name and the principal sent the kid back
to me with a note to take care of discipline myself
and that I am supposed to be tralned. I was
furious.”

“I could not read the teacher's notes on what
work the children were supposed to do. Solspent
the whole day trying to make up math problems,
reading problems etc. The children were o help..
They kept saying things like, ‘We have already
done that,” or 'We normally have free time now.™

While substitute teachers will have difficult
times, they canbe provided systematic assistance
which will help to minimize the problems they are
likely to have. There are two basic strategies for
assisting substitute teachers: (1) provide ade-
quate communication from principal, classroom
teacher, office staff and, support staff; (2) use a

- behavior control system specifically designed for

substitute teachers.

Providing A—dequate Communication: The Role
of the Bullding Principal

The building principal needs to communicate
to the substitute that they are teachers and that
they play a significant role in helping to reach the
educational goals of the school. Substitutes need
to feel that ~they belong and the principal's
attitude is akeyfactorin meeting thisneed. There
are several specific steps a principal can take to
assist the substitute teacher. (These steps could
be written down in the form of a checklist so that
the principal does not need to rely on memeory):
1. Assure the substitutes that they will be as-

sisted with any problems and that they will be
notified who is in charge of the building
should the principal be absent.

2. Introduce the substitute to key personnel,
especially stall who may be working with the
class in any capacity.

3. Take the substitute on a quick tour of the
building and be sure to point out the lounge,
cafeteria, and restrooms.

4. Walkthe substitute through school policy re-
garding problems and procedures (accidents,
fire drill etc.}.

5. Inform the substitute of any meetings or as-

semblies and invite him/her to attend where
appropriate,

6. Let the substitute kmow when you will be
avallable throughout the day should any ques-
tlons arise.

7. Checkoccasionally throughout the day to see
how the substitute is doing or to see if they
have any problems.

8. Do not send discipline problems back to the
classright away otherwise the substitute may
conclude that you are not providing support.
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Substitutes—Continued

9. Encourageteachersto maintain updated fold-
ers and lesson plans and check to see that
they are kept current.

Inform the substitute of any spec:ﬁc problems
or special programs for the students.

Inform the substitute of any special proce-
dures for checking out equipment or for using
any special purpose rooms in the building,.
Have availlable current schedules for Music,
Art, and P.E.

If possible have teachers prepare and discuss
with the substitute in advance, the details of
lesson plans (especlally in the case of an
extended absence). Some teachers make
their telephone number available to substi-
tute teachers.

Have the classroom teachers identify priority
work from the lesson plans.

Give the substitute informmation of what can
be told to the students regarding the teacher’s
absence. _ )
Give the substitute an up-to-date packet of
information on school policy and procedures.
Encourage the substitute to do a good job and
wish them well for the day{s}].

Role o_f the Classroom Teaciler

10.

11.

12,

13.

14,

15.

16.

17.

The classroomteacher isthe one who can make
or break the substitute teacher. If the lesson
plans are complete and the substitute folder is
current and sufficlently detailed, an average
substitute has a chance of making it through the
day. However, if the lesson plans are vague and
the folder is quite inadequate then even the most
. capable substitute teacher will have a difficult
time. The classroom teacher should attend to the
following details in order to lay the groundwork
for the substitute teacher:

1. Make available clear, precise, and complete
lesson plans for the duration of the sub-
stitute’s time in the classroom.

2. Make available the daily schedule and clearly
identify any speclal schedules.

3. Make avallable updated seating charts,

4. Ensure there is adequate work for all stu-
dents and leave a file for extra work or alter-
native activities should the faster students
finish early.

5. Indicate where materials are located.

6. Leave notes for students who may require
special attention or considerations.

7. Leave the name ofateacherwhomay be called
on for information or assistance. Ensure the
designated teacher is aware of this arrange—
ment. . )
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Ensure the substitute folder is readily avail-
able and up-to-date.

9. Leave a list of classroom rules and informa-
Hon on any specific discipline procedures or
Plan.

Leave the names of helpful or reliable stu-
dents.

Leave some alternative activities in case the
regular plans have to be changed.

12. Leave answer sheets.

13. Indicate whether or not the papers or assign-
ments need to be graded. Leave a copy of the
grading procedures.

Have teacher's manuals available.

Invite comment on how the day(s) went and
establish some way for the substitute to pro-
vide feedback or to identify any pertinent
information about the class.

16. Wish the substitute teacher well.

Role of Office Staff

OHice staff can play a significant role in assist-
ing the substitute teacher. Office staff should
come forward to introduce themseives to the
substitute and the help them with some of the
clerical detalls such as signing in. Specifically,
ofﬂce stall could help with the following detatls:

16.

11.

14,
15.

_Inform the substitute-on-how and-where-to-——

sign In and out of the building,

2. Take the substitute to the classroom if the
principal is unavailable.

3. Locate lesson plans and any information that
the classroom teacher may have left for the
substitute teacher.

4, Show the substitute where the children enter

the room and or building and where the
teacher begins supervision.

5. Provide any building information; manuals,
fire drills, lunch, recess schedules and proce-
dures for purchasing lunch if appropriate.
Inform the substitute of any particular changes
In the schedule and notify them which spe-
cialists may be involved with the class that
day.

7. Inform the substitute of any detail regarding

materials or supplies.

Inform the substitute of teachers who may
help and identify the teacher in charge should
the principal be absent.

Role of Support Staff

Support staff can also provide important assis-
tance to the substitute teacher. Support staffcan




make the transitions from regular classroom

activitiestothe specialist activiies much smoother

Af they attend to the following details:

1. Introduce yourself to the substitute teacher,
and tell him/her exactly what specialist area

you have and identify any specific routines -
you may require (where the children line up

ete.).

2. Inform the substitute of any specia] materialsl _

you may need.

3. Besuretotrack students arrival atyour class
Some students may take advantage of the'

situation and take leave.

4. Be prepared to provide extra supervision, es~' o

pecially as the class arrives,

5. Send the students back.to the: classroornw'
calmed down and be ready to help with su— ':

pervision of the transition.
A Behavior Control System

The substitute teacher could preempt many'.
behavior problem situations ‘by’ ensuring that-
there is some kind of managerment plan for the -
day. Ifthe teacher has a plan then the substitute..
teacher should invoke the established plan. fno-
planisin place then the substitute teacher should .
introduce one for the day(s}). There are three basic
components in a dismpline plan for: substitute .

teachers:

1. Establish rules or expeetations

2. Establish consequences.:

3. Communicate a professional attitude

Establish Rules or Expectations

If the classroom teacher has not 1dent1ﬁed
specific rules for the students then the following
five will be useful:

1. Enter the classroom quietly and go to your-

assigned area..

2. Listen to the teacher's directions or explana-

tions.
3. Raise your hand if you wish to speak or leave
your assigned area, :
4. Start assigned work promptly.
5. Keep working.

Establish Consequences

Again, if the teacher does not indicate specific

consequernces then the substitute needs to im-
plement a plan. Basically, positive consequences
should follow appropriate behavior and negative
consequences should follow inappropriate be-

havior. Positive consequences could includeverbal

approval, teacher attention, access to free time or
access to preferred activities. It is more effective
to havea hierarchy of consequences so that better

performance can be more strongly reinforced and
deteriorating performance can be more strongly
punished. A hierarchy of negative consequences
could be: '

1st Infraction: Wami.ng [ren:ninder name on
chalkboard etc)..

-2nd Infraction; Isolation within 'the room for
ten minutes (desk facing the back of the room).

3rd Infraction: Miss the next recess.

4th Infraction: Miss full day of recesses.

" 5th Infraction: Discipline referral to the princi-
pal.

Communicate a Professlonal Attitude

_The substitute teacher can . prevent many
beh avior problems by being s sensitive to what they
are communicating tothe students For example,

- 1 the substitute communicates to the children

that he or she is just looking aﬂer them for the
day, then the children may take over the class-
room. If the substitute communicates that his or
her main goal is survival then'the students will
more than likely test these: survival skills. ‘How-

_ever, if the substtute comes. across ‘as business

like, that the job at hand is to te ach; and to get on
with it quickly; then the children are more likely
torespondtothe instructiorn. Substitutes need to
believe that they are an essemtial part of the
teaching system and . that they have a clear,

.constructive function in the classroom. Finally,

it is-important for the substitute:teacher to act
quickly on behavioral infractions: They should
not allow things to slowly get otit.of control. 1t is
far better to swoop on behavior problems versus

‘waiting to see if things go further {or g0 away).

Summary

Substituteteachersoften experience hard times
with behavior problems. Many of these problems
can be prevented if there is a clearly formulated
system to assist substitutes. This system falls
into two broad categories. First, school personnel
(principal, office staff, support staff, and the
classroom teacher) need to communlcate certain
important pieces of information: to the substi-
tutes. Second, the substitute.teacher should
have a discipline plan, either the one already in
place, or one that the substitute routinely uses.
In -addition the substitute’s attitude, in many
respects, holds the key as to how the children will
behave. If the substitutie is business like, work
orlented, and behaves in such a way as to com-
municate that he or she is a serious teacher and
an important teacher, then the children willmore
thanlikely stay ontask with the assigned work for
the day{s}. ¢
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