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ABSTRACT

AN EVALUATION OF TAXOWOMIC TEACHING A5 A METHOD FOR IMPROVING
READING SKILLS OF EMOTIONALLY DISTURBED,
SOCIALLY MALADJUSTED BOIS

Paul Roland Ackerman, Jr.

Taxonomic Teaching, a concept of structuring the instructional
materials and methodology to teach reading, was introduced to teachers
in two "600% schools in New York City. It was the purpose of this
research to evaluate the concept as a viable tool for educational
change by collecting data relative to pupils' (subjects) reading
changes from pre-treatment to post-treatment. The design of the
experiment allowed for two experimental groups, receiving various
degrees of exposure to the trainers and materials of Taxonomic
Teaching (T; and T,) and two control groups, one group (Cy) in the
same "600" school as the Tl and T, groups, and one control group (Cz)
in s similar "600" school. It was hypothesized that the subjects of
the I and T, groups would improve significantly in reading skills
over the subjesﬁs of the C; and C, groups. Further, it was hypothe-
sized that the Tl subjects would score significantly greater than the
Ty subjects in reading skill improvement.

Dats were collected on a pre-treatment and post-treatment basis
which consisted of raw scores on sixteen staff-made measures of veried

reading skills; raw scores and grade equivalent scores on a

-
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standardized test of reading, the Gates-MacGinitie Reading Tests;
and error scores on the Wepman Auditory Discrimination Test. I.Q.
scores on the Peabody Picture Vocabulary Test, and an average of
scores of the number of reading materials introduced to each pupil
per observed class session were gathered. T;, Ty and C; classes were
observed at regular intervals and each child was described in two
minute intervals according to a Taxonomic Teaching classification, a
grid of fifty-two variables. His time in each cell of the grid was
added and converted to a percentage of the total time each child was
observed.
Eighty-five subjects were observed and cested in all. The n of
T, was twenty, the n of T9 was nineteen, Gl‘s n was sixteen, and the n
of Cz was thirty. The entire experiment took one school year;
g subjects were tested on the pre-treatment and post-treatment measures
§ within the first and last month of the school year; the I.Q. measure
was obtained throughout the school year; and the materials index and

taxonomic classification percentage were obtained from twice a week

observations of thirty minutes each in the classroom. Level of signif-
icance was set at .10 for the test of major hypothesis (significant
reading score improvement) and .05 for the exploratory hypotheses.

The major hypothesis, that there would be a significant difference
in the post-test Gates-MacGinitie Reading Test scores was statistically
tested by an analysis of co-variance., The major hypothesis was not
substantiated.

Exploratory data analyses were computed on scores of the staff-made
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tests. Four variables were found to be significant: letter names, short
sound vowel recognition, short sound vowel production and two-letter
consonant blends. Treatment group scores were significantly higher than
control groups in analyses of group means using the Scheffé test.
Exploratory correlations were run between scores representing
involvement ip Taxonomic activities and reading score gains. These
analyses revealed that students made more reading score gains when motor
activities were utilized as a learning mode, when reading content was
made more relevant to their experiences, when differing experiential
and knowledge lev.'s were accocunted for in instructional materials, and
when teachers employed a variety of equivalent reading strategies to
compensate for a short attention span. These effects and interpretatinné
were observed despite the fact that the schools used in thig experiment
had been in turmoil the entire year because of a prolonged teacher strike.

Further research in a less chaotic year was recommended.
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CHAPTER T
BACKGROUND AND NEED

™=, In 1946 the New York City Board of Education initiated a program
of separate public day schools to provide education for children "so
severely emotionally disturbed or soclally maladjusted as to make
continuance in a regular school hazardous to their own safety and
welfare and the safety and welfare of the other pupils."l These
schools were called "600" schools because their Public School nunber
lay between 601 and 699.

At the present time the "600" schools, having grown continuvusly
in number and types, total forty-four facilities, fifteen of which
are residential. The "600" schools serve approximately 5,000 boys
and girls, approximately 2,000 of whom are boarded in the residentizl
schools. The stated purpose of the "600" =chools is still, as in
their inception, ". . . to educate [italies not in the original]
emotionally disturbed and socislly maladjusted children. . . "2
It is, therefore, a goal of the w600" schools ". . « to provide an
educational environment in which, under the guldance of undsrsténding
teachers, the child can participate in educational activities which

will produce the learning which he needs, either for continued

. lcommittee on the "600" Schools, 600" Schools: Yesterday,
Today and Tomorrow (New York: MNew York City Board of Education,

=i
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education in 8 regular school situation, or for a vocation for which
he can be adequately Frepafad.“l This goal, however, has formed the
basis for much criticism in recent years as observers have found it
inadequately served or officially ignored.

In 1964 the State Education Commissioner's Advisory Committee
on Human Relations and Community Tensions investigated the 600w
schools and found that their vfunctions . . . remain vague., We
could find, for exampls, no clear statement of the present curriculum
for thess schools."?

In 1965, a study by the Committee on the "600" Schools again
rnoted a lack of unified and adequate curriculum, and recommended the
development of such a eurriculum.3 This report was further taken to
task by the Citizens' Committee for Children of New York, Incorporated
whe, although agreeing with the need for curriculum development, fﬁlt
that not enough thought had been given to providing guidelines for
adsquate curriculum. It was the contention of this committee that

failure to develop adequate programs of curriculum and curricular

Lcommittee on the "600" Schools, #600" Schools: Yesterday,
and Tomorrow, pp. 10-1l.

zsfatg Educations]l Commissioner's Advisory Committes on Human
Relations and Community Tenslons, Desegregating the Publie Schools
of New York City (New York: Institute of Urban Studies, Teachers
College, Columbia University, 1964), p. 24.

3committee on the "600" Schools, *600" Schools: Yesterds

7 _and Tomorrow.
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help was the result of a "failure to define the
In 1966 an independent evaluation team investigated a sample of
the 1500" day schools and found that ". . . in general classes, little
if any teaching was going on. Pupils seemed to "'a involved in busy
work, chatting, listening to the radio and playing gamss.“z
In 1967 Mackler studied the "600" schools. He found, as had
the evaluators preceding hinm, .no efforts at curriculum develcpment
or implementation and stated that the New York City Board of Education
had "not reviewed or in any other way concerned itself with the issue
of the educationsl well-being of the children in these ['600°]
schools. « » -“3
Recommendations for the alleviation of these noted curricular
deficits were varied. The Committee on the "600" Schools recommended
that the New York City Board of Education "strengthen procedures for
more offectively adapting the regular school curriculum to the very
special individual interests, needs and abilities of '600' school

pupils, placing as much stress on how these puplls learn as on what

lcitizens' Cormittee for Children of New York, Inc., The W&0O®
Schools: Sound Planning Still Is Needed (New York: The Committee,
1965), p. G - S

Zpbraham J. Tannenbaum, Improvin, Instruction Zn Schools for
Socially Msladjusted Children~-Preliminary Report (New York: Center
for Urban Education, 196%), p. 39.

JBernard Mackler, "A Report on the '600' Schools: Dilemmas,
Problems, and Selutions," in The Urban R's, ed. by Robert Dentler,
Bernard Mackler, and Mary Ellen Warshauer (New York: Frederilik A.
Praeger, 1967), p. 299.

i
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they learn."l The Committee further suggested that teachers receive
consultant and supervisory help in individualizing instruction and
providing "maximum adaptation of the curriculum, maximum improvement
in methodology, and maximum in-service growth and development of
teachers and supervisors."2 The Committee also recommended that a
high priority be given to curriculum leading to basic skill acquisi-
tion and specified reading as of utmost importance.

Tannenbaum in 196k suggested that the only visible instructional
improvement observed was that oceurring in individual tutorial
sessions with students. He recommended further expansion ¢f the
concept of individualization of curriculum.3 In 1966 ha noted no
perceptible improvement in pupil achievement and related i% to nore
reliance on lecture-type teaching than on individualization of
instruction. He called for the in-service training of teachers to
inecrease curricular flexibility and effect the individualization of
instruction he deemed assen‘bial.4

Recommendations for improving the curriculum in the v600w

schools parallel those offered by most authors recommending

lcommittee on the n&oow Schools, "600" Schools: Yesterda
Today and Tomorrow, p. 27.

2Tbid., pp. 31-32.

3Tannenbaum, Improving Instruction in Schools for Sociszll

Maladjusted Children--Preliminary Report.

AAbraham Jeo Tannenbaum, Improving Instruction in Scheols for
Socially Maladjusted Children {New York: Center for Urban Education,




educational programs for the emotionally disturbed and socially
maladjusted child. Phillips and Haring recommended a classroom situa-
tion where the primary teaching methods were those of structure,
“lnowing each child well and . . . having the ability and perseverance
to give the specific direction to the child which is necessary for his
growth and prcgress.“l

Newman noted that the emotionally disturbed child shifts in kis
ability to comprehend instruction and tolerate instructienal materials.
She recommended that the teacher have competencies with a variety of
educations]l methods, materials and subject matter from pre-school to
high school. 5he further stated that a teacher should be able to
discard instructional plans and develop aew ones on the spot.z

The concept of teaching emotionally disturbed and soclially
maladjusted children seems best summarized by remarks made to Morse
by teachers in a school for emotionally disturbed children when asked
what it was they Ltaught. "After a pause they replied that they taught
everything, and tiey added that they taught by every known method.n3

Morse also stated that, "there is one [more] point universally

1E, Lakin Phillips and Norric G. Haring, "Results from Special
Techniques for Teaching Emotionally Disturbed Children,¥ Exceptional
Children, XXV (October, 1959), 67.

zﬁuth G. Newman, "The Acting-out Boy," Exceptional Children,
XXII (1956), 186-190, 204-216.

3walliam C. Morse, "The Education of Socially Maladjusted and
Emotionally bisturbed Children," in Education of Exceptional Chiidren,
ed. by William M. Crulckshank and G. Orville Johnson (2nd ed.;
Englewood Cliffs, N.J.: Prentice~Hall, 1967), p. 598.
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agreed upon by special teachers:; The program must be individualized."l
He explained that the process of individuglization first requires
diagnosis<~psychological diagnosis through tests administered by a
psychologist and educational diagnosis obtained by the teacher through
the process of diagnostic teaching. When a profile of cognitive/
educational strengths and weaknesses is so obtained the teacher must
secure materials geared not only to the achievement level of the
student but also to the studenit's expected rate of acquisition. In
many cases the teacher will have to develop his own materials. The
end result of individualization is to have each child in a classroom
working and learning at his own rate and level with instructional
material sufficiently motivating to sustain interest and adequately
rewarding to deter frustration.

Tannenbaum and the Committee on the "600" Schools felt that
teachers in these schools needed help to obtain individualization.z
To provide a tool by which to train teachers in individualizing and
also personalizing the reading instruction of emotionally disturbed
and socially maladjusted boys, Tannenbaum and staff devised and

piloted an in-service teacher education program based on a system of

lﬂprsa. "The Education of Socially Maladjusted and Emotionally
Disturbed Children," p. 602.

:hgolsffbrVSocial,f

2Tannanbaum. improving Instruction”in
Maladjustad Children——Pralimina'




teaching called The Taxonomy of Instructional Treatments. The
concept of and rationale for the Taxonomy is described by Tannenbaum

as follows:

The Taxonomy [of Instructional Treatments] delimits its
concern to the instructional aspects of teaching,
speclfically the puplil's engagement in absorbing adaptive
basic skills and concepts. Teaching, on the other hand,
embraces the total spectrum of teacher-pupil behavioral
transactions, which includes not only the instructional
processes as defined here, but alse the cultivation of
supportive, ego-bullding interpersonsl relationships, the
evocation of productive intellective processes, and the
developnent of reward and feedback mechanizms for behavior
control. A fundamentsl hypothesis being tested by the
project is that the teacher's ability to regulate a
pupil's engagement--or his responsiveness and attentionglity
to instructional stimuli--in the learning experience has
both therapeutic and scholastic valus., It is further
hypothesized that for each pupil there is a2 unique set

of tacties best suited to control his engagement at a
given moment in time, The teacher’s instructional role

is to achieve "a goodness of fit¥w between the pupil's
functlional capacity and preferred learning style on the

one hand and the organization of content and strategy for
instructional transmission on the other. Attalnment of
the proper match is defined here as individualized instruc-
tion. However, the ultimate goal is to move the pupil

from individuglized te personalized instructien in which
engagement control is maintained even through hitherto
unfavored tacties. In other words, individualization
implies the location of the best "wavelength" between
transmitter (teacher) and receiver (pupil) while personali-
zation involves the improvement of reception on an increas-
ing number of wavelengths.

The two step process--toward individualization and
then toward personalization--is facilitated by the Taxonomy
of Instructional Treatments, an operative model of the
kaleldoscope of instructional behaviors. Such a model
i1s needed not only because it attempis to define the
parameters of the teacher's instructional role; it is
useful alsc as an ald te information processing as the teacher
plans for instruction. If a particular pupll's engagement is
most effectively aroused by a given combination of instrue-
tional content, communication channels for receiving and
transmitting messages, and sirategies for performing the
instructional act, the teacher should have mastery of a

)
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large array of possible alternative combinations before
processing them for the appropriate one to be successful,
er oven meaningful. Thus, for example, the teacher whose
instructional mode is restricted to lecturing and test-
response dialogue is not likely to penetrate most suc-
cessfully to the pupil who prefers his stimuli "packaged"
in puzzles or games. Information processing is a delicate,
complicated task for the teacher when all of the relevant
"bits" are available. When they are not, the task is an
impossible one. The incompetent teacher processes few
"bits" becguse few exist in her repertoire. The highly
competent teacher likewize processes few "bits" because
the great number of unpromising alternatives are quickly
eliminated and the choice is made from the few most
appropriste ones,

Some emotionally unstable children are so erratic
and unpredictable in their response patterns that neo
combination of instructional stimuli produces optimal
engagement on successive trlals. Others gre so dis-
tractable that no particular stimulus can sustain atten-
tion for more than a short period of time. In such
instances the teacher has to be adroit enough to shift
from one strategy to the next either to achieve or main-
tain engagement, and this is possible only if his arsenal
of strategies is abundant and systematically organized.
The Taxonomy is the organizing index to the universe of
instructional behaviors. Structurally, it takes into
account the teacher's function in (a) organizing instruc-
tioral content logically and sequentlally through some
eplstemological analysis; (b) transmitting instructional
stimuli through any of the pupil's receptive sensory
medalities; (c¢) eliciting responsiveness through any of
the pupil's expressive channels of communication; and
(d) mastering tne total range of instructional inodes (or
styles) and methods (pupil grouping arrangements) avail-
able to be utilized.

As an analytic tool, the Taxonomy provides criteria
for assessing the child's learning status and how he
interacts with a formal instructional stimulus. It allows
the teacher to determine which Basic Skills and related
Subskills the child must master; at what difficulty level
this content can be learned; the Communications Input that
galvanizes maximum reception; the Communications Output
that conducts maximum responsiveness; the Instructional
Mode that engages attention and fixes interest in the learn-
ing task; and the Instructional Method of grouping to pro-
vide the most supportive, distraction-free environment for
learning.

The Taxonomy also systematizes the teacher's stylistic

£
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repertoire by classifying the behavioral alternatives cpen
to him during the instructional act. To make these styles
oparative, it is necessary to create and assemble instruec-
tional materials that will plug appropriate content into
every specified teaching style. Once the teacher has deter-
mined precisely what skill deficits handiecap the child he
elects the preferred instructional content and teaching
behavior from the array outlined in the taxonomy. He is
then guided to the teaching aids that fit his requirement
by the Taxonomy Code system which forms the ‘indexing scheme
for the materials. The task of the curriculum specialist
is to keep the library of instructional aids stocked in

such a manner as to fulfill the content and teacher behavior
specifications suggested by the Taxonomy. Thus, a diagnesis
of individual learning needs is directly applicable to an
educational catalog that provides sources of methods and
materials to match the diagnosis. Whereas most teachers
move from the formasl or informal diagnosis of a child's
functional capacities to the selection of appropriate
instructional materials, the Taxonomy provides them with

an intermediate step. After making the diagnosis, the
teacher determines appropriate instructional content and
strategy and then searches for materials to fit his con-
tentual and strategic requirements. The result is pre-
scriptive teaching and a broad diversification of approaches
to instruction.l

A teaching and resource staff was formulated to train teachers
in the meaning and practices of the Taxonomy of Instructional Treat-
ments. Prior to the initiation of this experiment, Tannenbaum and
staff had instituted the Taxonomy of Instructional Treatments at a
newly established "600" school in Manhattan and had used the experi-
ence in validating many of the concepts of the Taxonomy of Instruc-
tional Treatments and in making more efficient their skills of

in-service training, dlagnostic teaching and materials production.

lsgndford Reichart, The Taxonomic Instruction Project: A Manual
of Principles and Practices Pertaining to the Content of Instruction
(First Report) (New York: Research and Demonstration Center for the
Educatdon of Handiecapped Children, Teachers College, Columbia
o University, 1969), pp. vii-viii.
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The 1968-69 school year found the resourcs staff in a new and
typiecal 600" day school in Queens, New York City. The resource
staff was charged with offering assistance to teachers and children
in a design which sllowed evaluation of the effect of this assistance
on children's reading scores. The experiment propcsed to evaluate
the effect of taxonomic assistance to Foth teachers and children and
postulated that teachers receiving the service would teach more
efficaciously end their students would obtain significantly greater
reading gain scores than children of teachers who did not receive
services from the resource staff., In the process an atiempt was
made to correlate reading score gains with observed differences in

teaching methods and materials.

£
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CHAPLER II

REVIEW OF LITERATURE AND HYPOIHESES

As stated previously, the Treatment condition of this experi-
ment, i.e., assistance to teachers of emotionally disturbed and
socially maladjusted children in diagnostic teaching and individuali-
zation of the resding program for their students, was initiated in a
"600" school (Publie School 148, Manhatten) in the school year 1967-
68,1 The purpose of this program was to provide the resource staff
with a student and teacher population with which they might (1) derive

. and validate tests and observational procedures necessary to diagnostic
| teaching; (2) create instructional reading materials to fit the
Taxonomy of Instructional Treatments; (3) catalogue existing instruc-
tional reading materials according to the Taxonomy of Instructiangi
Treatmentss and (4) improve the staff's skills in student testing,
classroom observation, and in-service training. Measures of evalua-
tion were purposely kept informal to allow immediste feedback of
information to both staff and teacher and to secure information from
teachers peripherally involved in the project. Evaluative data
consisted of reading scores (Gates-MacGinitie Reading Tests, Form B-1
and B-2) agdministered at the first and last months of the school year,

written observations by all teachers in the school, and interviews

with students and teachers involved in the project.

1School numbers of "600" schools were changed in 1967.

i Thansd
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Tannenbaum summarized the results:

To date, the pupils have 2sde noteworthy progress
toward closing the gap between actual and expected
achievemeni which averaged more than three years at the
outset. In addition, observations by the project staff,
by the teachers involved in the program as well as those
not involved, by the district psychologist, by the schoel
and district administrators, and by visitors to the project
report a sharp improvement in the children's overt behavior,
implied attitudes, and perceptions of school. School
attendance rates have risen while motivation to learn has
increased. Two teachers not involved in the project report
a carry-over to their classrocms after the children leave
the project classrooms. Considering the faet that this
population is a selected group of bshaviorally disordered
pupils, the changes observed have exceeded the project
staff's expectations. The school principal and psychologist
both feel that the most dramatic effect of the program has
been the radical change in teacher attitude and concomitant
teacher style;l

Even though Bloom, in developing the Taxonomy of Educationasl
Objectives, predicted the use of the Taxonomy for diagnosis and
preseriptive teaching, his Taxonomy has rarely been iranslated inte
an in-service reading tool and even more rarely evaluated as such.2
Perhaps the most relevant evaluation is that performed by Sister
Mary Josephine, who compared reading gains in schools which had been
given supervisory help in pupil program individualization to expected

gains from the standardization sample. She found sigrdificant reading

Lpbrsham J. Tannenbaum, Demonstration Proposal for Renewal
and Expansion of Project No. OEG-1-6-06252B-2092, Research and
Demonstration Center for Handicapped Children and Youth (New York:
Teachers College, Columbia University, 1968), pp. 10-1l.

2Eengamin S. Bloom, et _al., Taxonomy of Eduegticnal Objectives

Handbook I: Cognitive Domain (New York: Longmans Green and Co.,
1956), pp. 20-24,

AN
Q)



13

score gains both in comprehension and vocabulary in these schools
where teachers had been given spscialized help through demonstration
lessons, procedural instruction in working with small groups,
specialized material, supplementary material, aﬁd ine-service training
to teachers. The pupils in her study were, however, the tnormal"
population of the upper-grade elementary schoels-l

Another evaluation using a population of emotionally disturbed
children was instituted by Haring and Phillips. They investigated
two different types of classrocom settings and a control classroom
to determine their effectiveness in raising the academic achievement
levels of emotionally disturbed children. One of the experimental
classrooms was labeled a "permissive classroom" because the teachers |
were instructed to allow the children to help plan lessons and to
have free access to any part of the room at any time. The second
experimental elassrpam was labeled a "structured classroom" and
teachers in this classroom were instructed in methods of diseipline
and lesson plamning that kept the child busy and at his own level of
achisvement during the day.z More specifically, Fhiliips listed the
following conditions of the *"structured" treatment classroom which

are similar to the Treatment condition of this experiment: (1) each

1Sister Mary Josephine, ¥Evaluation of Supervisory Progranms
in Reading," Educational Administration and Supervision, XXX
(L954), 434-437.

ZNorris G. Haring and E. Lakin Phillips, Educating Emotiona
Disturbed Children (New York: MeGraw-Hill Book Co., 1962).

Do
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teacher develops an overall academic plan for each child fer each days
(2) the teachers seek to keep their relationship with the children
educationally task centered; (3) the teacher seeks to evaluate the
child*s educational growth often through tests and observations; and
(4) the teacher seeks tec reformulate the plan of education as often
as is needed-l They found that over a one year peried the “struc-
tured classroom" students made gains of 1.97 years on the average.
This gain in overall achisvement, as measured on the California
Achievement Tesis, was significantly higher than any of the other
classroom settings.

Gains in achievement from "structuring" should not be unexpected,
according to the research of Heil, et al., Grimes and Allinsmith, and
Rowan, Heil, et al., classified teacher behaviors as related to
teaching style and identified three types of teachers, the "turbulent,"
the "self-controlling," and the "fearful." They related these teach-
ing styles to academic achlevements of chlldren and found that the
"self-controlling” teacher was the significantly mest effective
teacher in raising achievement levels. The "self-controlling® teacher

is deseribed as one who applies the concept of "structure'" to the

classroom and attempts to individualize the lesson plans of the

1E. Lakin Fhillips, "Problems in Educating Emotionally Disturbed
Children," in Methods in Special Education, ed. by Norrls G. Haring
and Richard L. Schiefelbusch {New York: MecGraw-Hill, 1967), pp. 150~
152,
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students.l

Grimes and Allinsmith relate the factors of compulsivity and
anxiety in children to achievement gains in reading in schools that
use a detailed "structured" approach to reading instruetion versus
those schools which do not use a "structured” approach to reading.
They hypothesized that highly anxious or compulsive children who wer:
taught reading initially by "structured" metiods would show more
achievement by the third grade than similar children taught in schools
where an "unsiructured" approach to beginning reading was used., Their
hypothesis was supported by the results of the studyaz

Finally, Roman, using s population of legally defined delinquents,
compared three trestments of matched groups on reading score gains.
To one group he gave remedial reading from a standard reading program.
To another group he administered reading instruection in a group,
combining it with group therapy and diagnosis, and tailoring the
reading level to members in the group. To the third group he
administered group psychotherapy only, using "mental health" as the
only goal of the group. The most suceessful and significant gain

were made by the second group whose treatment he labeled "tutorial

1L. W. Heil, M. Bowell, and I. Feifer, Characteristics of
Teacher Behavior Related to the_Achievement of Children in Eeveral

ElementagI,Gradss (Brooklyn, New York: Brooklyn College, Office of
Testing Research, 1960).

2J. W. Grimes and W. Allinsmith, "Compulsivity, Anxiety and
School Achievement," Merrill-Palmer Quarterly, VII, No. 4 (October,
1961), 247-271.
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group therapy." Next most effective treatment was the remedial
reading group, and both the tutorial and remedial reading groups were
significantly more successful in improving reading score gains then
was the group given group psychotherapy onlynl

In summary, literature evaluating sub-parts of the Treatment
proposed in this experiment suggests that these sub-part procedures
and teaching styles have suecessfully improved reading scores in
"normal" as well as emotionally disturbed and soeially maladjusted
children. Indeed, informal evaluation of the Taxonomy project in
its formative stages indicates that significant reading scors gains

in the Treatment group of this experiment should bz expected.
Hypotheses

This literature suggests che primary hypothesis of the experi-
ment: Those children, students from a New York City school for
emotionally disturbed and socially maladjusted children, whose
teachers receive direct help in taxonomic teaching and materials
classification from a resource staff will show significantly higher
post=treatment reading scores afier a four month period than will
children from a similar populaticn whose teachers have not received
the aforementioned help from the resource staff.

A secondary hypothesis is also suggested: If teachers receive

lMelvin Roman, Reaching Delinguents Through Reading (Springfield,
I11inois: Charles € Thomzs. 1G57).
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taxonomic teaching orientation and help from a resource stafi, the
students of those teachors receiving more extensive help will score
significantly higher post-treatment reading scores than the students
of those teachers receiving minimal taxonomiec teaching orientation
and help.

Without hypothesis and for purposcs of deseription and later
discussion, it was also the purpose of thils experiment to correlate
all reading score galns with measures of intelligence, student involve-
ment in various activities of the Taxonomy of Instructional Treatments,

and heterogeneily of materials utilized by the teacher,

e
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CHAFIER ITI
PROCEDUHE

Public School 9 and Public School 148 of Queens, New York City,
were selected to provide the setting for the research because of thelr
close proximity (within two miles of each other) and their similar
student populations, programs and phileosophies. The administrators
of both schools, principals for ten and twelve years, respectively,
in the "600" schools of New York (ity, considered their schools to be
"typical '600' schools." They communicated with each other regularly
and expressed similar goals and methods.

Public School 9 contained the average "600" school enroliment
of 100 pupils, with the predominant ethnic composition (80 percent
Negro, 15 percent Puertoc Rican, 5 percent Caucasian). It contained
a faculty of twelve male homeroom teachers, whose agverage length of
employment in Public School 9 was approximately three years. The
school employed a two-fifths time school psychologist, provided by
the New York City Board of Education's Buresu of Child Guidance.
Children of Public School 9 also had the services of a guidance
counsellor available to them at all times. Psychliatric consultation
was provided one hour per week to assist the faculty in the manage-
ment of the children. The principal of Public School 9 also secured
occasional consultant help for his teachers from the faculty of
Teachers College, Columbia University. Nine classes and thelr

homeroom ieachers were randomly selected from the twelve classes and
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homeroom teachers of Fublic School 9 to become the two treatment
groups and a control group for the experiment,

Public School 148 was smaller in size (seventy-three pupils)
than Public School 9, yet its ethnic ratios were identical. The
faculty included eight homeroom teachers (one female) and a remedial
reading teacher. This school also employed a full-time guidance
counselor, and the services of a school psychiatrist were provided
to the fsoulty three hours per week. Fifty-five children from all
classes, who fulfilled attendance requirements. participsted in the
experiment as a second control group for the experiment.

Students of both schools were boys between the ages of nine and
fourteen. Both schools grouped students aceording to estimates of
reading abilities and most classes had age spans of about three years.
The median student age at both schools was twelve years and five
months.

All children admitted to the two schools met the criteria for
screening, described by the New York City Beoard of Education as
fblieﬁs:

l. Criteria for Admission

1.1 School grade placement in grades 5 through 12

(girls 7-12).

1.2 An intelligence level above that provided for
by the program for Children with Retarded Mental
Development as determined by a psychologist.

1.3 A history of repeated disruptive and aggressive

which either endangers the safety of the pupils or
others, or seriously interferes with the routine
learning in the classroon.

l.4 A history of truancy, if coupled with aggressive
and disruptive behavior,

3 )
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1.5 The failure of the pupil to respond to extensive
and intensive efforts by the home school to help
him, and the exhaustion of the resources of that
s¢hoa1 fcr #he ad;ustment and therapy of that
individual pupil.-

Perusal of clinical records of the students in the sample school
showed confirmation of these criteria for admlssion. There were
histories of marked anti-social behavior in the majority of students, a
measured or potential intelligence level in the average and above
average range, and few indications of psychoses or severa psycho-
neuroses., All histories showed truancies and errstic exposure to
various school sxperiences. The educationsl achievement test scores
of the students reflected gross underachievement in the area of
reading.

Two varliations of teaching reading through the use of *The
Taxonomy of Instructional Treatments" were the two treatments:

Ty (maximum orientation) and T, (minimum orientation). For the six
teachers invelved in the Tl and TZ groups, a resource staff, housed
at Public School 9, was made avallable to he’ p them increase their
competencies in teaching reading. This resource staff controlled
the teachers' exposure to "The Taxonomy of Instructional Treatments®
by systematic methods which are described later. For both the T and
T, groups, however, the resource staff had the overall objective of
assisting the teachers in developing diagnostic teaching skills and

increasing their repertoire of teaching materials and strategles.

1“Screaning Procedures for '600' Day Schoels," Board of Education
of the City of New York, Special Circular No. 8, 1961-62.

L]

2 k.
It




21

The resource sta®f was composed of the following:

1. Three diagnosticians/in-service trainers. It was the
function of these persons to work with the faculty being served,
both in individual and group settings, to teach them the skills of
diagnostic teaching and the relationship of diagnostic findings to
material and method selection. These diagnosticlans/in-service
trainers utilized various methodologies to teach these skills and
their articulation to the Taxonomic approach by individual consulta-
tions with teachers, demonstration teaching, analysis of teaching
methodologies through formalized classroom observation, group meet-
ings, and lectures. One of these persons acted as director of the
resource staff, coordinating all activities of the staff and effect-
ing liaison to the school administrator.

2. One remedial reading specialist. This person worked
individually with teachers, under the supervision of a diagnostician/
in-service trainer, to effect not only the skills of diagnostiec
teaching and taxonomic classification of materials and methods, but
also to further delineate and demonstrate useful reading remediation
techniques to teachers. This person also acted as remediation
consultant to the staff and was responsible for testing children with
standardized remedial reading tests when necessary. He assisted in
the selection and procurement of remediation materials for use with
the students.

3. One materials specialist. This staff member worked

individually with teachers under the supervision of a diagnostician/
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in-service trainer to improve the skills of diagnostic teaching and
taxonomic classification of materials and methods. In addition. he
catalogued the materials involved in the project according to the
Taxonomy. He was further responsible for procuring new materials
needed by the staff, along with the instructions and evaluation data
on the material. This specialist had responsibility for developing
materials when commercial resources were not available, and served as
a resource to the staff and faculiy regarding the correct procedures
for the administration o¢f instructional materials and msthodologies.

4, One administrative assistant. Although serving the resource
staff in secretarial, library, procurement, and test-scoring duties,
he had no professional contact with either teachers or pupils. He
sought to maintain catalogs of commercially produced instructional
and remedisl materials, and developed expeditious procedures of
procurement. He searched all publications of the Special Education
Instructional Materials Centers for material relevant to the staff's
needs.

The evaluator was not a part of the resource staff. He collected
data fbr the evaluation experiment and related only tc the resource
staff in terms of maintaining consistency of design, test and cbserver
reliability, and testing schedules.

The resource staff, three of whom had been with the taxonomic
p:cject since its inception, underwent extensive training in the use
of the Taxonomy of Instructional Treatments. The content of their

training was written by Dr. Sandford Reichart, the Associate Director
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1 In

of the Taxonomic Instruction Project, who also trained them.
addition, resource staff rembers were instructed by the evaluator in
the proper administration and scoring of all tests used in the project.
During this period, which preceded the opening of school by two weeks,
and during the teacher strike of eleven weeks the staff practiced
scoring observations until reliability reached .96.

The six teachers included in the treatment administered popula-
tions were picked randomly from the Public School 9 faculty. They
agreed to participate in the experiment, for which they received a
small stipend (as did the control group teachers in this school).

All classes were self-contained. The median class size was seven.
Students were assigned to teachers on the basis of date of admission,
vacancy in the classes, considerations of chronological age and read-
ing level. Only those children were included in the data who were
available for testing during the entire school year.

Table 1 displays the differing nature of activities carried
on within each of the treatment and control groups. Pre- and post-
treatment tests (pp. 27-31) were administered to all groups and
are then not included as activities described by this table.

The T} (maximum orientation) group consisted of three teachers
and twenty children. Teachers of the Ty group were expected to allow

the resource staff members into their room during the reading period

lﬂeichart9 et al., The Taxonomic Instruction Project (First
Report), pp. 171-221,
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aach day and tc spend two or thres hours per week during their after-
school time with resource staff members. Resource staff members
observed the teacher teaching reading, made systematic analysis of
the students' participation in reading activities through the Class-
room Observation Analysis Sheet, and demonstrated additional teaching
techniques and strategies to the teachers using the teachers' own
students. In conferences, the resource staff tsught the teachers all
the terms of the “Taxonomy of Instructional Treatments" and related
to the teacher the results of his observations. The resource staff
encouraged the teachers to adopt differing methods and strategies,

as their observations suggested. They utilized these suggestions as
the basis for their demonstrations in the classroom. The resource
staff thoroughly oriented the teachers in Ti to the reading instruc-
tional materials attached to the project, suggested new materials to
the teachers, and showed them how to find and classify reading
materials by the terms of the TaXonomy.

The T, (minimum orientation) group consisted of three teachers
and nineteen children. These teachers had access to the resource
staff the same amount of time as did the Ty group. The resource
staff entered the teachers' rooms during the reading period and
analyzed reading participation using the Classroom Observation Analy-
sis Sheet (Appendix B). The resource staff met with the teachers in
after-school hours and taught them the vocabulary of the Taxonomy,
discussing with them, in taxonomic terms, the classroom observations.

For the T group, however, the resource staff did not mske suggestions

oJ
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based on their observations, did not demonstrate new teaching
strategies or methods to the teachers, and did not encourage the
use of the instructional materials center. The rasource staff did,
however, orient the teachers of T, to the instructional materials
center and made it accessible to them. The purpose of differentiated
treatments between the Ty and T, groups was to control possible
teaching effects of the resource staff in the measurement of treat-
ment effectiveness, i.e.,; reading score improvement. It was further
felt that such a differentiation might offer implications for deter-
mining whether taxonomle teaching had to be intensively taught to
teachers or whether it might be introduced, in a short time, as a
tool which the teacher might effectively use at his own discretion.
The cl group, a control group, was also drawn randomly from the
faculty of Publiec School 9. The teachers of this group received no
instruction or communication from the resource staff. Teachers in
the group were, however, permitted to borrow any material they desired
from the resource library on “heir own initiative. Very little of
such borrowing was affected, however. This group numbered three
; teachers and sixteen students.
from Public School 148 in Queens. The teachers of these children
received no help from the resource staff, nor was the library of
instructional materials available to them. The concept of taxonomlc
teaching was never explained to this staff,

Table 2 lists the characteristics of the populations being

ERIC 40
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measu: 1. Appreciabls differences in P.P.V.T. and achievement scores

were taken into account in analysis of test score differences.

TABLE 2
CHARACTERISTICS OF SAMPLE GROUPS

Read. Scores

Grads Level
Equivalent2
- PPVT
Group No. of No. of Maan FPVT
Name School Teach. Stud. Vocab. Comp. I.Q. 5.D.
T PS 9 3 20 3.1 3.2 .5 12.8
T, PS 9 3 19 4.8 b5 95.6  16.0
G FS 9 3 16 2.7 2.6 85.6 11.2
Ty Tps L
; 7 3.5 3-1"' 90;8 13-9
é Total 16 85 3.5 3.3 86.3 13.4

8Fall, 1968, Gates-MacGinitie Tests of Reading.

To test the primary hypothesis (significant difference in post-

i treatment reading scores between Treatment and Control groups), all
students in all groups received pre-treatment tests of reading ability.

’Both the Vocabulary and Comprehension sections of the Gates MacGinitie
Tests of Reading, Tests B and C (according to reading level), Form 1,
were administered to classes in group testing situstions according to

the manual of instructions and wera monitored by the teacher of the
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class and two resource staff members. Children not present for this
group testing, although in school, were tested in small groups in
the resource staff offices. A battery of tests made by the resource
staff was next administered individually to each student. This
battery (see Appendix B) included tests for letter nameé, letter
sounds (common phonic interpretations), vowel names, short sound
vowel production, long sound vewel production, short sound vowel
auditory recognition, long sound vowel auditory rescognition, two-
letter consonant blsnds, three-letter consonant blends, knowledge
of the "rule of final e," vowel blends, compound words, production of
the capital letters of the alphabet, production of the lower case
letters of the alphabet, initial consonant recognition and final
consonant recognition. The Wepman Auditory Discrimination Test,
Form 1, was alsc administered at the time of individual testing for
reading scores. The testing was done by the researcher assigned to
the project and the resource staff,

After the period of exposure to the treatment or control con-
ditions, all subjects were retested on the same staff-made battery
of tests, Form 2 (equivalent of Form 1) of the Gates-MacGinitie
Tests of Reading, and Form II (equivalent of Form I) of the Wepman
Auditory Discrimination Test. In addition to the reading tests, the
Peabody ricture Vocabulary Test was administered to all subjects.

To provide additional information about pre- to post-treatment
differenzes, further data of a descriptive nature were gathered on

groups Tq., Tz, and C during the treatment phase of the experiment.
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These measures were: (1) an observational time analysis of the
subject's involvement in any phase of the Taxonomy during the reading
session of the school day; and (2) a listing of the materials used
during the observational period. The observations occurred twice
weekly during randomly selected days of the week (Monday through
Thursday)., The measurement instrument consisted of eells labelled
with the seven major categories of the Taxoromy as defined by two
minute time intervals (see Appendix B);

Each subject's reading activity in class was given a taxonomic
number of seven digits (each major category was described by a sub-
category digit deseribing the subject's behavior according to that
parameter). An observation of each subject was performed every two
minutes, and the time of each subject's activity in any configuratiocn
of the Taxonomy was noted.

While observing the subject, the observer also noted which and
how many instructional materials were being utilized by the subject.
These data, summarized for the use of the resource staff, and quanti-
fied and averaged for research purposes, provided a Msterials Index
measure of heterogeneity of materials for each subject.

The activities of the experiment were thus phased as follows:

Phase One: Pre~treatment test for reading. This phase took
six weeks at the beginning of the school year. Any child who ehtered
school during this period received all tests and was included in the
data. Students entéring school after this date received some of the

tests (at the request of the teachers) but were excluded from the

a
E ¥



data of the experiment. Prior to the testing period, the resource
staff members met all teachers, practiced classroom observation, and
received detailed instruction in testing to insure consistency of
test results. Assignment of resource staff members to individual

Ty (maximum orientation) or Tg {minimum orientation) teachers for
the in-service aspect of the Treatments was made by the Director on
the basis of his assessment of potential for meaningful dialogue
between staff member and teacher.

Phase Two: Treatments. This phase encompassed approximately
five months. During this period the resource staff worked inten=
sively with the Ty (maximum orientation) and T, (minimum orientation)
group teachers to instruct them in (1) the process of diagnostic
teaching; (2) the delineation of information about the child inte
the terms of the "Taxonomy of Instructional Treatments"; (3) the use
of the Taxonomy to plan meaningful methods and/or materials for any
child; and (4) the correct way to use previously untried materials
and methods. The resource stairf utilized any teaching methods
available to them to teach the required concepts to the T) and T2
group teachers. Each staff member visited the reading session of
his assigned teacher three times per week. During two visits he
completed a Classroom Observational Analysis Sheet for thirty minutes.
Twice a week the treatment group teacher met with his assigned
resource staff member who gave him "feedback" about the progress
of his students, observations of student behavior, and suggestions

for various methods or diagnostic procedures. All materials were
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lasbeled according to the vecabulary of the Taxonomy. If s teacher
wished to utilize new strategies and/or material as the result of
increased insight about subjects, the resource staff sought to provide
il for him (depending, of course, on whether the teacher was in

group Ty or Tz), either from commercial sources or through develop-
ment by the resource staff. When new materisls were created, the
teacher for whom they were intended was asked to participate in their
development in order to acguaint him with the principless of materials
construction for the future,

Phase Three: Post-treatment reading tests. During this phase
of approximately three weeks at the znd of the school year, the
reading tests were re-administered in the same sequence and manner.
They were administered to all students in the treatment and control
groups, but only scores of those students who had been administered

all tests of phase one were included in the data.
Treatment of Results

The tests of ths major hypothesis ware analyses of covariance,
using the post-treatment raw scores of the Gates-MacGinitie Vocabulary
and Comprehension Tests and holdiny constant first the pre-ireatment
raw scores of these tests and second the I.Q. scores of the Peabody
Ficture Vocabulary Test. If significant F ratios were found in both
analyses of covariance, Scheffe tests were used to determine the
location and direction of the significant difference between group

means. Tlie level ol significance for the testing of the major

4~
xdJ



32

hypothesis was .10. This significance level, less rigorous than that
usually employed, was selected because of the exploratory and "field"
aspects of this research.

For further exploration of the major hypothesis, analyses of
covariance were computed for the post-treatment raw scores of all
staff-made tests (variables one through sixteen) and the post-treat-
ment raw scores of the Wepman Auditory Diserimination Test (variable
seventeen) holding constant: (1) pre-treatment scores; (2) the
Gates-MacGinitie Vocabulary post-treatment raw scores; (3) the
Gates-MacGinitie Comprehension post-treatment raw scores; and (4) the
Peabody Ficture Vocabulary Test I.Q. scores. Because the staff-made
tests were non-standardized a more cgﬁserVative significance level of
+«05 was adopted for the intarpretatién of significance.

Finelly, for explorational purpeses, correlstions between tha
pre- to post-treatment difference scores, the Peabody Picture
Vocabulary Test I.Q. scores, a Materials Index, and the percentage
of time zpent in each taxonomic cell (as measured by the Classroom
Observational Analysis Saeet) were computed. This matrix was meant
to suggest relationships between student reading activities and

reading test gains.
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CHAPIER IV

RESULTS

Nature of Data

Appendix C summarizes the nature of the data. It identifies
the variables, hereafter labeled by variable number, and states the
type of scores for each variable. Since all data were not obtained
from all subjects, Appendix C also delineates which groups contri-
buted data.

The first nineteen variables-are measurements obtained from all
subjects of the experiment. Variables one through sixteen measured
the elaments of a battery of reading tests developed by the staff of
this experiment. Variable seventeen measured the errors of a subject
taking the Wepman Auditory Discrimination Test. The Gates-MacGinitie
Reading Vocabulary and Comprehension Test scores are represented in
variables eighteen and nineteen., The scores of variable twanty are
I.Q. conversions of the raw scores of the Peabod” Picture Vocabulary
Test. For the tests of the major hypothesis and exploratory tests
of relationship between the first nineteen variables, raw scores were
used. A correlational analysis, using pre-treatment to post-treatment
difference scores, summarized in Appendix D, was examined to develop
implications about the observed post-test raw score differences
betwesn groups.

Variables twenty-one through seventy-two represent scores

4
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converted from the observations of classes in groups T, T, and Cy.
Variable twenty-one represents, for an individual, an average of the
number of reading materials he utilized in any reading session and is
labeled the Materials Index. Varigbles twenty-two through seventy-two
represent cells of the Taxonomy. Individual scores within these cells
represent the percentage of all observation time that a subject was
observed in the activities described by this cell.

Not all of the Taxonomy cells were included in the data analysis
(see Appendix A). This omission occurred because several of the
categories were used so infrequently by the subjects that statistical
analysis would have been invalid. Therefore, the categories of
Cognitive-Perceptual: memory span, time relationships and space
relationships; Study Skills: skimming, references and tests, maps
and graphs; and Aesthetic Expression: reception were not included in

the data.

Role of Intelligence

In order to evaluate the role of intelligence in determining
reading score gains, Pearson r's were computed between the Peabody
Picture Vocabulary Test I.Q. score and all difference scores between
pre~ and post-treatment reading tests. Table 3 summarizes the results
of these calculaﬁians.

Table 3 shows that I.Q. scores, as measured by the PFVI, have
no significant correlation with Gates-MscGinitie.Vocabulary and

Comprehension pre- to post-treatment test score differences

3



TABLE 3

CORRELATION (PEARSON r) BETWEEN I.Q. SCORES OF PEABODY
PICTURE VOCABULARY TEST AND FPRE- TO POST-TREATMENT

—— —
—

Variable Ty T, c Tye Tpe G C,

1 .2239 -.2582 <1845 1140 .2277

2 1245 - H433 -.1436 -.1536 .0334

3 .0000 .0000 - 0000 .0000 -.1657

N . 3854 -.1366 ~.1004 .0276 .2351

5 .2153 -, 4BE3* -.3066 -.1896 ~.1164

6 WLoéo .0913 - o 5430% . 0140 .0808

7 . 3457 0000 -23290 0835 -.1187

8 2339 -.1149 L1115 .0305 1761

9 2967 4308 »1248 2335 +1931

| 10 .1150 2233 . 5017% .1639 -.1166
11 -.1801 -.2101 .1356 -.0880 .1197

12 ~.0148 L0214 -.3383 -.0311 <1649

13 ~.2843 .1827 -. 0486 -+0551 .1966

i 14 -.3183 -.0676 1030 ~.1043 1953
; 15 -.1251 -, 2466 - 4785 -.1836 -.0098
16 -.1020 -.1886 -.1073 -.0854 .0189

17 .0578 0779 -.1603 -.0082 .0200

18 . 2864 .1096 -.1999 -.0816 .0890

19 -.0275 J1451 !.2545 -.0223 .0610

*Significant at <.05
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(variables eighteen and nineteen), and have only negligible relatione
ship to reading skills as measured by the staff-made reading tests.
With only three significant correlations in a mestrix of ninety-five
scores (T2 in long sound vowel production, Cj in short sound vowel
recognition, and Cl in rule of final Ye%"), all significances could be
attributed to the operation of chance factors. Thus, for this sample
and this battery of instruments there seems to be little evidence

that intelligence is related to reading score gailns.
Nature of Variable Scores

Table 4 disrlays the Range (number‘cf possible answers), raw
score Mean and Standard Deviation of the pre-~-treatment and post-
treatment scores of variables one through nineteen for all groups.
All variables, excepi variable seventeen, which represents number
of errors, reported scores in numbar of answers correct.

The m;jor hypothesis of this experiment was that post-treatment
reading test scores would be significantly higher for those students
whose teachers had received help using the Taxonemy of Instructional
Treatments than for those students whose teachers had not received
sueh help. The test of this hypothesis depended upon an analysis
of covariance of these scores, holding constant both pre-test scores
and PPVT I.Q. scores. Further desecriptive analyses of the scores of
these tests, based on Pearson r ccrrelatians between the pre-treatment
and post-treatment raw scores, were made to determineitheir relative

stability. Table 5 summarizes the results of these correlations.

JU
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TABLE 4
RANGE, MEAN AND STANDARD DEVIATION OF VARTABLES 1-19
(RAW SCORES)
T
Possible FPre-Treatment Post-Treatment
Variable Range Mean S.D. Mean S.D.

1 .l 21.00 2293 20;55 1.000
2 26 13.25 6.1558 18,30 2.7625
3 5 5.00 0.0000 5.00 0.0000
4 5 1.10 1.5559 2.75  1.8353
5 5 3.45 2.1884 3.30 2.1275
) 5 2.15  1.7917 3.15  1.5389
7 5 4,50 1.5389 4.95  0.2293
8 19 8.05 6.0914 12.35 5.3655
9 6 1.15 1. 5043 1.95 2.1764
10 10 6.45 2.7047 7.00 3.1953
11 14 8.75 3.0949 9.55  4.6054
1z 8 3.80 2.7434 L4.30 3.1455
13 26 23.15 4,7848 23,45 2.4387
14 26 22.55 L, 7627 22.50 4,0717
15 18 14,55 3. 9000 15.95 2.8190
16 11 9.80  2.4602 9.70  1.5217
17 30 5425 2.4920 4,20 3.2525
18 48 31,45  10.4954 34,50 10.6573
19

48 24,05 9.3272 26,45 10.1175

gl
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TABLE 4=<Continued

Pre-Treatment Post-Treatment
Variable Mean Se¢De Mean S.D.
1 19.95 2,3921 20.89 0.3333
2 17.11 - 51099 18.32 2.8577
3 5.00 0,0000 5.00 0.0000
4 3.00 1.6666 2.95 2.0682
5 3.84 1.9578 L.16 1.7794
6 3.11 1.7638 2.26 1.4907
7 5.00 0.0000 5.00 0,0000
8 12.05 6.7618 15,00 L.3461
9 2.58 2.2u84 3.16 2.4152
10 7.05 3.0092 8.26 2e 5166
11 11.05 4.3525 11.68 3.8005
12 5.37 2.6874 5.95 2.4607
13 23.21 L, 4284 24.00 3.0368
14 23.00 3.8729 24,11 2.7284
15 16.84 1.8408 17.74 1.2018
16 10.42 1.0800 10.47 0.9128
17 5.47 3.7043 4,42 L4.6127
18 35.63 12,1482 37.58 9. 4593
19 30.84 13.0096 34.21 12.8174
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TABLE L--Continued

- W Pre-~Treatment Post-Treatment
Varisole Mean S.D. Mean 5.D.
1 21.38 2.4221 20.56 0.7302
2 14,50 4.0987 14.69 6. 5726
3 5.00 0.0000 5.00 0.0000
b 1.94 1.8797 1.25 1.4375
5 3.13 2.1908 2.9k 2.3804
6 2.69 1.9493 1.38 1.5916
7 4,06 2.0165 5.00 0.0000
8 6.25 6.2021 8.06 4,9866
9 1.5 2. 3944 1.00 1.5055
10 5.13 2.8751 5.69 2. 9097
11 7:13 4.9531 7.81 L, b4y22
12 2.31 2.3522 3. 56 2.3380
13 20, 56 5.8080 21.25 1.0645
14 20.25 7.1227 21.38 L, 6475
15 14,38 3.9832 16.19 2.9211
16 9.31 1.5705 9.75 2.1134
17 5.9 3. 6787 4.19 2.1602
18 29.13 10.1382 30. 56 9.8723
19 18,19 11.1308 21.88 10. 5063
—




TABLE 4~-Continued

)
7 Pre-Treatment Post-Treatment
Variable Mean S8.D. Mean S.D.

1 20.730 1.73645 20,37 0.8905
2 16.17 3.1840 16.73 2. 5461
3 =T 0.1854 4,80 0.9284
4 .83 1.5974 .80 1.2730
5 2.07 2.1971 2.27 2.2742
6 1.27 1.1446 1.13 1.0338
? 433 045570 4,83 0.7427
8 7.63 5.4677 10.70 5.9073
9 1.13 1.7714 1.40 1.7120
10 5.73 2.9478 6.33 3.2536
11 4,23 L, 5825 8.80 4.6050
12 3.20 2.2205 3.93 2.2893
13 20.33 6,2062 21.07 5.5522
14 20.07 6.1644 20.20 5.8633
15 16.43 2,0085 16.33 2,2666
16 9.47 1.7907 9. 60 2.0085
17 4,07 3.1568 4,20 2.9065
18 30,63 10,6657 32,73 9.3363
19 22,87 11.1964 25.43 11.2035
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TABLE 5

PEARSON r CORRELATIONS BETWEEN FPRE- AND POST-TREATMENT
RAW SCORES ON GATES-MAC GINITIE READING TESTS

Gates-MacGinitie
Group Vocabulary Comprehension
Eo « 900%* «816*
T, + 921 % « 898%
¢ «858% «9758*
Tll TE. Cl 1895* g913*
Cy « G06% «872%
Ty, To, Gy cz . 890% - 900%*

*Signifiecant at =,05



Examination of Table 5 indicates that the pre-~treatment and
post-treatment raw scores of the Gates-MacGinitie Reading Tests show
significant correlations, This would serve to support a contention

that the measure is, indeed, testing a reasonably stable variable.

Tests of Major Hypothesis

The Gates~MacGinitie Reading Test wzs chosen as the instrument
to test the major hypothesis of this experiment because of its
standardization and high reliabilityal Table 6 displays the analyses
of covariance of the post-treatment raw scores holding constant first
the pre-treatment raw scores and then the FPVT I.Q. scores.

Table 6 shows that there is no significant effect on reading
vocabulary scores attributable to the treatment effects when the
effects of prior testing and intelligence are held constant.

A significant F ratio was obtained for post-treatment reading
comprehension scores when PPVL scores were held constant. However,
when pre-treatment scores were held constant the significant F ratio
was not obtained. Thus the findings of Table & as they relate to the

major hypothesis show no significant treatment effects,

“4. I. Gates and W. H. MacGinitie, Technical Manual for the
Gates-MacGinitie Reading Tests (New York: Teachers College Press,
Teachers College, Columbia uUniversity, 1665).
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Further Exploration of Post-Treatment
Reading Scores

In addition to testing the major hypothesis with Gates-MacGinitie
Vocabulary and Comprehension scores, the treatment and control groups
were compared in post-trestment scores on a battery of non-standardized
staff-made tests and the Wepman Auditory Diserimination Test.

Analyses of covariance of the post-treatment scores were computed
four times for each of the seventeen variables, holiding constant, in
turn, the pre-treatment scores, the Gates-MacGinitie Vocabulary pvost-
treatment scores, and the FPVI I.Q. scores. Table 7 summarized the
results of these computations.

It can be seen from Table 7 that variables two, four, six and
eight show significant F ratios under all four ¢-variance conditions.
Schéffé’Tasts were computed for post-treatment raw score means in
order to delineate the direction and location of differences.

Tables 8 through 11 display the results of the raw scors post-~

treatment Sehaiﬁéftests for variables two, four, six and eight

respectively. Actual Means for these variables appear in Table 4.
Table 8 demonstrates that the means of Ty and T, are signifi-
cantly greater ihan €y for this variable. Although the strict form
of the secondary hypothesis, i.e., Tl = T2 > Cl or Cg, is not
substantiated, the results indicate an impaect of both forms of
treatmert as compared to at least one of the control conditions.
According to Table 9 the means of Ty and T, are significantly

greater than Cl or C2 under all covariance conditions. In this case

—
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TABLE 7

ANALYSES OF COVARIANCE COMPARING MEAN POST-TREATMENT RAW SCORES OF
GROUPS Ty, T AND C, ON VARIABLES 1-17 HOLDING CONSTANT
PRE—TREAT NT W SCORES OF THOSE VARIABIES, THE GATES-
MACGINITIE VDCABULARY AND COMPREHENSION TESTS, AND
FPVT I.Q. SCORES

e e A ]
Hold.
Variable Const. Source Ss5. d. f. m,S. F
1 Fre-T. Between Groups 3 3 1.00 1. 54
Within Groups 52 80 .65
GM-=V Between Groups 2 3 .67 1.14
Within Groups 47 80 « 59
GM-=C Between Groups 2 3 £ 07 1.12
Withiiu Groups 48 80 <60
FPVT Betwesn Groups 3 3 1.00 1.54
Within Groups 52 80 «65
2 Pre-T. Between Groups 174 3 58.00 6.05%
Within Groups 767 80 9. 59
GM--V Between Groups 144 3 43,00 Jll*
Within Groups 1126 80 14,08
GM-=C Between Groups 113 3 38.00 2,76%
Within Groups 1100 80 13.75
PPVT Between Groups 138 3 46,00 3e27*
Within Groups 1125 80 14,06
3 Pre-T. Between Groups 1 3 33 1.06
Within Groups 25 80 31
GM==V Between Groups 1 3 «33 1.06
Within Groups 25 80 «31
GM--C Between Groups 1 3 «33 1.06
Within Groups 25 80 31
PPVT Between Groups 0 3 .00 «31
Within Groups 25 80 <31




TABIE 7-~Continued

46

TR S ST S R N ey W N AT R |
Hold.
Variagble Const. Source S5eSs def. mMmM.s. F
4 Pre-T. Between Groups 59 3 19.67 7.71%
Within Groups 204 80 2.55
GM-=V Between Groups 73 3 24.33 9,01%*
Wi.thin Groups 216 80 2.70
GM-~C Between Groups 66 3 22.00 8.18%
Within Groups 215 80 2.69
PPVT Between Groups 55 3 18.33 6. 84%
Within Groups 214 80 2.68
5 Pre-T. Between Groups 29 3 9,67 2,08
Within Greups 371 80 L, 64
GM--V Between Groups 36 3 12.00 2.59
Within Groups 371 80 4,64
GM==C Between Groups 30 3 10.00 2.17
Within Groups 368 80 4,60
PPVT Between Groups 19 3 6.33 l.41
Within Groups 360 80 4,50
6 Pre-T. Between Groups 51 3 17.00 9, 04*
Within Groups 151 80 1.88
GM-=V bBetween Groups 53 3 17.67 9,25%
Within Groups 153 80 1.91
GM-<=C Between Groups 53 3 17.67 Go35%
Within Groups 151 80 1.89
FPVT Between Groups 52 3 17.33 9. 07*
Within Groups 153 80 1.91
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TABLE 7--Continued

by

Variable Const. Source S48, d.f. MeS F
7 Pre-T. Between Groups 1 3 «33 1.57
Within Groups 17 80 .21
GM--V Between Groups 1 3 «33 1.57
Within Groups 17 80 2l
GM-=C Between Groups 1 3 L6 2,42
Within Groups 15 80 «19
FPVT Between Groups 1 3 s 33 1.57
Within Groups 18 -80 o 21
8 Pre-T. Betwsen Groups 298 3 9%.33 5.05%
Within Groups 1574 80 19,68
GM--V Between Groups 336 3 112.00 e 5L¥
Within Groups 16256 80 20.32
GM-=C Between Groups 201 3 67.00 3.1 5%
Within Groups 1702 80 21.27
PPVT Between Groups L34 3 144,67 5.10%
, Within Groups 2270 80 28.38
§ 9 Pre-T. Between Groups 29 3 9.67 2,85%
{ Within Groups 271 80 3.39
| GM--V  Between Groups 38 3 12.67  3.39%
| Within Groups 297 80 3a 74
GM--C Between Groups 2k 3 8,00 2.23
Within Groups 287 80 3. 59
PPVT Between Groups 54 3 18.00 L, 6l
Within Groups 310 80 3.88

np



TABLE 7--Continued

Variable Const. Source Se 8. d.f. M. S, F
10 Pre-T, Between Groups 13 3 4.33 1.27
Within Groups 273 80 3.4
GM==V Betwe=en Groups 12 3 4.00 «90
Within Groups 353 80 L.z
GM==C Between Groups 4 3 1.33 .28
Within Groups 385 80 4,82
PPVT Between Groups 55 3 18.33 1.98
Within Groups 741 80 9.26
11 Pre-T. Between Groups 11 3 3.67 2.16
Within Groups 136 80 1.70
GMem=V Between Groups 18 3 6.00 .37
Within Groups 553 80 6,91
GM=-=C Between Groups 4 3 1.33 17
Within Groups 640 80 8.00
FPVT Between Groups 121 3 40.33 2.05
Within Groups 1571 80 19.64
12 Pre-T, Between Groups - 1 3 - W33 = .15
Within Groups 182 80 2,27
GM--V Between Groups 15 3 5.00 1.63
Within Groups 246 80 3.07
GM~~C Between Groups 4 3 1.33 «39
Within Groups 274 80 3.43
PPVT Between Groups ) 3 13,67 2.10
Within Groups 520 80 6. 50

(o}
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TABLE 7--Continued

Hgldg

Variable Const. Source 5.5, d.f. Mo Ss F
13 Pre-T. Betwsen Groups 18 3 6.00 » 58
Within Groups 824 80 10.30
GM-~V Between Groups 60 3 20,00  1.24
Within Groups 1288 80 16,09
GM--C Between Groups 62 3 20,67 1.18
Within Groups 1402 80 17.52
FPVT Between Groups 702 3 233.67 2.74
vithin Groups 673 80  85.15
14 Pre-T. Between Groups 57 3 19.00 1.58
Within Groups 964 80 12.05
GM-=V Between Groups 104 3 34,67 1.79
Within Groups 1550 80 15.37
GM==C Between Groups 43 3 16,00 .82
Within Groups 1569 80 19,62
FPVT Between Groups 120 3 40,00 1.83
Within Groups 1751 80 21.89
15 Pre-T. Between Groups 16 3 5.33 1.84
Within Groups 231 80 2.89
GM~=V Between Groups 32 3 10,67 1.96
Within Groups 435 80 Soldy
GM=-=C Between Groups 13 3 4.33 .87
Within Groups 396 80 4,95
FPVT Between Groups K= 3 14,67 2.77*
Within Groups 423 80 529

(o]
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TABLE 7--Continued

50

Variable Const., Source S5 d.f. M.S. F
16 Pre-T. Between Groups 3 3 1.00 «35
Within Groups 230 80 2.88
GM-=-V Between Groups 3 3 1.00 34
Within Groups 232 80 2.90 :
GM~--C Between Groups 1 3 33 o1l
Within Groups 233 80 2.91
PPVT Between Groups 6 3 2.00 <66
Within Groups 242 80 3,02
17 Pre-T, Between Groups 13 3 4,33 55
Within Groups 630 80 7.88
GM==V Between Groups - 15 3 = 5.00 L8
Within Groups 832 80 10.40
GM==C Between Groups 25 3 8.33 .88
Within Groups 761 8G 9.51
PPVT Between Groups 8 3 2.67 24
Within Groups 874 80 10.93

*Significant at <.05

25
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TABLE 8

/
SCHEFFE CRITICAL DIFFERENCE TEST FOR CONTRASTS AMONG
POST-TREATMENT MEANS (RAW SCORE DATA) OF
VARIABIE 2 (ILETTER SOUNDS)

Ty G C,
*
*¥
EE 3
Tl *#**
.02 3. 61 1.57
*
xE
L2 27
'1‘2 EEEE
3.63 1.59
g *
i C 2.04
'

| . *Sigrificant at <.05 (C.D. = 1.72) Pre-treatment scores held
constant.

**Significant at <.05 (CeD. = 2.08) Pre-treatment Gates-
MacGinitie Vocabulary Scores held constant.

**¥Sjgnificant at <.05 (CuDe = 2.06) Pre-treatment Gates-
MacGinitie Vocabulary Scores held constant.

*xk¥Significant at <.05 (C.D. = 2.07) Peabody Picture Vocabulary
Test Scores held constant.
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TABLE 9

/
SCHEFFE CRTITICAL DIFFERENCE TEST FOR CONTRASTS AMONG
POST-TREATMENT MEANS (RAW SCORE DATA) OF
VAKIABIE 4
(SHORT SOUND VOWEL PRODUCTION)

* *

% %

* ko * ke

Tl £k kok kg%
«20 1.50 1.95

* #

ok **

Ak e T

Tg ¥Rk *Ek%
1.70 2.15

< U5

*33gnificant at <.05 (C.D. = .88) Pre-treatment scores held
constant,

**Significant at <.05 (C.D. = .91) Pre-treatment Gates-
MacGinitie Vocabulary Scores held constant.

***¥Sienificant at <.05 (C.D. = .91) Pre-treatment Gates-
MacGinitie Comprehension Scores held constant,

*x¥x3ignificant at <.05 (C.D. = .91) Peabody Picture Vocabulary
Test Scores held constant.
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the only deviation from the secondary hypothesis, i.e., Tl > Ty = Gy
or Cé, is in the finding that Ty is not sigrifieartly greate= than Tg.

Table 10 apparently supports the hypothesis that shert sound
vowel recognition will be signifiecantly improved by the treatment.
It also apparently supports the secondary hypothesis, that Ty =Ty >
G or CZ‘ A review of praatraatman£ to post-treatment Zifference
scores, however, reveals this finding to be somewhat misleading. Only
Tl gained in the improvement of short sound vowel recognitien. 4ll
other groups lost ground in this skill. Therefore, the analysis
really indicates that a positive treatment effect was limited to the
T, group. Tp, Cl and C, showed performance decrements from pre- to
post-treatment testing.

Table 1l indicates that for skill acquisition in the learning
of two-letter consonant blends the Tl post-treatment means were
significantly greater than the C post-treatment means, and the Tp
post-treatment means were significantly greater than the post-treat-
ment means of either C; or C, when all conditions were held constant.
Tl post-treatment means were not significantly greater than Co post-
treatment means when PFVT I.Q. scores were held constant, a condition
also found in comparing Cj post-treatment means with C, post-treatment
means. Such findings suggest the PPVT I.Q, scores may act as a con-
founding variable in this set of comparisons.

In summary, analyses of the seventeen staff-made reading tests
and the Wepman Auditory Discrimination Test, while not being used to

support the major hypothesis of the experiment, were shown to have

07



TABLE 10

7/
SCHEFFE CRITICAL DIFFERENCE TEST FOR CONTRASTS AMONG
POST-TREATMENT MEANS (RAW SCORE DATA) OF
VARIABLE 6 |
(SHORT SOUND VOWEL RECOGNITION)

% * *®
A3k %k %%
okok kK .k
Tl koK ¥ ok ok o ok
. «89 1.77 2.02
. * *
?‘ L3 3 E 3 3
. Ak Hok ok
: T, *kEx > A
. 88 1.13
o .25

*Significant at <.05 (C.De = .76) Pre-Treatment Scores held
constant.

**Significant at <.05 (C.D. = .76) Pre-Treatment Gates-
MacGinitie Scores held constant (Vocabulary).

**¥*Significant at <.05 (C.D. = .76) Pre-Treatment Gates-
MacGirditie Comprehension Scores held constant.

**#*¥5ignificant at <.05 (C.D. = .77) Pre-Ireatment Peabody
Picture Vocabulary Test Scores held constant.

o}
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TABLE 11

SCHEFFE CRITICAL DIFFERENCE TEST FOR CONTRASTS AMONG
POST-TREATMENT MEANS (RAW SCORE DATA) OF
VARIABLE 8
(TWO-LETTER CONSONANT BLENDS)

Cz
* *
sk * %
P wikok

Ti ook o

1.65 5.29 2.65
3 *
E1 ) %
ek ok E 3 %
'1‘2 L2 1 EE S 33
6.94 4,30
.
* %
L3 3
a 2. 64

*Significant at <.05 (C.D. = 2.46) Pre-treatment scores held
constant.

**Significant at <.05 (C.D. = 2.50) Pre-treatment Gates-
MacGinitie Vocabulary scores held constant.

**%5ignificant at <.05 (CeDe = 2.55) Pre-treatment Gates-
MacGinitie Comprehension scores held constant.

*xxx3ignificant at <.05 (CeDs = 2.95) Pre-treatment Peabody
Picture Vocabulary Test scores held constant.
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relevance to the secondary hypothesis, i.e., Ty > T, > G or Coe In
no analysis was the strict form of the hypothesis supported. However,
vignificant differences were in the directions indicated by the
secondary hypothesis. That is, T; and T2 wers greater than C; or Cs.
Such findings indicate that the Treatment groups showed significantly
greater growth in skill acquisition for these four variables than

did the Control group.
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CHAPTER V

DESCRIPTIVE ANALYSES

For purposes of additional deseription, correlations were
computed between variables one ihrough twenty (staff-made testis,
standardized tests and PPVT I.Q. scores) and variables twenty-one
through seventy-twe (Materials Use Index and observation scores for
taxonomic cells). Significant correlations p < .05 were recorded.
Tables 11 through 28 summarize these correlalions. Variables three,
eleven and forty-seven are not reported because the analyses revealed
no significant correlations with taxonemic cells.

Tzble 12 shows the significant correlations of scores on the
letter names variable (variable one) to the percentage of time spent
in cells of the Taxonomy of Instructional Treatments (variables
twenty-one through seventy-two). Correlations are delineated for
Ty, Ty and C; groups individually and ir the aggregate. Fositive
correlations indicate that a higher percentage score of time spent
in the taxonomic cell is related to a greater difference score in
the direction of an increase in numbe: of correct answers from pre-
treatment to post-treatment testings. Conversely, a negative correla-
tion indicates that a higher percentage score is agssoclated with 2
difference score showing a decrease in number of correct answers from
pre-treatment to post-treatment testing.

The interpretations given tc the correlations may be found in

Chapter VI under the heading "Exploratory Statisties."
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TABLE 12

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 1
(LETTER NAMES) AND CELLS OF OBSERVATIONAL
ANALYSIS (VARIABLES 21-72)

Variable Tl Tg Cl Tl’ Tgp 01
22 =.5458 -. L0166
24 -+ 5956
26 -+3329
29 -. 5892
3l !i6535 ’!;4016
41 -.€331 -.3376
L .2885
51 0 3230
23 -2 5678
55 -+ 5289
56 -. 5490
66 - 6245
67 -« 5307
68 -. 6949

72 -. 4967 -s2725

The Tl group scores showed only negative significant correlations
between variable one and percentage scores in the cells of Cognitive-
Perceptual: symbolic discrimination (variable twenty-two), Language
Analysis: consonants (variable twenty-four), Sequential Level:
grade two and below (variable forty-one), Instructional Mode: play-
chance (variable fifty-five) and play-competition (variable fifty-
six), Communication Input: visual-kinesthetic (variable sixty-six),
auditory-kinesthetic (variable sixty-seven) and visual-auditory-
kinesthetic (varlable sixty-eight), and Communication Cutput: oral-
motoric response (variable seventy-two),

There were no significant correlations in the T, giroup scores.
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In the C{ group there were three correlations, all negative,
between Letter Names and Comprehension: main ideas (variable twenty-
nine), and Comprehension: sequence-relationships (variable thirty-
one), and Instruetional Method: student-student (variable fifty-
three),

When the Tl‘ T2 and Cl scores were aggrogated, there were nega-
tive correlations between scores on the Letter Names variable and
percentage scores in the cells of Cognitive-Perceptual: symbolic
discerimination (variable twenty-two), Language Analysis: ight
vocabulary (variable twenty-six), Comprehension: sequence-relation-
ships (variable thirty-one), Sequential Level: grade two and below
(variable forty-one), and Communication Output: oral motoric response
(variable seventy-two). Positive significant correlations were found
between letter names scores and cells of Sequential Level: ungradable
(variable forty-five), and Instructional Method: student-total group
(variable fifty-one).

The significant correlations of variable two (Letter Sounds) with
the cells of the Taxonomy are displayed in Table 13.

In the T, group there were significant positive correlations
between the learning of letter sounds and the scores of cells called
Comprehension: sequence relationship (variable thirty-one), Aesthetic
Expression: Interpretation (variable forty), Instructional Mode:
play-competition (variable fifty-six), play puzzle (variable fifty-
seven), and problem solving (variable sixty-one).

In the T, group there were no significant correlations.

{0
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TABLE 13

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABIE 2
(LETTER SOUNDS) AND CELLS OF OBSERVATIONAL
ANALYSIS (VARIABLES 21-72)

; 31 «6003

: 40 « 5022

t 51 -s 561 3
56 S 4493 4553
57 473 .3248
58 , -o 3427
61 « 6908

The scores of the Gi group offered only one significant correla-
tion. This was a negative correlation between variable two and the
cell called Instructional Method: student--total group (variable
| fifty-one).

% In the aggregate group scores, there were significant positive

correlations between scores of variable two and cells labeled

Instructional Mode: play-competition (variable fifty-six) and play-
puzzle (variable fifty-seven). There was a negative correlation
with variable two and Instructional Mode: test-response (variable
fifty-eight).

Table 14 depicts the significant correlations between the scores
of variable four (Short Sound Vowel Production) and the scores of the
various cells of the Taxonomy of Instructional Treatments.

There were no significant correlations in either the Ty or the

Cl EToup.
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TABLE 14

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 4
(SHORT SOUND VOWEL PRODUCTION) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

25 «3378
31 == 2912
32 .2878
33 4859

38 -+ 6433 «3679
46 4596

L8 » 2781
51 » 4564

57 « 3178
58 -+ 3274
62 =.3008

In the T, group there were significant positive correlations
between scores of improvement in variatle four and scores for the
variables of the Taxonomy named Comprehension: context inference
(variable thirty-three), Sequential Levels: multi-level (variable
forty-six), and Instructional Method: student--total group (variable
fifty-one). There were negative correlations between the scores of
variable four and scores for Study Skills: other socurces and pro-
cesses (variable thirty-eight), and Communication Output: motoric
response (variable seventy-one,.

In the scores of the groups aggrezated, there were signiflicant
positive correlations between variable four and the variables of
Language Analysis: vowels (variable twenty-five), Comprehension:

word meaning (variable thirty-two), Instructional Method: teacher--

Q. v
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total group (variable forty-eight), and Instructional Mode: play-
puzzle (variable fifty-seven), There was a negative correlation with
the variables named Comprehension: sequence-relationship (variable
thirty-one), Study Skills: other sources and processes (variable
thirty-eight), Instructional lMode: test-response (variable fifty-
eight), and Communication Input: visual (variable sixty-two).

Table 15 shows that in the T, group there were significant nega-
tive correlations only with variable five scores and scores in the
variables named Language Analysis: sight vocabulary (variable
twenty-six), and Instru-tional Method: teacher-student (variable
fifty). In the Cl group there was only one negative correlation,
with the variable of Instructional Mode: programmed response
(variable sixty). There were no significant correlations in either

the T, scores or the scores in the Tl' TZ' C1 group aggregate.

TABLE 15

FPEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 5
(LONG SOUND VOWEL FRODUCTION) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

26 - 4561
50 - 6043
60 -2 5415

Table 16 shows that the only significant correlations between

scores of variable six (Short Sound Vowel Recognition) and scores of

=y
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the Taxonomic cells were found in the group aggregate scores. There
were two significant negative correlations, between variable six and
the cells of the Materials Index (variable twenty-one) and Instruc-
tional Method: student--total group (variable fifty-one), and one
positive correlation, with Language Analysis: vowels {variable

twenty~five).

TABLE 16

FEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLIE 6
(SHORT SOUND VOWEL RECOGNITION) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

Variable Ty T, ¢ Tye Tpe G
21 -23532
25 o 3247
51 -a54223

Significant correlations between scores of variable seven (Long
Sound Vowel Recognition) and scores of the Taxonomic cells are dis-
rlayed in Table 17. There are seen ne significant correlations
within the scores of the T, group.

A significant negative correlation existed in the Tl group
between variable seven scores and the scores of the Materials Index
(variable twenty-one). There were significant positive correlations
between variable seven and scores in the cells labeled Cognitive-
Perceptual: directionality-laterality (variable twenty-three), and

Sequential Level: grade two through four (variable forty-two), and

ERIC 7
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Instructional Mode: test-response (variable fifty-eight).

TABLE 17

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 7
(LONG SOUND VOWEL RECOGNITION) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

Varigble T]_ Tz El Tl ° ng Cl
21 -+ 5301
23 « 5250 . 2803
26 , .7181 U4B27
27 ; -.3214
29 A i -.7029 -+3505
31 <5153 3816
4] « 5398 L4256
42 U857 ,
43 -.3630
48 -¢5635
55 , « 5374
58 4568
59 =s 2821
69 -.5578 -.2957
72 « 6620 -2 3420

In the Cy group there were significant negative correlations
between scores of variable seven and secores of Comprehension: main
ideas (variable twenty-nine), Instructional Method: teacher-total
group (varisble forty-eight), and Communication Output: noc response
(variable sixty-nine). In this same group there were significant
positive correlations with variable seven and the scores of Language
Analysis: sight vocabulary (variable twenty-six), Comprehension:
sequence relationships (variable thirty-one), Sequential Level:

grade two and below (variable forty-one), Instructiocnsl Mode: play-

79
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chance (variable fifty-five), and Communication Qutput: oral-motoric
responses (variable seventy-two).

When scores were aggregated, there were significant negative
correlations between scores of variable seven and scores of the cells
of Language Analysis: word structure (variasble twenty-seven),
Comprehension: main ideas (variable twenty-nine), Sequential Level:
grades four through ¢ive (variable forty-three), Instructional Mode:
exploration (variable fifty-nine), Communication Output: no response
(variable sixty-nine) and oral-motoric response (variable seventy-two).
There were significant positive correlations vith scores in variable
seven and scores of Cognitive-Perceptual: directionality-laterality
(variable twenty-three), Language Analysis: sight vocabulary
(varisble twenty-six), Comprehension: sequence-relationships
(variable thirty-one), and Sequential Level: grade twe and below
(variable forty-one).

Significant correlations between scores of variable eight (Two-
Letter Consonant Blends) and scores of the Taxonomic cells are arrayed
in Table 18. There are seen no significant relationships between
these variables in the scores of the Ty group.

In the T, group, however, there were significant positive
correlations between the scores of variable eight and scores in the
cells named Language Analysis: syntax (variable twenty-eight), and
Sequential Level: grade two and below (variable forty-one).

In the C groﬁp there were significant positive correlations

between the scores of variable eight and scores in the cells of the

13
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Materials Use Index (variable twenty-one) and Instructional Mode:
exploration (variable fifty-nine). There were significant negative
correlations with Comprehension: details (variable thirty), and

Instructional Mode: test-response (variable fifty-eight).

TABLE 18

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 8
(TWO-LETTER CONSONANT BLENDS) AND CELLS OF
OBSERVATTIONAL ANALYSIS (VARIABLES 21-72)

Variable Ty T, G Tis Tps &
21 o 59kL
25 « 3061
30 - 5164
41 « 5658
58 -» 6002
29 « 5216

When scores are aggregated, there was only one correlation, a
positive correlation between scores of variable elight and scores in
the cell named Language Analysis: vowels (varisble twenty-five).

In the array presented by Table 19, correlations between
variable nine (Thres-Letter Conscnant Blends) and Taxonomic cell
scores are displayed. There are shown no significant correlations
between scores in the T, group and in the aggregate group analysis.

In the Tl group, however, there was a significant positive
correlation between the scores of variable nine and scores of the

variable named Study Skills: dictionary (variable thirty-six).

od
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TABLE 19

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 9
(THREE-LETTER CONSONANT BLENDS) AND CELLS OF
OBSERVATTONAL ANALYSIS (VARIABLES 21-72)

Variable T, Tp g T1s Tps &
25 -2 5993
36 4778

56 - 5006

In the C, group there were two significant negative correlations,
between the scores of variable nine and the scores of the cells named
Language Analysis: vowels (variable twéntyéfive), and Instructional
Mode: play-competition (variable fifty-six).

The significant correlations between the scores of variable ten
(Rule of Final 'e') and the scores of variables twenty-one through
seventy-two are displayed in Table 20. This table shows no signifi-
cant correlations when the scores of the T, and C, group are analyzed

alone.

TABLE 20

FEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 10
(RULE OF FINAL E) AND CELLS OF OBSERVATIONAL
ANALYSIS (VARIABLES 21-72)

Variable Ty T, ) Ty, Tpe G
35 « 5578 _ |
46 . 6820 L4381 i




The T, group, however, showed two significant positive correla-
tions, between the scores of variable ten and the scores of the
variables named Comprehension: recreational reading (variable thirty-
five), and Sequential Level: multi-level (variable forty-six).

When scores were analyzed in the group aggregate, there was only
one significant correlation, a positive correlation between scores
of variable ten and scores in the Sequential Level: multi-level
(variable forty-six) variable,

The significant correlations of the scores of variable twelve
(Compound Words) with the scores of cells of the Taxonomy of Instruc-
tional Treatments is arrayed in Table 2l1. This table shows that there
are no significant correlations when the scores of the T, group are

snalyzed separately.

TABLE 21

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABIE 12
(COMPOUND WORDS) AND CELLS OF OBSERVATIONAL
ANALYSIS (VARIABLES 21-72)

— — — e ——

Variable T1 T, G Ty, Tos G
21 . 5074 . 5298 4238
23 - 4824 -+ 3691
25 -+ 5509 -+3885
27 . 4605
28 - 4840
29 . 4528
31 » 5149
42 -+ 6041
43 . 6067
63 -.4926
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The table shows, however, that most of the signifieant correla-
tions occurred in the scores of the Tl group. In thls group there
were significant positive correlations between the scores of
variable twelv2 and scores of the Materlals Use Index (variable twenty-
one) and cells named Language Analysis: word structure (variable
twenty-seven), Comprehension: main ideas (variable twenty-nine) and
sequence-relationships (variable thirty-one), and Sequential Level:
grades four and five (variable forty-three). In this group there were
also significant negative correlations between the scores of variable
twelve and scores of the cells of Cognitive-Perceptual: directionality-
laterality (variable twenty-three), Language Analysis: vowels
(variable twenty-five) and syntax (variasble twenty-eight), Sequential
Level: grades two through four (varigble forty-two), and Communica-
tion Input: auditory (variasble sixty—three)g.

In the C; group there was only one correlation, a significant
positive correlation between scores in variable twelve and scores of
the Materials Use Index (variable twenty-one).

The same significant positive correlation, i.e., the correla-
tion between scores in variable twelve and scores of the Materials
Use Index (variable twenty-one) occurred when scores were aggregated.
In this aggregate analysis there were also two negative significant
correlations, between the scores of vari#ble twelve and the scores of
the cells named Cognitive-Perceptual: directionality-laterality
(variable twenty-three), and Language Analysis: vowels (variable

twenty=-five).

Q3
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Table 22, showing significant correlatlons hetween the scores
of variable thirteen (Alphabet--Capital Letters) and scores in the
cells of the Taxonomy of Instructional Treatment, shows few negative

correlations.

TABLE 22

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABIE 13
(ALPHABET-~CAPITAL LETTERS) AND CELLS OF
OBSERVATIONAL ANALYSIS
(VARIABLES 21-72)

Variable 1'1 TE Cj_ Tl ’ Tz ) cl
22 +7916 - 4689
26 4507
27 = 5293
30 -+ 5181
39 «7563 .3016
41 . 5602 L4971
50 L6148 - 3047
55 6076
56 5615
60 L4841
63 . 4981
o7 8164 s+ 5105
72 » 6069

In the Tl group there were significant positive correlations
between the scores of varigble thirteen gnd the Taxonomle cells ngméd
Cognitive-Perceptual: symbolic discrimination (varisble twenty-two),
Language Analysis: sight vocabulary (variable twenty-six), Sequential
Level: grade two and below (variable forty-one), Instructional

Method: teacher-student (variable fifty), Instructional Mode: play-
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rhance (varisble fifty-five) and play-competition (variable fifty-six),

Communication Input: auditory-kinesthetic (variable sixty-seven), and

Communication Quiput: oral motoric response (variable seventy-two).
In the T2 group significant positive correlaticns existed

between the scores of variable thirteen and the scores of the cells

named Sequential Level: grade two and below (varisble forty-one),

and Instructional Mode: programmed response (varisble sixty).

In the Cl group there were significant positive correlations

between the scores of variable thirteen and the scores of cells
named Language Analysis: word structure (variable twenty~seven),

Aesthetic Expression: creation (variable thirty-nine), Sequential

Level: grades two through four (variable forty-two), and Communica-
tion Input: auditory (variable sixty-three). There was a signifi-
cant negative correlation with the cell labeled Comprehension:
details (variable thirty).

In the aggregated group score analysis, significant positive
correlations existed only between scores of variable thirteen and
scores of cells named Cognitive-Perceptual: symbolic diserimination
(varisble twenty-two), Aesthetic Expressien: Creation (variable
thirty-nine), Instructional Method: teacher-student (variable fifty),
and Communication Input: auditory-kinesthetic (variable sixty-seven).

The significant correlations between the scores of wvariable
fourteen (Alphabet--lower Case Letters) and the variables of the

Taxonomy of Instructional Treatments (twenty-one through seventy-two)

are displayed in Table 23 by groups.

ou
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TABIE 23

FPEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 14
(ALPHABET--LOWER CASE LETTERS) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

24 LUo6L

27 -.4565 « 5319

31 5575

38 . 5225

39 « 7814 < 3460
40 -.4990 -4 3497
i . 5427

42 - 4504 . 5094

52 7167 ,
55 . 6032 . 2885
57 -a5162 -.3292
60 . 5600

67 . 8100 U769
72 .3082

The Ty group displayed positive correlations between the scores
of variable fourteen and the scores of cells named Language Analysis:
consonants (variable twenty~four), Lequential Level: grade two and
below (variable forty-one), Instructional Mode: play-chance
(variable fifty-five) and programmed response (variable sixty), and
Communication Input: auditory-kinesthetic (variable sixty-seven). |
There were significant negative correlations with the cells of
Language Analysis: word structure (variable twenty-seven), Aesthetic
Expression: interpretation (variable forty), and Instructional Mude:
play-puzzle (variable fifty-seven).

In the T, group there were significant positive correlations

o
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between scores of variable fourteen and scores of Taxonomic cells
named Comprehension: sequence-relationships (variable thirty-one),
Study Skills: other sources and processes (variable thirty-eight),
and Instructional Method: student--small group (varisble fifty-two),
There were significant negative correlations with Language Analysis:
vowels (variable twenty-five), and Sequential Level: grades two
through four (variable forty-two).

In the C, group there were only significant positive correla-
tions, between the scores of varigble fourteen and scores of the
cells named Language Analysis: word structure (variasble twenty-
seven), Aesthetic Expression: creation (variable thirty-nine), and
Sequential Level: grades two through four (variable forty-two).

In the group aggregated score analysis, significant positive
correlations were found between the scores of varigble fourteen and
the scores of Taxonomic cells named Aesthetic Expression: creation
(varisble thirty-nine), Instructional Mode: play-chance (variable
fifty-five) and programmed response, and Communication Input:
auditory kinesthetic (variable sixty-seven) and Communication Output:
oral motoric (variable seventy-two), There were significant negative
correlations with Aesthetic Expression: interpretation (variable
forty), and Instructional Mode: play-puzzle (variable fifiy-seven).

Table 24 displays the significant correlations between the scores
of varisble fifteen (Initial Consonant Recognition) and the scores
related to ths TaXonomy of Instructionsl Treatments. It shows that

only an analysis of scores by treatment groups produced significant
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correlations. When scores were aggregated, no significant correla-

tions were found.

TABLE 24

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 15
(INITIAL CONSONANT RECOGNITION) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

Variables Tl TE cl Ty» Tps Cp
26 . 5184
29 -.6110
37 . 5220
60 8379
69 -+ 4798

In the Tl group, thsre was only one significant correlation; a
negative correlation between the scores of variable fifteen and the
scores for the Taxonomic cells ealled Communication Output: no
response (variable sixty-nine),

In the T, group, there were two signifieant eorrelations, both
positive. They were between the scores of variable fifteen and the
scores for the Taxonomlic cells labeled Study Skills: speed and
accuracy (variable thirty-seven), and Instructional Mode: programmed
response (variable sixty).

In the C group a positive significant correlation was found
between the scores of variable fifteen and the scores of the cell
named Language Analysis: sight vocabulary (variable twenty-six) and

a negative significant correlation between the scores of variable

g
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fifteenn and the cell labeled Comprshension: main ideas (variable
twenty-nine).

Variable sixteen (Final Consonant Recognition), as shown in
Table 25, displays few significant corrslations between its scores
and the scores of the Taxonomic cells. Indeed, there were ne sig-
nifiecant correlations to be found in the analysis of scores of the

Tz group or all scores in aggregate.

TABIE 25

FEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 16
(FINAL CONSONANT REGCOGNITION) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

Lo -s 7712
59 -. 5221
68 -a 4?27

The T group score analysis showed enly one significant correla-
tion, a negative one between the scores of variable sixteen and the
scores of a Taxonomic cell named Communication Input: visual-
auditory-kinesthetie (variable sixty-eight).

The Cq group score analysis showed two negative correlations,
between the scores of variable sixteen and the scores in the cells
called Aesthetic Expression: interpretation (variable forty), and
Instructional Mode: exploration (variable fifty-nine).

Unlike scores in all other variables from ona through ten, the

. ERIC 33
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raw data of variable seventeen (Wepman Auditory Discrimination Test)
were composed of scores of errors of subjects. Thus a significant
negative correlation in Table 26 would serve to indicate that a
higher score in the Taxonomic cells would usually mean a lower error
score (or growth of auditory diserimination skills). All the

signifieant correlations but one are in this direction.

TABLE 26

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 17
(WEPMAN AUDITORY DISCRIMINATION) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

Variable T, T, G Ty, T2 G
31 - 5043 -<3037
38 -. 6668 -.4128
48 .2915
52 -+ 5108 7
71 -.4593 =.2958

In the Tl group, there was a significant negative correlation
between the scores of variable seventeen and scores of the Taxonomic
cell called Communication Qutput: motoric response (variable seventy-
one).

Tn the T, group, there were two significant negative correlations,
between the scores of variable seventeen and the two Taxonomic cells
of Study Skills: other sources and processes (variable thirty-eight),
and Tnstructional Mode: student-small group (variable fifty-two).

In the Cy group, there was only one correlation, a significant
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and negative correlation between the scores of variable seventeen
and the cell named Comprehension: sequence-relationships (variable
thirty-one).

In the aggregate group scors analysis, there was a significant
positive correlation between the scores of variable seventeen and the
scores of the cell Instructional Method: teacher-total group
(variable forty-eight). There were significant negative correlations
between the scores of varisble seventeen and the scores of cells
named Comprehension: sequence-relationships (variable thirty-one),
Study Skills: other sources and processes (variable thirty-eight),
and Communication Output: motoric response (variable seventy-one).

Table 27 represents the analysis of data for correlations
between variable eighteen (Gates-MacGinitie, Vocabulary) and the
variables of the Taxonomy of Instructional Treatments. It shows
that there were no significant correlations when the data were
analyzed for the Tl group alone.

In the IZ group, however, there were significant positive
correlations between the scores of variable eighteen and the scores
of the cells called Comprehension: word meaning (variable thirty-twc),
and Instructional Mode: play-chance (variable fifty-seven) and play-
puzzle (variable fifty-seven). There are significant negative
correlations with the cells called Comprehension: critical analysis
(varisble thirty-four), and Instructional Method: teacher-student
{variable fifty).

In the C; group, there were significant positive correlations

IJ1
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between the scores of variable elghteen and the scores of Taxonomic
cells labeled Comprehension: context inference (variable thirty-three),
and Comnunication OQutput: no response (variable sixty-nine). There
were significant negative correlations between the scores of variable
eighteen and the scores of the cells labeled Aesthetie Expression:
creatiocn (variable thirty-nine), and Communication Qutput: oral-

motoriec response (variable seventy-two).

TABLE 27

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 18
(GATES-MACGINITIE--VOCABULARY) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

32 6267

33 4978

34 - 604 —-. 3472
37 =43032
39 -+ 5373

50 - 4674

55 <7496 o
57 +6795 « 3733
69 = 5790

In the aggiegate group score analysis, a significant positive
correlation was noted between the scores of varlable eighteen and the

scores of the cell called Instructionsl Mode: play puzzle (variable

fifty-seven). There were significant negative correlations with tha g
cells of Comprehension: critical analysis (variable thirty-four), '

and Study Skills: speed and accuracy (variable thirty-seven). %
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Significant correlations between the scores of variable nineteen
(Gates-MpeGinitie~~-Comprehension) and scores of the cells of the
Taxonomy of Instructional Treatments are arrayed in Table 28. This
table shows that there are no significant relationshipns to be found

in these data when analyzed for the T, group alone.

TABLE 28

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 19
(GATES-MACGINITIE-~-COMPREHENSTION) AND CELLS OF
OBSERVATIONAL ANALYSIS (VARIABLES 21-72)

34 -. 5865 -, 3676
39 - 4604 -.3127
62 -. 6493

65 «6259

66 -.73208
69 .6793

The T, group, however, had signifieant correlations. There was a
gignificant positive correlation between the scores of variable
nineteen and the scores of the cell called Gammugigatian Input:
auditory-visual (variable sixty-five). There weﬁg negative correla-
tions with the cells of Comprehension: ecritical analysis (variable
thirty-four), Aesthetic Expression: creation (variable thirty-nine),
and Communiecation Input: visual (variable sixty-two).

In the C; score analysis, there was found a positive and sig-
nificant correlation between the scores of varlable nineteen and the

scores of the cell called Communication Output: nc response (variable
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sixty-nine).

In the group aggregate score snalysis, there were found three
significant and negative correlations. They are with the scores of
variable nineteen and the scores of the cells labeled Comprehension:
eritical analysis (variable thirty-six), Aesthetic Expression:
creation (variable thirty-nine), and Communication Input: visual-
kinesthetic (variable sixty-six).

Table 29 links the intelligence variable (variable tiwerty) to

an znalysis of scores of the Taxonomic variables.

TABLE 29

PEARSON r BETWEEN DIFFERENCE SCORES OF VARIABLE 20
(PEABODY PICIURE VOCABULARY TEST--IQ) AND
CELLS OF OBSERVATTUNAL ANALYSIS
(VARIABLES 21-72)

80

Variable Tl

26 -. 4628

28 <3154
32 -e 5150

35 - 4902

37 ~.2956
51 -.2870
59 -. 4593

70 4635

In the T; group, a significant positive correlation existed

between the scores of variable twenty and scores of the cells labeled

Communication Qutput: oral response (varigble seventy). There were

significant negative correlstions with the cells ecalled Language

V¥
Na



&l.

Analysis: sight vocabulary (variable twenty-six), and Comprehension:
recreational reading (variable thirty-~five).

In the T, group, there was only one significant correlation, a
negative correlation with Instructional Mode: exploration (variable
fifty-nine).

In the Gl group, there was also only one significant correlation,
a negative correlation with Campraheﬁsien: word meaning (variable
thirty-two).

In the group aggregate score analysis, there existed a signifi-
cant positive correlation between the scores of variable twenty and
the scores of the cell called Language Analysis: syntax (variable
twenty-eight). There were significant negative correlations with
Study Skills: speed and accuracy (variable thirty-seven), and

Instructional Method: student-total group (varisble fifty-one).
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CHAFTER VI

DISCUSSION AND SUMMARY

Quantitative: The Hypothesis

The primary hypothesis of this experiment, i.e., reading scores
on post-treatment tests would be signifieantly greater for those
students whose teachers had received help using the Taxonomy of
Instructional Treatments than for those students whose teachers had
not rec2ived such help, when pre-treatment and I.Q. scores were held
constant was not supported.

Four data analyses were used to test the primary hypothesis.

The post-treatment raw scores of two standardized reading tests, the
Gates=MacGinitie Vocabulary Test and the Gates-MacGinitie Reading
Comprehension Test, were submitted to an analysis of covariance,

first holding constant the pre-treatment raw scores and then holding
constant the I.Q. scores of the PPVI. Three of these statistical
tests showed no significance. The analysis of covariance of the post-
treatment raw scores of the Gates-MacGinitie Comprehension Test, hold-
ing constant the PPVT I.Q. scores, however, showed a significant F
ratio.

This finding of significance was not sufficient te justify the
rejection of the null hypothesis. Previous tests of the effect of
T.Q. scores on all tests of reading gain had shown only & negligible

relationship. Therefore, the more important test was that analysis of
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covariance which held the pre-treatment scores constant. The result-
ing analysis did not support the findings of significance.

The secondary hypothesis, i.e., T] > Tp > C, or Cp, was not
tested on the Gates-MacGinitie Reading Tests because of the rejection
of the primary hypothesis, but was used to explore differences found
in post-treatment scores of the staff-made tests.

For purposes of exploration, data from sixteen staff-made non-
standardized tests of reading elements were analyzed. For these
explorations, analyses of covariance wWere computed on the post-treat=-
ment raw scores holding constant (1) the pre-treatment raw scores;
(2) the post-treatment raw scores of the Gates-MacGinitie Vocabulary
Test; (3) the post-treatment raw scores of the Gates-MacGinitie Com-
prehension Test; and (4) the PPVT I.Q. scores. Significance was
accepted only if it was obtained under all four control conditiens.

Variables two (Letter Sounds), four (Short Sound Vowel Produc-—
tion), six (Short Sound Vowel Recognition) and eight (Two-Letter
Consonant Blends) gave significant F ratios under all four control
conditions. In Scheffé Tests for the contrasts of means, it was
found that in variable two, Ty and T, were significantly greater than
C; but not Cy. In varisbles four and eight, T and T, were signifi-
cantly greater than either ¢, or Cz, but T, was not significantly
greater than T,. Only the results of analysis of variable six
showed substantiation of the secondary hypothesis, Ty > T, = Cy or Cse

It is possible to infer from these results that the treatment had

a significant effect upon some of the basic elements of reading,
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i.e., Letter Sounds, Short Sound Vowel Production and Recognition,
and Two-Letter Consonant Blends. Differentiating the treatment into
two groups (T and Tp) did not produce differentiated statistical
significance between these groups. Insofar as the stéff—made tests
are valid indicators of reading element gain, they demonstrated four
(out of sixteen) possible gains in reading skill attainment which were
related to the introduction of the Taxonomy of Instructional Treat-
ments. The gains were general and few. insufficient to suggest that
rejection of the major hypothesis was spurious.

The rejection of the major hypothesis raises the question of the
possibility of a Type I error (i.e., the rejection of a hypothesis
when it is true). The limitations of this experiment were defined
by those conditions which ecould increase the probability of a Type I
error. These limitations wsre as follows:

1. Sample groups contained small n's and differing reading
ability levels. Table 1 shows that the T, reading group, for
instance, was 2.1 grades higher in its mean than the Cy group in the
Gates-MacGinitie Vocabulary Test scores. The mean af T, is also 1.6
grades higher than the Cl mean in the Gates-MacGinitie Cemprﬁhensicn
Test and 10.0 I.Q. points higher than C1 in scores of the PP@T. These
sample characteristics were due to the fact that there were %nly
limited numbers of groups available to the experiment. Thejpredieted
size of the groups was never obtained bescause of the traumatic
nature of the scheol year as explained below.

2. The 1968-69 school year was interrupted by an sleven-week

3o
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teachers' strike which reduced the morale and instructional efficiency
in the experimental schools for ‘the entire year. Because the strike
occurred from September te November it interrupted the pre-festing
phase and prolonged it to fourteen weeks. The truancy rate lincreased
substantially (decreasing the number of eligible students for inclu=-
sion in the data base). To regain time lost in the strike, students
were asked to extend the school day by an additional period, time
often spent in recreational or remedial reading. The increased hours
of school often created a state of physical fatigue in students,
conducive only to decreased efficiency. This fatigue was also due to
the faet that the students often had to travel as long as two hours
te the school.

3+ DBecause of the teachers' strike, the treatment period was
necessarily shortened. Whereas the treatment pericd had originally
been planned for six and one-half months, it was limited to four and
one=half months. Since four months are generally needed to show
results on a standardized reading test, this treatment period length
probably eontributed to the depression of significant gain scores.

4. Because the Taxonomic resource staff members were new to
each other in the thool yvear of the experiment, and because the
resource staff wasgnew to the school and faculty, role definitions
had to be reaffirm%dc Role definition and role consistency were
hampered by the temporary absence of the original Project Director for
that year and the substitution of an Associate Project Director. For

a time, resource staff members were either unaware arfuncértain as to

.
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what and how information could be transmitted to teachers. As a
result, an emphasis on diagnostic teaching was lacking and acquisi-
tion of materials was slow. Roles were generally well defined, how=
ever, by the first of the treatment periods, and treatment was

generally effected without the process of diagnostic teaching.

Exploratory Statistics

4 correlational matrix was computed between scores in each group
(and the groups aggregated) on reading scores and the percentages of
time each subject spent in each cell of the Taxonomy (as measurgd by
the Classroorm Observation Analyslis Sheet). This matrix was meant to
be exploratory only in that it meant to probe the relationships
between reading activity (as described by the Taxonomy of Instructional
Treatments) and resding score gain. The findings of this matrix were
also meant to form the basis for inferences related to overall con-
cepts of instruction in the education of emotionally disturbed
children.

There are limitations to the drawing of inferences from this
matriXx. These limitations were derived mostly from the nature nf-the
data themselves and the characteristics of the population from which
they were taken. Specifically, the limitations of the correlation
matrix which included reading score gains and percentage of involve-
ment in taxonomic cells were as follows:

1. The correlations were based on gain scores from both

i0p




Auditory Discrimination Test, and the PPVI) and non-standardized
test scores (staff-made tests and the Materials Use Index). The
comparability of such data is unknown.

Z« The gain scores of the standardized tests were hased on
scores obtained from equivalent form tests. Scores on the staff-
made tests were cbtained on a test-retest basis. Althougn inspection
¢t the data from the staff-made tests seems to indicate that »re- and
rost-treatment scores were independent, the error variance due to the
teaching effect is not known.

3. Some cf the cells of the Taxonomy contained little or ro
participation percentagzs for some individuals. Altnough ihe computa-
tion program took into aecount zero cells, the exact number of sub-
jects whose data were being analyzed for each taxonomic category was
unknoewns

4, Group n's were small and means of groups varied. These
facts raised the question once again of the comparability of data
ACTroSS groups.

5. For each of the first twenty-one variables, two hundred
correlations were searched for significance. These two hundred
correlations derived from fifty taxonomic categories correlated with
four groups of scores per category (Tl. T2, Cl and all groups
aggregated). Setting a conservative significance p < .05, the data
should have shown that at least ten scores per variable (variables one
through twenty-one) could be due to the operation of chance factors.

Except for variables seventeen through twenty-one (which were deemed
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of special significance) analysis of any variable between one and
sixteen with the matrix of the Taxonomy were not reported unless there
were ten or more correlations in that variable.

Scores on the Gates-MacGinitie Vocabulary Test were analyzed to
determine which factors of observed reading behavior correlated with
this standardized test score gain. Table 26 of the previous chapter
displays the r coefficients. There were no significant correlations
between the Gates-MacGinitie Vocabulary Test Scores and the scores
of the Taxonomy in the Zl group. This finding obviously contributes
to the finding of no significance in the test of the major hypothesis.
Findings in the To» C1 and Aggregate group indicated that the variable
of vocabulary had positive correlations to time spent in play-strategy
reading activities and in the analysis of words. This finding seems
to indicate that a strategy of play, either play-puzzle or prlay-
chance, was more effective in raising vocabulary scores than was
extensive use of materials, the condition in Tl' Indead, the factors
of critical analysis and aesthetic creation were negatively correlated
with vocabulary score gains, This finding seems to indicate that the
students seemed to learn voecabulary better by rlay in group activities
than by instructional materials involving more cognitive processes.

The Gates-MacGinitie Comprehension Test scores showed many of
the same correlations as the Gates-MacGinitie Vocabulary Test scores
(Table 28)., As in the Gates-MacGinitie Vocabulary Test, there were
no significant correlations in the Ty group. Also similar to the

Gates-MacGinitie Vocabulary Test score correlations were the negative
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correlations between comprehension scores and time spent in critical
analysis and zesthetic creation activities. The correlations of this
variable suggest that the presentation of materials through sslected
sensory modalities is related to achievement in comprehension. A
positive correlation in T, was found with time spent in the auditory-
visual mode, but in Tg there also was found s negative correlation
with the visual mode alone. In the aggregated group score there was a
negative correlation with the visual-kinesthetic mode. This finding
seems to suggest that material presentation, to be effective in the
learning of reading comprehension, must be placed in the auditory-
visual mode alone and need not require an active communication output.
In both the vocabulary and the comprehension tests, the categorizations
of critical analysis and creation were found to be negatively cor-
related. This is perhaps explained by the fact that the label
"eritical analysis" refers to evaluation of information, ideas and
opinions contained in reading materials or discussions based on
personal values, previous expariences and knowledge, while ®creation®
refers Lo the act of bringing into existence that which has not
existed before, based on the experiential background of the child

(see Appendix C--Glossary). Both of these activities rely on stan-~
dardized experiential and knowledge backgrounds, attributes already
known to be deficlient. in the boys of the sample. Thus, activities in
this area probably served only to confuse or make difficult the learn-
ing of the language concepts of vocabulary acquisition and comprehen-

sion skill buil&ing.
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The measurement of the number of materials used per pupil per
class, the Materials Use Index, was computed in order to seek out
any relationships between this variable and reading skill acquisition
as measured by varlables one through nineteen. The correlations,
however, showed that only one variable was related to this measurement.
Variable twelve, Compound Words, shoewed a significant positive correla-
tion in the Tl' Cl and Aggregated Group scores. Variable six, Short
Sound Vowel Recognition, showed a negative correlation in the
Aggregated Group scores and variasble seven, long Sound Vowel Recogni-
+ion, showed a negative correlation in the Tl group scores. Variable
eight, Two-Letter Consonant Blends, showed a positive correlation in
the Cq group scores. Such findings allow the speculation that the
more materials used by a teacher the more effective will be his teach-
ing of the skills of analyzing and reading compound words. Beyond
this generalization, the data either reflected no discernible cor-
relation among variables or the measuring instruments were not sensi-
tive enough to reveal them.

The PPVT I.Q. scores were correlated with percentages of time
spent in the taxonomic cells in order to determine the possible impact
on this variable as a function of taxonomic behavior (Table 29). The
results were diverse. Most important to the findings were the nega-
tive correlations with sight vocabulary (in the Ty group), and word
meaning (in the C; group). Since these variables actually defined
the skills requested in answering the questions of the PPVI, the

findings of negative significance are incomprehensible and probably
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due teo chance factors.

Correlations were computed between the scores of the Wepman
Auditory Discrimination Test and the percentages of time in the
Taxonomy in an attempt teo determine the relationships of these
categories to the improvement of auditory discrimination skills
(Table 26). Only two variables, sequence-relationships and study
skills-=other, showed correlations with more than one group. These
correalations were both negative; the sequence-relationships variable
was significant in the cl and Aggregated Group conditions and the
Study Skills--Other variable was significant in the T, and Aggregated
Group conditions, These findings appear to be uninterpretable.

Variable one, Letter Names, was one of the variables containing
over ten correlations and thus suggesting the presence of a greater-
than-chanee relationship with factors of Taxonomy involvement. This
variable showed no correlations in TZ scores and all negative corre-
lations in T1 and Cl scores. Inferences of the correlations suggest
that a multi-grade approach to teaching is more effective than instrue-
tion at grade two and below. Negative correlations were found with
unusual styles and modes of teaching, such as the visual-auditory-
kKinesthetic instruction and student~student grouping. These findings
suggest that letter name skill acquisition is probably facilitated by
heterogeneity of grade levels but homogeneity of teaching strategies.

Varisble two, Letter Sounds, had correlations similar to variable
one, Letter Names (Table 13). The Tz group was not represented by

significant correlations. Again Ty had the most positive correlatiocns.
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These correlations indicate that the use of higher level thought
activities such as sequence-relationship, aasthetie interpretation
and problem solving have a positive effect on the lsafning of the
skills of letter sounds when accompanied by sufficient materials (the
conditlon of the Tl group). The findings of significant correlations
between the variables of play-competition and play-puzzle in the
Aggregated Group scores czn be interpreted as a speculation that
learning of letters can also occur through the utilization of games.
Intuitive use of materials (the condition of the Ty group) was not
sufficient to effect the learning of either letter names or letter
sounds in this experiment.

Variable four, Short Sound Vowel Production, was correlated only

The positive correlations found in this variable were generally those
of a high order of reading complexity, e.g., context inference,
multi-level materials, student--total grouping, play-puzzle strategies,
ete. These findings indicated that for a high level reading group, Tp,
high order reading activities were required for reading score improve-
ments. The more traditional mode, visual input, and the more tradi-
tional teaching strategy, test-response, were shown to be negatively
correlated with aequisition of the skills of short sound vowel
preoduction.

Variasble seven, Long Sound Vowel Recognition, is displayed in
Table 17. There were no scores for T,, probably because the popula-
tion of T, was already familiar with the skill of Long Seund Vowel
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Recognition and had achieved high scores on this variable. The
patterns of the correlations for this variable suggest that the group
which received help with materials, Ty» best utilized bsasic skill
material at grades two through four to achiesve the teaching of long
sound vowel recognition. For the group not receiving materials help,
C1» a wider repertoire of content, strategies and response mechanlisms
at grade two and below were needed to effect the learning of the long
sounds of vowels.

Correlations between partieipation in cells of the Taxonemy and
of this variable (Table 21). No correlations in T, are perhaps
explained by the funectioning of that groupr at a reading level which
measured this skill at the top of the scale. The group using materials
extensively, Ty, showed a relationship between both the number and
level of materials presented to students and their improvement in
knowledge about compound words. Grades four and five materials
seemed optimum to learning of this skill in Tq, but girade level was
not significant as a predictor of sueccess in the other groups.

There were nineteen correlations between the percentages of
participation in taxonomic activities and variable thirteen, Alphabet--
Capital Letters (Table 22). The positive correlations between the
skills of this variable and symbolic discrimination might be expected,
since symbolic discrimination was needed to complete this task. In
all groups the grade level of material was impertant. Grades two

through four seemed to be most indicative of success although the
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activity measured is considered a primary level activity. Almost all
variables rasquired auditory input for success, and two variablas
suggested a relationship between skill acquisition and kinesthetic
mode input. In the groups using materials help, Ty and Tz, the
materials were pitched at basic and foundational levels. In the
groups not using material help, higher order reading activities
showed correlations with skill acquisition.

The correlations between variable fourteen, Alphabet--Lower Case
letters, and the ecells of the Taxonomy (Table 23) are similar to the
correlations of variable thirteen, Alphabet--Capital Letters. All
groups showed the use of an effective materials grade level of two
through four. There were also correlations between effective learn-
ing and input in both auditory and kinesthetic modes. The correla-
tions also showed, as with variable thirteen, that Tj and T, taught
their children with more basic level materials than did C;, who
elected to teach at more gbstract reading levels.

For purposes of further exploration, those cells of the Taxonomy
which were used frequently by subjects were correlated with the scores
of reading tests. The purpose of this analysis was to determine if
there were possible main effects that could be observed. Specifically,
variables twenty-two, twenty-nine, thirty-six, forty-one, forty-eight,
fifty-eight, sixty~five and seventy were thus perused:

1. Variable twenty-two (Cognitive-Perceptual: symbolie
discrimination) was correlated positively with the T; and Aggregate

Group scores of Long Sound Vowel Recognition. Variable twenty-two 3
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was negatively correlated with the Ty and Aggregated Group scores of
Compound Word skills.

2. Variable twenty-nine (Ccmprehension: main ideas) was cor-
related positively with the T, seores of Compeound Word skills. It
was negatively correlated with the Cj scores of Letter Names and
Initial Consonant Recognition. It was negatively correlated with
both Gl and Aggregated Group scores of the variable Long Sound Vowel
Recognition. These correlations indicate that the skill acquisition
was hampered by participation in activities based at lower grade or
foundational content level.

3., Variable thirty-six represents the categorization of Study
Skills: dictionary. Since this variable produced only one correla-
tion, with the T4 group scores from the variable Three-Letier Con-
sonant Blends, it can be interpreted in terms of the operation of
chance factors.

4. Variable thirty-nine represents Aesthetic Expression:
creation. It was positively correlated with Cj and Aggregated Group
scores of the variables Alphabet: capitals, and Alphabet: lcwer case.
Perhaps these scores infer that when a teacher has little access to
the use of extensive materials, he can accomplish his teaching
mission by asking stu&ents to create.

5. Variable forty-one is Sequential Level: grade two and below.
There are positive correlations with C; and Aggregated Group Scores
of the variable Long Sound Vowel Recognition, of TB scores of the

variable Two-Letter Consonant Blends, with Ty and Ty scores of the
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variable Alphabet--capitals, and with Tl of the variaple Alphabet-—-
lower case, all activities which are normally offered at grade two
and below. There was a negative correlation with Tl and Aggregated
Group scores on the variable Letter Names, a relationship that
appeared unexplainable except as chance.

6. Variable forty-eight was named Instructional Method:
teacher--total group. This variable showed a negative correlation
to the scores of Cj in the variable Long Sound Vowel Recognition.
There were two positive correlations, with the Aggregated Group
scores of Short Sound Vowel Production and the Wepman Auditory
Diserimination Test variable. It is speculated that the teacher==
total group teaching strategy requires sufficient listening and
talking to strengthen auditory diserimination skills. These skills
were necessary not only for recording gains in performance on the '
Wepman Auditory Discrimination Test, but alse on tests of vowel
recognition.

7. Variable fifty-eight describes the most frequently used mode
of presentation, the test-response mode. It was correlated positively
with T, of the variable long Sound Vowel Recognition. It was cor-
related negatively with the Aggregated Group scores of the variables
letter Sounds and Short Sound Vowel Production. It was also nega-
tively correlated with the variable Two-Letter Consonant Blends.
These findings suggest that the test-response mode was not conducive to
obtaining the necessary auditory feedback to self-correct vowel and

consonant sounds in isolation.

119

b

LR

S



< v e o 4 e R

B. Var .ole sixty-five is named Communication Input: auditory-
visual. It was positively correlated only with T, scores of the
Gates-MacGinitie Comprehenﬁion Test. With enly one correlation it
would be futile to infer relationships.

9. Communieation output: oral response is the content of
variable seventy. It was correlated positively only with T, scores
of the PPVI. A relationshir cannot be inferred.

From these analyses of the most frequently used Taxonomic
activities, it is impossible to postulate consistent effects that

could help to sxplain the findings.
Qualitative: The Schema

The remainder of the discussion attempts to derive a synthesis
of the findings. This part of the discussion attempts to combine
the most frequent informal observations with the most frequent find-
ings in order to postulate trends which may i turn be useful in
formulating further research and evaluation of the TaXonomy of
Instructional Treatments. The conclusions are derived from observa-
tions by all staff members and are derivecd by the methodology
deseribed by Sellti=z, gg_gl.i The methodology seems justified by the

argument that multiple cbservations must be used to describe learning

lclaire Selltiz, et al., Research Methods in Social Relations
(New York: Rinehart and Winston, 1962), pp. 207-221.
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macro~events and are useful if reliably reported.l

The constructs and concepts of the qualitative discussion appear
in schematic form in Figure 1. In this figure, each construct is
introduced by motivating needs in the student and concluded by the
translation of the construect to educational practice. A feedback
component would make the construct cyclieal.

Observed characteristics of the emotionally disturbed, socially
maladjusted boys of this population are described in the first column
labeled “Characteristics of Emotionally Disturbed Boys." These
characteristics are synthesized from conversations with the Taxonemic
staff, their notes and logs, and from interpretations by school
administrators and mental health personnel.

Column 2 summarizes "baseline" activities oY reading which seen
to relate to the characteristic described. The designation "baseline"
denotes that they were observed in the Control groups and appeared to
represent the usual practices of these teachers.

Column 3, "Trends in Treatment Groups," attempts Lo relate
practices in the Treatment groups which are related to the reinforce-
ment, extinguishing or modification of the characteristic desecribed
in eolumn 1. These practices either purposefully replicate baseline
activities or differ from them significantly as a method for achleving

desired reading objectives.

lMarie Jahoda, Current Concepts of Positive Mental Health
(New York: Basic Books, 1958)., p. 51.

-

W~



Characteristics Baseline Activities

of Emotionally of Reading in Trends in
Disturbed Boys Control Groups Treatment Groups
1 2 3
l. hyperactivity l.a. in-seat tasks l.a. utilization of
as usual kinesthetic channels
b. much teacher effort for learning
to suppress motoric b. motorieally oriented
activity reading games
¢, little attempt at ¢. frequent shifts in
kinesthetiec learning classroom activity
in reading pattern
Implications Recommendations
L 5
l.a. motoric/kinesthetic l.a. development of techniques of
activities are intrinsic gross motor and kinesthetlc
needs of this population strategies of curriculum
b. kinesthetic channel can be presentation
used as compensatory or b. use of "shift strategies%
supplementary to visual or throughout reading period
auditory channels c. development of "kinesthetic
c. unchanneled hyperactivity curriculum!
decreases reading skill
acquisition

Characteristices Baseline Activities

of Emotionally of Reading in Trends in
Disturbed Boys Control Groups Treatment Groups
1 2 3
2. loneliness 2.a. grouping usually 2.a. more student-
teacher~-small group student grouping

or individual study
b. elass social struc-—

ture often well

defined by reading

siiills
Figure 1
Q Qualitative Observations on Problems Encountered and Attacked by
[ERJ!: Taxonomie Staff and Treatment Group Teachers
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L LY



Implications
I

100

Recommendations

5

Z2.a. loneliness inhibits reading 2.8.

skill acquisition
b. loneliness for this popula-
tion must be overcome by be
peers
¢. student-student grouping
or play strategles increase
chances of overcoming

greater use of student-
student groupings with this
population

develcp reading play
strategies with high
positive reinforcement
value

loneliness
Characteristics Baseline Activities
of Emotionally of Reading in Trends in
Disturbed Boys Contrel Groups Treatment Groups
1 2 3
3.a. use of nationally 3.a. informal, individ-

3. poor reader
standardized and

graded texts and
workbooks

b. Taxonomic cells
most used:

1) cognitive~
perceptual:
symbolic dis~
crimination

2) cognitive-
perceptual:

~ memory span

3) language:
consonants

4) language:
vowels

5) language: sight
vocabulary

6) comprehension:

- main ideas

7) comprehension:

details

ually prescribed
curriculum materials
b. additional Taxonomic
cells fregquently
used
1) language: word
structure
2) recrestional
reading
3) context inference
4) pereeption,
aesthetic
5) student-small
group
6) student-student,
group
7) play-chance mode
8) play-competition
9) play-puzzle mode
input: multi-
sensory
output: moteoric

Figure 1 (continued)
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Characteristics Baseline Activities

of Emotionally of Reading in Trends in
Disturbed Boys Control Groups Treatment Groups
1 2 3
3. poor reader 3.b.8) study skills: 3.c. informal tests based
skimming on daily curriculum
9) teacher-small

group
10) individual group
11) test-response mode
12) input: visnal
13) input: auditory
14) output: oral
¢, reading measured by
nationally stan-
dardized tests

Implications Recommendations
4 5
3.a. heterogeneity of curriculum 3. Taxonomlic teaching as used to
offerings needed to diagnose individualize, personalize and
this population and diagnose :

remediaste individual needs

b. nationally standardized
texts and workbooks not
appropriate or adequate to
this population

c. tests must be based in
present and upon current
curriculum to be most
helpful

Figure 1 (continued)
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Baseline Activities
of Reading in
Control Groups

Characteristies
of Emotionally
Disturbed Boys

Trends in
Treatment Groups

1 2 3
4. different 4.a. standardized texts L.a. mora divergent and
experiential and workbooks based relevant individual
background on vwhite, middle- curriculum materials
class standards b. lessons themed on
b. low materials use Jjuvenile interests
index c. many significant
correlations between
reading skill
acquisition and use
‘ of heterogeneous
: curriculum materials
{ Implications Recommendations
i 4 5

L.a, individualization and
personalization of
curriculum

b. review of current material
for relevancy

: L4.a. lacking curriculum based

! on local norms, divergency.

i of curriculum adapts
better to individual needs

b. relevance of content is
learned more easily than
non-relevant content

Figure 1 (continued)
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Characteristics

of Emotionally

Disturbed Boys
1

Baseline Activities
of Reading in
Control Groups

2

103

Trends in
Treatment Groups

3

5. low sslf
estaen

Implications
4

5;’3;

Ce

d.

use of classrcom

grouping which

clearly delineated
figood® from "bad®

readers

use of ridicule and
Jest to control

individual

remadiation in front

of peers
low status
curricolum--~
Yhaby stuffw

S5+a. mixing of groups and
experimental “buddy
system"

b. meore student-student
groups to establish
peer values

¢. high interest-low
vocabulary reading
materials created
or found

Recommendations

5

i

5.a. peer groups can raise

| self esteem

i user group

b. effective curriculum
materials have a facade
appropriate to age of

5.a. use variety of grouping

practices
b. avoid judgment of value-
related activities

Figure 1 (continued)
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Characteristies Baseline Activities
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of Emotionally of Reading in Trends in
Disturbed Boys Control Groups Treatment Groups
1 2 3
6. short 6.a. reading sessions 6.a. greater variety of
attention long=-about 30 activities during
span minutes with only reading session
1 or 2 major b. hig: interest
activities curriculum materials
b. low interest or topics
curriculum material
Implications Recommendations
4 : 5
6.a. frequent shift of 6.8. many activities with same

activities captures short
attention span (effective
only when all activities b.
have coordinated objectives)
b. only relevant material is
intrinsically motivating
enough to force longer
attention span

instructional goals within
reading period
interesting (motivating)
curriculum content

Characteristics Baseline sctivities
of Emotionally of Reading in
Disturbed Boys Control Groups

Trends in
Treatment Groups

3

7+as use of standardized
reading tests and

1 : 2
7. thought 7.a. teaching on basis /
disorders of 1ittle cliniecal

information

b. little attention to
cognitive or
affective stylss of
learning

staff-made reading
diagnostics

b. discussion of
individual learning
with taxonomy staff

Figure 1 (continued)
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Implications

105

Recommendations

5

7+8. need diagnostic information
on student which relates to
instructional materials

7.a. diagnostic teaching using
taxonomie categories as
parameters (see Appendix 4)

b. documentation of each
student's learning styls

Characteristics

Baseline Aciivities

of Emotionally of Reading in Trends in
Disturbed Boys Control Groups Treatment Groups
1 2 3
8. familiar with B8.a. teacher-small group 8.a. grouping same but
non-struc-— grouping and test- more diversity of
tured response mode work and delinea-
environments b, single textbook/ tion of goals
workbook basis for b, few attempts at
all individual work aesthetic content or
c. little use of play-chance mode
divergency methods
and modes of teach-
ing same goals
Implications Recommendations
5

8.2, structure has to be clearly
delineated and snforced to
be meaningful to this
population

preparation for carryover of
learning necessitates
teaching of learning sets in
the midst of diversity

8.a. clear delineation of class-
room structure
use of chance strategies and

ba
aesthetic content to teach

structured environments

Figure 1 (continued)
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Characteristics Baseline Activities

of Emotionally of Reading in Trends in
Disturbed Boys Contrel Groups Treatment Groups
1 2 3
9. differing 9.a, primary use of 9.a. heterogeneity of
modes of visual input, oral sensory input and
perceptual output motor output
and motor b. no perceptual or
learning motor foundational
seffective activities
Implications Recommendations
L 5
S.a. Vvisual input and oral F.a. conversion of materials

(via taxonomy)} to differing
than other modes for sensory and motor modes
learning certain b. develop or adapt develop-
reading skills, e.g.: mental tests of perceptual
1) auditory input and motor skills

correlated with ;

significant improve-

ment in Gates-

MacGinitie Compre-

hension, Wepman,

Vowels, letters
2) visual input nega-

tively correlated

with vowels

output less effective

Figure 1 (continued)
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Characteristics Baseline Activities

107

of Emotionally of Reading in Trends in
Disturbed Boys Control Groups Treatment: Groups
1 2 3
10. motivated 10.a. "Traditional" 10C.a. variety of differ-
for help school image ing curricula
from "600" (but with smaller and methods
schools classes) b. step by step
b. use of identical objectives
curriculum material
and expectations as
in previcus school
c. educational objectives
for sach student fuzzy
Implications Recommendations
' 5
10.a. schoel will be made more 10.a. functional curriculum with
motivating if it obviously clsar goals and objectives

attempts individualization
and personalization
(significant correlations
between heterogeneity of
contents and strategies
and learned material)

Figure 1 (continued)
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When the activities of column 3 differ fror column 2, it may be
assumed that the teachers in the Treatment group with the help of the
Taxonomic Teaching staff had postulated necessary changes in their
teaching behavior to accomplish reading objectives. A continuation
of baseline activities meant that either the Treatment group teachers
felt the activity to be congruent to appropriate reading strategies
or they were unable to effect a teaching method change. Column 4
(Implications) clarifies what the differences or congruencies between
the activities of the Control and Treatment group might mean.

Column 5 lists attempts to recommend teaching strategies and
practices for boys displaying characteristics similar to those
described in column 1. Column 5 attempts to synthesize the successes
of columm 3 and the implications Qf column 4 to form recommendations.
As such, column 5 lists suggested activities that are not yet tested
and thus could form the bases for research hypotheses or evaluation
objectives,

This discussion attempts therefore to document the changes in
reading instruction in Public School 9. The changes were directly
related to the intervention of a professional rescurce staff
dedicated to helping the teachers seek sclutions to the teaching of
reading by employing greater flexibility of teaching styles and

materials.l This section wiil attempt to explain the schema of

lsee letter from Mr. Albert Budnmick, Principal, P.S. 9 (Queens)
in Reichart, et al., The Taxonomic Instruction Project (First Report),
Pp. v=vi.
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Figure 1 horizontally, using each characteristic as the basis for a

concept of remediation.

1. Hyperactivity

The usual "600" school student fits well Newman's desecription
of a hyperaggressive child. "He cannot share the teacher or the
spotlight; he must be the first and get the most., He demands
immediate and constant attention. He cannot bear to be wrong or to
fail, yet he cannot ask for help cr follow directions. Whenever he
is placed within an ordinary school set-up, he disrupts classes with
violent, alarming, unpredictable outburstsi"l

The hyperactive style as it is observed in a large number of
"600" school. st ‘ents seems antithetical to the traditional junior
high scho¢l and high school emphases of diseipline and orderliness
as documented by Mayer.2 Consequently, much of the Control Group
teachers' time could be interpreted as trying either to suppress it or
control it. In-seat tasks were usual. Leaving the desks could be
accorniplished only by obtaining permission from the teacher. Gross
motor activity was held to a minimum during the reading period. The

use of either gross or fine kinesthetic movements to facilitate

1Ruth Newman, *“Changes in Learning Patterns of Hyperaggrsssive
Children," in Conflict in the Classroom: The Education of Emotionall

Disturbed Children, ed. by Nicholas long, et al. (Belmont, California:
Wadsworth P Publlshing Company, Inc., 1966), p. “p. LU6,

2Martin Mayer, The Schools (New York: Harper and Brothers, 1961),
pp. 267=290 and 315-336.

o
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reading was rarely observed in the Control group.

Toward the end of the treatment period, the Treatment group
teachers had changed their behaviors in dealing with the hyperactive
characteristic. The Treatment group teachers were observed to plan
frequent shifts of classroom activity patterns to allow students to
shift physical and mental frameworks. Learning tasks in reading were
often facilitated by gross kinesthetie movements such as bouneing a
ball in cadence while reciting the alphabet or tracing letters in the
air. Motoric games were utilized to channel excess energy and to
keep attention. In several individual cases, where students exhibited
chronic patterns of hyperactivity at primary reading level abilities,
these activities produced dramatic inereases in reading levels in a
shorv time.l

There are several implications of these findings. One implica-
tion, also deduced by Staats and Butterfield,z is that unchanneled
hyperactivity in students decreased reading skill acquisition,
probably because it decreased the length of time a student could

attend. In this study examination of correlations between reading

1Individuaj cases are documented in Sandford Reichart, et al.,
The Taxcnomic Instruction Project: A Manual of Prineiples and
Practices Pertaining to the Stratepies of Instruction (Second Report)

(New York: Research and Demonstration Center for Handicapped
Children, Teachers College, Coiumbia University, 1969), pp. 89-153.

2Arthur Staats and William Butterfield, "Treatment of Non-reading
in a Culturally Desprived Juverile Delinguent: An Application of
Reinfurcement Principles," in Children Against Schools, ed. by Paul
Graubard (Gh;cagc- Follett Educational Corporation, 1969), p. 284,
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skill acquisition and tasks requiring long attention Spans, ©.g.,
correlations between scores on the Gates-MacGinitie tests and scores
on critical analysis are often negative.

Another implication is that motoric and kinesthetic activities
are sironger in this population than visual and ability activities,
and are thereby more meaningful and intrinsically more motivating.
This implication parallels the findings of Graubard on scores of the
Illinois Test of Psycholinguistic Abilities.l Observation of the
communication modes of the "600" school students shows that "body
language” plays an integral part in idea transmission.

A third implication basic to the work of Chaney and Kephart.2 is
that kinesthetic channels of idea transmission can be used either to
supplement or replace other sensory channels in learning. Instances
of dramatic increases in learninz ofi.en showed that kinesthetic
replication of learning units previously administered in an audile
or visile mode appeared to result in faster learning with more

3

retention.-

In short, even though special educators have demonstrated for

1Pau1 Graubard, "Teaching Strategies and Techniques for the
Education of Disruptive Groups and Individuals,® in Children Against
Schools, ed. by Paul Graubard, pp. 340-342,

2Clara Chaney and Newell Kephart, Motoric Aids to Perceptual
Iraining (Columbus, Ohio: Charles E, Merrill Publishing Company,
1968), pp. 23-25.

‘ 3Reichart, et al., The Taxonomic Instruction Pro
Report), pp. 89-153.

ject (Second
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some time that kinesthetic learning is not only possible but desirable,
the teachers did not often use motoric and kinesthetic learning. The
Taxonomic Staff, however, demonstrated ths Possiblility of beth
discipline and increased learning through the Planned use of moteric
activities in the classroom,

Recommendations for further activities of the Taxonomic Reading

" Project seem to emerge naturally:

1. The Taxonomic Staff should develop more fully units of motor
and kinesthetic strategies and techniques for teaching reading skills,
These units should replicate units already in existencs which use other
sensory modalities.

2. The TaXonomic Staff sheuld assist the "600" schools in
develoring a Yicdinesthetic curriculum” for students with abilities
testing at the Pre-reading or primary reading level. This curriculum
should systematically introduce, through motor activities, the
fundamental motor skills and then the motor-interpreted reading
skills the student will need. Completion of this curriculum should
be mandated for each "600" student functioning at the aforementioned
level of reading.

3« The Taxanomié 3taff should assist individual teachers in
developing instructional strategies whieh shift activities threughout
the reading period. These strategies should assist teachers in
utilizing seizr-} s.oroaches to similar teaching objectives and

thereby maint.i: o attention of hyperactive students.

e gt
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2, Loneliness

Tke m€00" school student was usually a "loner.w Although he

"600" school peers, he frequently reported feelings ef isolation and
loneliness. He was, as Auerswald deseribed, %g restless drifter, an
isolate from his better developed peers. He will tend to band with
others who show the same effects of developmental arrest. He will
drift with them as they collectively seek high level stimuli and
gratification of primitive pleasure needs that ean Provide momentary
meaning to lifé."l He usually sought a teacher's approval or advice
in an individual way.

Most Controel group teachers seemed to feel that relief from
loneliness among their students was their responsibility. Their
classroom manners indiecated that they Placed more emphasis on their
own abilities to alleviate the concentration blocks imposed by lone-
liness than on the abilities of the other students. This responsibil-
ity was designated in the administrative agreements between Project
staff and school administrator which stated that the staff was to
"preserve the teacher's image as the Primary authority figure in the
classroom; they were to recognize, acknowledge, and utilize the

talents and resources of the teacher in eXecuting the project

lEdgar Auerswald.. “Cognitive Development and Psychopathology
in the Urbarn Environment," in Children Against Schools, ed. by
Paul Graubard, p. 193.

:b'“‘
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prng?am."l The observed frequent use of teacher-sma.) group patterns
of instruction seemed to place the burden of rapport with students
upon the teacher, and enforced formalized patterns of communication
during the class period. Since such groups were often constituted by
reading ability levels, individuals in the groups assumed as
personal those values denoted by their reading ability. Greater
value was placed upon groups whose composition consisted of the better
readers, and communications between groups were hampered by those
value structures.

Loneliness was seen by the Treatment group teachers, however, as

a problem which could be solved by peers better than by teachers. In

teachers in the Treatment groups attempted more student-student
grouping and play actlivities than teacher-student and self-instruction
activities.® This strategy seemed to effect a rs jurt and cooperrtisan
between students. The significant positive corrolations found 'n the
previous chapter between reading skill gain and play activities- attest
to an effect of increased learning when peer activities were utilized.

That loneliness causez learning inhibitions iz an implication

1hu@n,ﬁe¥mmughgm@mmﬁdgﬁGﬁﬁR@mﬂ;

p. 10.

%See Table 12, p. 58; Table 13, p. 603 Tabie 22, p. 70; Table 23,
P. 723 and Table 27, p. 78.

BTable 27, p. 78.

r-‘m
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underlying the Treatmeni group's rationale and supported by Auerswald-l
Loneliness is often observed in the classroom as a student's preoccupa-
tion with a desire to be accepted. As such, it inhibits attention.

That loneliness must be overcome through peer contact and peer
satisfaction is another implication supported by many studies of the
group learning p’rceess;2 If a student receives relief from loneliness
only through a teacher, this reljef cannot be reinforced in his home
or neighborhood.

That the use of play strategies and student-student grouping are
primary techniques for the overcoming of loneliness is the third
implication from the Treatment group teachers' actions. Such tech-
niques were used by Wolf, gﬁﬁg},j and Rcsenbaum4 and were found
successful. They wera postulated to expose the students tc each other in
non-threatening ways and allow success and peer approval through

either individual or group accomplishments. Eettleheim5 has shown

lAuerswalda "Cognitive Development and Psychopathology in the
Urban Environment,” pp., 191-194.
% EGraubard, "Teaching Strategies and Techniques for the Education
[ of Disruptive Groups and Individuals," pp. 331-335.

IMontrose Wolf, et al., "Experiments with Token Reinforcement
in a Remedlal Classroom," in Children Against Schools, ed. by
Paul Graubard, p. 322.

aPeter S. Rosenbaum, *Validating a Student-Student System of
Spelling Instruction" (New York: Teachers College, Columbia
University, November 1, 1970). (Mimeographed.)

Bruno Rettleheim, Love Is Not Enough (Glencoe, Ill.: Free
Pross, 1950). ‘

P—
s
<)




116

that the classroom can indeed be "therapeutic®™ in alleviating psychic
states which interfere with learning.

The recommendations seem clear:

1. Teachers of the "600" schools with students similar to the
students of this sample should be helped to a greater use of student-
student grouping in reading.

2. FPFurther, the Taxonomie Staff could be of great service to
teachers in similar "600% schools by assisting them in the develop-
ment of réading:play strategies with posilive reinforcement value and

low social threat.

2

=

- Poor Reader

Table 1 shows that the students of the sample are poor readers,
but no group mean can serve to pertray the pathos of the individual
student who devalues himself as a poor reader because society does.
Indeed, many students in this sample might be classified as rnon-
readers. The case descriptions of sample studentsl seem consistent
with research studies of New York City delinquent. children which
showed that "large numbers, 76 percent, of our population showed
marked and disabling reading difficulty. One-half of this 76 percent

manifested a disability of five or more years. Compare this with the

lReichart, et al., The Taxonomic Instruction Project (Second
Report), pp. 89-153.
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national average of ten percanti“iOften students of this sample were
seen attempting to hi&a their reading disabilities from peers outside
the "600" school confines, sometimes risking disastrous social
exposure,

A recognizable pattern of reading period activities emerged from
analysis of the Classroom Observation Analysis Sheets of the Control
groups. Perusal of raw dsta indicated reading activities in the
Control group could be deseribed as great amounts of time spent in the
cells of symbolic discrimination, memory span, consonants, vowels,
sight vocabulary, main ideas, details, skimming, teacher-small group
or individual grouping, test-response mode, visual input, auditory
input and oral output. Reading class placement, workbook and textbook
activities were often prescribed on the basis of nationally standard-
ized reading tssts of a paper-and-pericil variety. Textual and work-
book materials were usually those of a standard graded series. No
daily testing of learned material occurred for evaluative feedback.
Textual material was usually assigned in rigid sequence. Hetero
geneity of instructional strategies was little practiced in these
classes.

Teachers in the Treatment group, however, generally believed that
standardized tests were inadequate to help them effect meaningful

Placement of students in reading groups and to diagnose their

lJaseph Margolin, "Ar Experimental Approach to Reading Therapy, "
in Conflict in the Classroom: The Education of Emotionally Disturbed
Children, ed. by Nicholas Long, p. 421,

101
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students® reading problems. Conséduently, they utilized the Taxonomic
Staff to assist in developing informal, unit-based tests of reading
progress. They also began to rely heavily upon curriculum materials
made by themselves or, upon their request, by the Taxonomic Staff.

The raw data of the Classroom (bservation Analysis Sheet showed that
teachers in the Treatment group, slthough utilizing those activi s
that the teachers in the Control groups used, also showed more use
than Control teachers of the activities of language word structure,
recreational reading, contextual inference, aesthetic perception,
student-student and student-smgll group groupings, play-chance,
play-competition and play-puzzle modes, muiti-sensory input and motoric
output.

The basic implication Postulated by the Taxonomic Staff and the
Treatment group teachers was that standardized tests and curriculum
materials were inadequate {0 the everyday classroom needs of the
teachers in the sample "600" school classrooms. This implication is
supperted by research,l The tests Were not "eulture fair" so as to
sample adequately the population and the texthooks and workbooks
proceeded at a pace and with material that did not fit the reading
needs of the students., A basic agsSumption that this population could
effectively utilize standardized curriculum materials was not possible

with these students.

lexéy Wilkerson, "The School, Delinquency and the Children of
the Poor," Children Against Schcolés ed. by Paul Graubard, p. 116.
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Instead, a second implication was derived by the Taxonomic Staff
and the Treatment group teaehers,l that the students in the sample
"600" school needed a heterogeneity of curriculum offerings not only
to teach them but to diagnose their classroom needs and prescribe
remediation. Since the usual parameters of standardized reading
tests, i.e., cognitive variables, were open to question, it was
necessary to effect diagnostic teaching to test those skills for which
the teacher was capable of training.

The heterogeneity of tests and reading prescriptions added a
further implication, also propounded by Margglingz that testing
situations and materials had to be derived from material. that was
both relevant and current. The testing of global reading atiributes
or of information learned in the past seemed to increase anxiety in
the student. Treatment group teachers found it helpful to conduct
informal tests on material they had used within the week rather than
material they less recently used. This testing helped to add
structure to the learning situation and offered curriculum credibility
to the student.

The recommendation is obvious: continue and expand Taxonomic

teaching and Taxonomic resource staffs to individualize and

lgee entire rationale in Abraham Tannenbaum, The Tsxonomic
Instruction Project, An Introduction to Taxonomiec Instruction
(New York: Research and Demonstration Center for Handicapped Children,
Teachers College, Columbia University, 1970), pp. 1-35.

EMargoiin, "An Experimental Approach to Resding Therapy,"
p. 422,



personalize instructiaﬁ.l

4. Different Experiential Backgrounds

The typical student of this sample was often a product of an
experienticl background dramatically different from that of his non-
emotionally disturbed, socially maladjusted peers. His language
experience was frequently that of bi-lingualism. His home was often
characterized by marked instability, the absence of one parent, and
mental pathology. His view of life was often geographically pro-
vincial, i.e., confined to one inner-city neighborhood. Margolin
describes it thusly:

Faced with the imposition of an unwanted, unappreciated
and meaningless (learning) task by a hostile authority,

Johmny is likely to react accordingly. The easiest and most

benign way is by direct resistance to learrdng. As this

proves less than satisfactory, behavior problems may develop.

At home Johnny is faced by quite a different environ-

ment but with the same final effect on him. His parents

tend to project responsibility, and probably care little

about the value of school to the child, until some undesired

attention summons them to school or court. Then the response

is to the inconvenience or embarrassment of the situation,

not to the absence of success for the child. There is little

real valuation of learning and very little example of it.%

Yet because of the adherence of his teachers (control group) to
the graded textbook and workbook series, his different experiential

backgrounds were not usually considered. The textbooks and workbooks

lReichart, The Taxonomic Instruction Project (Second Report),
p. 31.

EMhrgolin, "An Experimental Approach to Reading Therapy,"
PDa 421-422 . .
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were often geared to white, middle-class standards, making the
material irrelevant. The low Materials Use Index of students in the
Control group, obtained by inspection, attests to the reliance of
the teacher on the standardized textual materials.

Treatment group teachers, however, with the help of the Taxonomic
Staff, valued heterogeneity of curriculum not only as a necessity for
individualization and personalization but to attempt a simulation of
the heterogeneity of learning experiences students might be offered
in their home environments. The Treatment group teachers asked the
staff for help in divergent approaches to material presentation and
in making curricrlum content more relevant to the inner city neighbor-
hoods 4in which the students lived., They wanted to help students
structure their own learning environments, The significant correla-
tions between reading skill acquisition and the use of heterogeneous
cwrriculunm materialsl may imply success in this practice,

The implications drawn from the practices of the Treatment group
teachers and further explicated by Msyarz is not that helerogeneity
of curriculum is necessary to diagnose differing backgrounds ade-
quately, but that heterngeneity of curriculum is better than
homogeneity of curriculum in the absence ¢f curriculum based on local
norms. 1In other words, the Treatment group teachers would have

preferred to have curriculum based on local norms and adapted to

lsee Table 71, p. 68.

EMaye:. The Schools, pp. 116-117.
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local standards of language, experience, etc. Lacking this material,
a heterogeneous curriculum was found useful.

4 further implication, one that is accepted by Kohn and Rudnick.l
is that when curriculum material was seen as relevant and individual
by the student, it was learned more quickly and with more intrinsiec
motivation. A difficulty in either developing or recognizing rele-
vant curricula, however, rested with the teacher who often was
constrained by yet another differing experiential background to tha
selsction and usage of reading materials.

These implications again support the recommendation for
personalization and individualization of instruction. In addition,
it becomes obvious that a great service that the laxonomic Staff could
perform in any "600" school would be the service of scanning all
materials being utilized in that school and attempting to make their

content more relevant and meaningful to the student of that school.

5. Poor Self-Esteem

The "600" school student of the sample usually has low self-
esteem. He does not feel worthy or accepted. He often engages in
"tests" of others to prove that he is liked, esteemed, or even
tolerated. He classifies his environment by his values. More than
likely his values are correlated to his reading status which is

1Martin Kohn and Marian Rudnick, "Individualized Teaching with
Therapeutic Aims, A Methodological Study," Genetic Psychology
Monographs, LXXII (1965), 91-137.




123

usually "low." Psychologically, hils condition is described by
Averswald as thus:

» » » the child from g seriously disorganized disadvantaged

family, who has not had certain organized learning experiences

at home, is unable to conceptualize the nature and purpose

of his . « . class, its usefulness to him, the teacher's

role and his own role. Therefore he must rely entirely

on his sense of belonging. He will get meaiing from the

school experience only if he gets responses thet give him

a sense of belonging. He is nit prepared to work cut a sense

of participation step by step.™

The poor self-esteem of the students which originated from
feelings of failure in reading did not seem changed by the classroom
activities of the Control group teachers. The grouping procedures of
these teachers often distinguished "good" from "bad" readers. If a
student was a "bad" reader, the entire cluss cften witness.d his
remediation in teacher-large group grouping practices. Often, in an
attempt to keep order, a teacher used ridicule to control the class,
thus reinforcing féélings of low esteem.z Perhaps the most obvious
measure of a student's sensitivity to low reading status could be
found in his subjective reaction to certain low level curricula.
He termed it *baby stuff." Although this material was more related
to his reading level, it was composed of vocabulary predominant to
the beginning reading attempts of six-to-nine-year olds. This the

students found demeaning and rejected it.

léuarswald. "Cognitive Development and Psychopathology in the
Urban Environment," p. 185.

ESae quotation of footnote 2, p. 120.

Fory e
d9gy




124

To attempt to combat the low self-esteem of the students,
Treatment group teachers employed the strategy of student-student
grouping. The "buddy" system could reduce the exposure of a
student's low reading level to the entire class.l The curriculum
materials were revised when possible to adapt their content and
vocabulary to topies relevant to the student's interests. High
interest-low vocabulary materials were sought.

As in the combat of loneliness, the Treatment group teachers
sought peer approval as the preferred method of raising a student's
self-esteem. A secondary implication, shared by Auerswald,z was that
if peer grouping could not raise self-esteem, it might at least control
the devastation of group censure of any student for having a low read-
ing level through development of a sense of belonging,

A further implication, acted upon by the Treatment group teachers,
was that effective curriculum materials were those with a content
level befitting the age group of this sample. More effective learning
would take place if the curriculum were age-relevant (AuerswaldB)-

Recommendations derived from these implications and these issues
are suggested:

1. Teachers of "600" school students can effectively use a

1Rasenbaum, "Validating a Student-Student System of Spelling
Instruction."

2
Urban Environment," pp. 183-184.
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variety of grouping practices to determine which grouping practices
might encourage the growth of self-esteem in a stulent.

2. A Taxonomic Staff should assist a teacher in screening all
curriculum materials to avoid materials which could have negative

soclal value to the student.

oarn

6. Short Attention Sy

To most of the students in this sample, a twenty-minute uninter-
rupted reading period promoted extensive restlessness. Ability to
concentrate was limited to a range of one to ten minutes. A forty-
An antidote for waning attention often seemed to be active movement.
These symptoms are all congruent to the picture of the disadvantaged
poor reader who has a short attention span, as described by Staats and
Butterfieldil

The raw data show that in the Control group, it was common to
find reading periods of twenty to thirty minutes without changes in
reading activity. This length of period seemed to be in sharp con-
trast to the abilities of the students to attend and non-participation
scores rose after ten minutes. Little intrinsic interest in the non-
relevant curriculum likewise seemed to shorten the attention span of
the studanﬁs.

The Treatment group teachers, on the other hand, tried to attack

lStaats and Butterfield, "Treatment of Non-Reading in a
Culturally Deprived Juvenile Delinquent," p. 284.
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the problem of short attention span as a problem of classroom manage-
ment. With the help of the Taxonomic staff, they attempted to shift

reading activities frequently toward unified reading objectives.
Further, they attempted to make curriculum materlals more interesting
and relevint.

The Treatment group teachers and the Taxonomic staff found that
a frequant shift of reading activities helped to langthen the atten-
tion span of the "600" school student in this sample. Further, they
found that the relevant and interesting curriculum they produced
also helped to increase the length of students' attention spans. To
be useful, however, this strategy covld only be utilized when reading
activities based on the same reading objectives were used so that
general reading skills could be learned.

What is implied, however, is that heterogeneity of instructional
content may be basically motivating to the studeni and fitting to his
cognitive style. This is an implication that can be drawn from
research in the success of like teaching methods, as described by
Staats and Buttarfieldl and Quay.z
The recommendations are:

l. The Taxonomic Staff should help teachers plan or locate

lStaats and Butterfield, "TIreatment of Non-Reading in a
Culturally Deprived Juvenile Delinquent," pp. 283-304.

ZHerbert Quay, "Dimensions of Problem Behavior and Educational
5

Programming,® in Children Against Schools, ed. by Paul Graubard,

pp. 207-208, 211-212,
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multiple teaching strategies to obtain singular reading goals.

2. The Taxonomic Staff ought to assist a teacher in determining
the potential ability any curriculum might have to capture s student's
attention span. It should then help a teacher measure it through
controlled observation (such as the procedures of the Classroom

Observation Analysis Sheet).

7. Thought Disorders

A "600" school student of this sample often exhibited thought
disorders. His perception of anotherfs spoken or written communica-
tion was often distorted through a superimposition of a versonal
frame of reference on his perceptions. The student sometimes fancied
that people were talking about him or plotting against him. He was
no stranger to day-dreaming, extensive fantasy, and drug states.
Indeed, a high incidence of ticught disorrers should not be unantici-
pated since a study of a large number of similar students showed that
45 percent had "scademic difficulties® which were related to mental
illness.l Some authors, in fact, tend to equate emotional disturbance
with thought disordars.z

Clinical profiles of the intellectual or affective abilities of

1Mary Alice White and Myron Harris, "Mental Illness in Relation
to the Pupil Population,” in Conflict in the Classroom, ed. by
Nicholas Long, et_al., pp. L46-149.

2Charlotte Buhler, et al., "What Is a Problem?® in Couflict in
the Classroom, ed. by Nicholas long, pp. 115-116. -
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the students were generally unknown to the Control group teachers.
If these teachers had looked at available elinical profiles of their
students they reported that they were generally baffied by the
psychological jargon. Consequently, Control group teachers sould
give little attention to cognitive or affective styles of learning
in their students. The tailoring of teaching strategies or methods
to such styles was unknown and untaught.

Thought. disorders remained an enigma to the Treatment group
teachers as well. With extensive help from the Taxonomic staffs,
inter-item analyses of indivicual standardized reading tests were
examiﬁad for helpful information, but seemingly little assistance
was gailned by thls activity (as measured by change in teacher
behaviors). Possibly the most useful activities to teachers were
the extensive conversations betwseen Treatrant group teachers and the
Taxonomic staff about the differing learning styles of students with
suggestions for the adaptations of ecurrieuium content to meet
individual needs. There was a quality of experimentation in the
classes of the Treatment group teachers which was not found in the
Control group teachers and which could not be measured by the Class-
room Qbservation Analysis Sheet.

The activities of both Control and Trestment group teachers
implied that all teachersneeded clinical informaticn about each
student which could be easily translated by teachers into learning

modes and styles of instruction. These imp}iegtions are also
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suggested in the work of Blaam,l Witkin® and others who offer
frameworks for components of the instructional act by which these
components may be stylized to an individual's cognitive, affective
and perceptual needs, This implication was a frustration to the
Taxonomic staff which was not able to offer this assistance to
teachers.

Therefore, a recommendation for further research in the Taxonomy
of Instructional Treatments would be to translate the Taxonomy
parameters into cognitive and affective style component -. This would,
in effect, convert the TaXonomy into a useful tool in diagnosing
certain learning styles in individual students and preseribing
materials and strategies labeled by the Taxonomy. Such a recommenda-

tion is further described in Appendix A.

8. Familisr with Non-Structured Environments

The "600" school student of this study was often a stranger to a
structured, ordered life. Haring and Whelan describe such children
as "controlling, disorganized, unproductive and unilateral in their
approaches to daily expectations, relationship with peers and author-

ity figures.“3 When presented with structure he often responded

of Educational Objectives

lBanjamin Bloom, et sl., Taxonom
Handbook I: Copnitive Domain.

“Herman Witkin, et al., Personality Through Perception and
Harper and Co., 1954).

Experimental and Clinical Study (New York:

BNarris Haring and Richard Whelan, "Experimental Methods in
Education and Management," in Conflict in the Classroom, ed. by
Nicholas Long, et _al., p. 590,
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favorably; sometimes he responded compulsively, sometimes ambiguously.
Because his home and neighborhood life were often chactic he was
sometimes confused by the transition from the structure of his school
to the disorganization of his neighborhood environment. Graubard;
reports that the socially maladjusted child will often attempt to
structure his own society, a delinquent subculture,

Among the Control group teschers the need for orderliness was
seemingly the rationale behind the frequently observed employment of
the test-response mode and the teacher-small group grouping. Investi-
gation showed that the possibility of teaching a student to structure
his own learning environment out of the chaecs of his living environ-
ment was usually not a goal of the standardized curriculum material
which the Control group teacher used. The structure of the Control
group classroom therefore stood as a world different to the student
from the world of his non-structured nelghborhood.

To attempt to help students structure their learning environ-
ments, activities were initiated by the Treatment group teachers to
more clearly delineate the educational objectlves of sach reading
unit and to articulate these objectives to the students. Teachers
also tried to have the students assist in edqutianal goal setting.,
Favored activities for irying to help students generate structure

from non-structure were the activities labeled Aesthetic: creation,

lGraubard, "Teaching Strategies and Techniques for the Education
of Disruptive Groups and Individuals," pp. 331-332.
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ldesthetic: interpretation; and Play-chance. In these activities
attempts were made to translate aesthetic activities into reading
exercises. Unfortunately, these types of activities were used too
infrequently to elicit viable measurement.

Recognizing the non-structured nature of the student's home
life, an obvious implication was that learning structure had to be
clearly delineated to be meaningful, an impl-.cation shared by
Graubard.l It seemed obvious that structure was probably understood
better in the Control group than in the Treatment group because
instruction was more ritualized. Attempts were made in the Trestment
group to make structure more meaningful by giving it a context.

A second implication is that to make structure meaningful, it
mast bte articulated and exemplified in the midst of chaos. This
implication has been translated into methodology by Graubard.2 A
student has to learn that he can himself structure his environment
and that he can derive learning in the midst of diversity. The
learning act must be explained to the student and he must try, under
the supervision of the teacher and, perhaps, with his peers, to
structure the classroom and then his world to fit his learning modes.

The implications suggest the following recommendations:

1, The Taxonomic Staff can effectively help teachers help

lGraubard.i "Teaching Strategies and Techniques for the Education
of Disruptive Groups and Individuals," pp. 329-352.
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students like those in the sample "600" schools if they will assist
the teacher in defining the structure or non-structure of the class-
room, succeed in helping him control it, and utilize structure as a
content to be taught.

2. A greater use of play-chance strategies and aesthetic
content strategies should help a student learn to structurse his
learning environment in the midst of diversity.

9. Differing Modes of Perceptual
and Motor learning Effective

The perceptual-motor needs of the typical student in this sample
are great. He often has faulty perception which must be remediated
by proper kinesthetic exercises. Coordination is frequently faulty.
Hyperactivity often hides a lack of motor ability., This finding was
surprising tavthe resource staff, for the literature does not mentién
these characteristics as typical of this group. Ausrswald,l however,
postulates a theory of deprivation of integration stimuli which could
account for these and other symptoms which might suggest a lack of
perceptual and motor development.

Favored channels of learning were not tested for or taught to
in the students of the Control group. The general pattern of visual
or auditory input and.oral or no output was adhered to strongly. It

was not obvious to these teachers that other channels of sensory

lAuerswald; "Cognitive Development and Psychopathology in tha
Urban Environment," pp. 181-199.
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input or output might be more effective. These other channels were
not tried. Only infrequentli were foundational perceptual activities
such as symbolic discrimination or basic motor tasks practiced even
though it was obvious, from preliminary testings, that most students
functioned at a reading readiness lavel.

Through the help of informal diagnostics and the observations
of the Taxonomic staff, the perceptual motor differences of the
students were noticeable to the teachers of the Treatment group.

The teachers generally sought to overcome perceptual-motor deficien-
cies in their students by teaching with a heterogeneity of sensory
channel input and output. That they were successful is attested to
by the correiations of reading skill gain with multi-sensory input
and output measures reported in the previous section.i

It seems possible to imply from the results of the correlations
and from the observations of the Treatment group teachers that for
this group of students visual input and oral cutput were less
effective than other modes for learning certain reading skills.
Auditory input is correlated, for example, with significant improve-
ment in scores of the Gates-MacGinitie Comprehension Test, the Wepman
Auditory Discrimination Test, and tests of vowels and letter names.
01 the other hand visual input is negatively correlated with the

scores of Gates-MacGinitie Comprehension Test in Treatment group th.E

lpable 22, p. 705 Table 23, p. 72.

2511 correlations taken from correlational matrix not fully
reported in this study.

-
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Because there are obvious needs for identification and
remediation not addressed by the Taxonomy of Instructional Treatment,
the recommendations are thus:

1l. The Taxonomic staff should further assist teachers in the
translation of teaching units to differing percaptual, sensory and
motor modes.

2. The Taxonomic staff should develop or adapt tests of per-
ceptual and motor skills using the variesbles of the T:zxonomy of

Instructional Treatments.

10. Motivated for Help from "600* Schools

The typical student from this sample treated the "600" school
with respect. As previously stated, he had usually been expelled
from other schools and he felt that this was his last chance to "make
it" before psychiatric or criminal incarceration. Generally his
parents had been indoctrinated in the importance of the completion
of schools (with its subsequent financial rewards) and had tried to
indoctrinate their sons likewise. This attitude on the parts of the

students in this sample ran contrary to attitudes usually reported in

the 1iterature;l

The students seemed to prefer the Control group teachers to the
Treatment group teachers, even though the more dramatic reading

breakthroughs seemed to be coming from the Treatment group teachers.

lGraubard, "Teaching Strategies and Techniques for the Education
of Disruptive Groups and Individuals," pp. 331-332. :
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The apparent reason for this was that the Control group teachers and
their methods appeared “iraditional." That is, the students egsily
identified the school as a school and not as a clinic or jail. They
saw a standardized curriculum as similar to that of their "other?
schools and accepted the challenge of trying to master it and thus
return to the "other" school. Even though they liked their "tradi-
tional® school, they were somewhat unclear as to what their educa-
tional objectives might be in attending it. They obviously knew that
they were usually not making fast progress in reading.

When breakthroughs in reading came to students, the motivation
of the students to whom they occurred was dramatically increased.

Indeed, the smallest gain in reading skill aequisition would, when

‘perceived by the student, usually result in intensive effort to

capture and improve it.l Consequently, the Treatment group offered

more possibilities for increased motivations, but was often hampered

by the fact that students resisted divergent methodological approaches.
The implication of this finding is that school will individually

be made more motivating if it abfiguslj,attempts individualization

and personalization of the curriculum. That is, the school should

strive to make its curriculum meaningful and useful to the student

through active participation in his curriculum design.

IReichart, The Taxo

, C onomie Instr
pp. 89-153.

uction Proje
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This study was an attempt to evaluate a method of in-service
teacher education geared to helping emotionally disturbed, socially
maladjusted boys (ages nine to fourteen in special urban day schools)
improve their reading skills. The method was named the Taxonomy of
Instructional Treatments and the criterion was the improvement of
reading scores.

The Taxonomy of Instructional Treatments defined the operations
of reading, applied the definitions to a taxonomic schema, and
structured this schema for use in diagnostic teaching, the planning
of teaching strategies and content, and the classifying of instruc=
tional materials for reading.

The materials of using the Taxonomy of Instructional Treatments
were taught to two groups of teachers in a "600" school (for emo-
tionally disturbed, socially malad justed boys) by a resource staff.,
One group of teachers, Ty (maximum orientation), received a great deal
of help from the resource staff and extensively utilized an instruc-
tional materials center provided. Another treatment group, Tg
(minimum ordentation), received a staff orientaticn to taxonomic
instruction but 1little else. These two treatment groups encompassed
six teachers and thirty-eight students.

In addition to the Treatment groups, there were two control
groups, C; and Cp. Cy was contained within the same school as the

treatment groups who received no resource help or use of the

rud
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instructional materials center. The C, group was contained in another
“600" school and received no orientation or help from tha‘taxonamic
staff. Nine teachers and forty-seven students were‘iﬁeludéd in these
control groups. |

Measurements were taken on students at the beginning and end of
the school year. They were tested on the Gates-MacGinitie Tests of
Reading Vocabulary and Comprehension, the Peabody Picture Vocabulary
Test, and the Wepman Auditory Discrimination Test. Further, they
were given a battery of sixteen staff-made tests of the elements of
reading: letter names, letter sounds, vowel names, short sound vowel
production, long sound vowel production, short sound vowel recogni-
tion, long sound vowel recognition, two-letter consonant blerds, threé-
letter consonant blemds, rule of the final "e," vowel blends, compound
words, alphabet--capital letters, alphabet--lower case letters,

, initial consonant recognition, and final consonant recognition.

The major hypothesis, that there would be a significant differ-
ence in the post-test Gates-MacGinitlie Reading Test scores was tested
by an analysis of co-variance holding constant the subjects' pre-test
Gates-MacGinitie Reading Test scores and then I.Q. scores from the
Peabody Pisture'Vaeabulary Test. The major hypothesis was not
'substantiated. |

Exploratory data analyses were computed by analysis of
co-variance on the post-test scores of the staff-made tests, holding
constant their pre-test scores, Gates-MacGinitie Vocabulary, Gates-

MacGinitie Comprehension scores, and I.Q. scores. Four variables were

b e, |
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found to be significant; 1letter names, short sound vowel recognition,
short sound vowel production and two=letter consonant blends.
Treatment group scores were significantly higher than control groups
in analyses of group means using the Scheffé test.

Exploratory correlations were run between scores representing
involvement in Taxonomic activities, derived from scheduled observa~
tions of the reading classes of the two treatment (T and Tg) and one
control group (Cy) in the experiment, and reading score gains. This
analysis revealed that students made more reading score gains when
motor activities were utilized as a learning mode, when reading
content was made more relevant to their experiences, when differing
experiential and knowledge levels were accounted for in instructional
materials, and when teachers employed a variety of equivalent reading
strategies to compensate for short attention span. These effects
and interpretations were observed despite the faect that the schools
used in the experiment had been in turmoil the entire year because of
a teacher strike.

A qualitative examination of the effect of the Taxonomic Resource
Staff indicated that significant instructional modifications had been
observed in the Treatment group teachers. The limitations of the
study prevented the adequate measurement of these modifications, but
further evaluation should assess this impact more precisely.

Further research in a less chaotlc year was recommended.
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AFPENDIX A
DEFINITION OF TERMS
¢ The obtaining of a profile of a

1. Diagnostic Teaching

student's educational strengths and weaknesses by a teacher using
teaching skills and tools normally taught in teacher prepsratiorn
classes or experienced in everyday encounters with students., To
practice diagnostic teaching, the teacher must postulate hypotheses
sbout any child's educational functioning and prove or disprove these
hypotheses through teaching skills and tools.

Peters notes that the teacher has three main categories of
skills and tools available to him for diagnosis of the student's
educational pfofila-l First, he notes that the teacher sees the
child over a period of time, a condition not usually available to a
psychologist. " The opportunity available to the teacher to collect
data over this period of time allows systematic observations about a
child which may rule out problems of a temporary naturas,

A second facet of diagnosis open to the teacher is that of formal
and informal testing. Teachers are generally trained in the use of
certain types of achievement and progress tests and can utilize
these as part of the diagnostic picture of the child. Furthermore,

Peters notes that sociometric studies, observations of children in

lLaurance J. Feters, Prescriptive Teaching (New York: MecGraw-

Hill Book Company, 1965).
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standard situations, and observaticns of children in games and other
school-related activities also provide objective data sbout the way a
child learns and reacts to others. These studies and observations are
obviously part of the province of the teacher,

Finally, the teacher has a chance to institute unexpected pro=-
cedures with the child or to structure the child's social or physi-
cal environment in preconceived ways and then observe or test the
child's reactions. This ability to test hypotheses by instituting
an environmental condition is a situation unique to the teacher. The
value of such data in the determination of a full course of treatment
and education for a handicapped child is great.

2. Taxonomy of Inctructional Treatments: "An analytic tool that .

facilitates matching teaching content and style with the diagnosed
skill and behavior deficits of individual pupils.®*
Procedurally, the Taxonomy of Instructional Treatments system

works as follows:

Through the use of quick-application, quick=scoring
diagnostic instruments developed by the project staff,
the teachsr locates the specific skill deficits for each
of his pupils. Those skills, aleng with the teaching
materials designed to cultivate them, are coded and
catalogued systematically in a master index. The index also
contains a carefully coded and catalogued inventory of teach-
ing styles that guide the use of the materials. In attacking
a learning deoficit, the teacher utilizes the inder to select
a preferred match of material and strategy to "plug into"
each child during the teaching act. The index system also

lAbraham Je Tannerbaum and S. Allen Cohen, "A Brief Guide to the
Taxonomy of Instructional Treatments* (unpublished staff paper,
Department of Special Education, Teachers College, Columbia Univer-
sity, New York, October, 1967).
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allows the teacher to pinpoint the specific materials, channels
i of commnications, and instructional methods, media, and modes
! that work best with specific types of puplls.

The Taxonomy 1s displayed on pages 146 and 147.
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of Terms--Taxonomy of Tnstructional Trggpmentsl

AESTHETIC EXPRESSION (Basic Skill): +the interpretive skill necessary
for the reception of any sensory input, either verbal or non-
verbal, which contains a cultural expectation; the output of a
structured expressive content which fulfills the unique expecta-
tions of the creator and which elicits effective responsiveness.

AUDITORY (Communication Input): the stimulation of the sensory
system of hearing through which information is transmitted
to the student.

AUDITORY-KINESTHETIC (Communication Input): the stimulation of the
sensory systems, hearing and body movement, through which
information is transmitted to the student.

AUDITORY-VISUAL (Communication Input): the stimulation of the sensory
systems, hearing and vision, through which information is trans-
mitted to the student.

BASIC SKILIS: those areas of study (see the Taxonomy) that can be
used to describe reading behavior; the terms can be used
descriptively to diagnose the student's reading proficiency,
prescriptively to remedy the student’s reading deficiencies,
and to catalogue the functions of instructional materials.

BASIC SUBSKTLLS: those components of the basic areas of reading
that are used for greater specification in describing reading

behavior,

COGNITIVE-FERCEPTUAL (Basic Skill): the process by which the child
develops structured, integrated intellective patterns, thereby
stabilizing his view of the immediate environment and the
world; as the channels of input interact with the total sensory
system, they become ordered in a priority scheme in which
seeing and hearing become the primary means of communication.

COMMUNICATION INPUT: the student's sensory channel selected by the
teacher for transmission of information.

COMMUNICATION QUTPUT: the channel of expression selected by the
teacher and utilized by the student to communicate a response.

‘Lggndford Reichart, Taxonomic Teaching, & Staff Paper (New York:
Research and Demonstration Center for Handicapped Children and Youth,
Teachers College, Columbia University), Appendix A.
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COMPREHENSION (Basic Skill): the process of determining meaning from
verbal and nonverbal cues by reference to internalized constel-
lations of content acquired through sensory and cognltive
experience.

CONSONANTS (Subskill of Language Analysis): all letters of the
alphabet and their respective sounds excepu a, e, i, o and u.

CONSONANT BLENDS (Subskill of Language Analysis): the combination
of two consonant sounds which keep their individual sounds but
which blend into one arother, e.g., BL as in the word "blerd."

CONSONANT DIGRAFHS (Subskill of Language Analysis): the combination
of two consonant sounds that lose their individual sounds and
become a unified sound, e.g., TH as in the werd "the.”

CONTEXT INFERENCE (Subskill of Comprehension): the ability to
formulate and internalize a body of content that is not
specifically stated, but which is postulated or inferred.

CREATION (Subskill of Aesthetic Expressicn): the act of bringing
into existence that which has not existed before, based on the
experiential background of the child.

CRITICAL AMALYSIS (Subskill of Comprehension): the evaluation of
information, ideas and opinions contained in reading materials
or discussions based on personal values, previcus experiences
and knowledge.

DETAILS (Subskill of Comprehension): +the selection of specific and
particular information from a larger body of content.

DICTIONARY (Subskill of Study Skills): the utilization of the
dictionary for purposes of locating and pronouncing words,
syllabicating, learning the use of stress, diaeritical marks
and syntax, and selecting appropriate meaning from the list
of definitions.

DIRECTIONALITY-LATERALITY (Subskill of Cognitive-Perceptual):
directionality--the precise left-right linear eye movenments and
the return diagonal movements that are required for reading and
that preclude any tendency toward reversals;
laterality-~the preferential use of one side of the body.

EXPLORATION (Instructional Mode): that style of presentation which
requires the child to refer to other sources of information or
to his own realm of experience.

Y
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GRADES 2 AND BELOW (Sequential Level): an instructional range for
reading that encompasses readiness skills up to and including
the second grade.

GRADES 2 TO 4 (Sequential Level): an instructional range that
encompasses reading skills the child is expected to acquire
between the second grade and the completion of the fourth
grade.

GRADES 4 TO 6 (Sequential Level): an instructional range for reading
that encompasses readiness skills up to and including the sixth
grade.,

GRADES 6 AND ABOVE (Sequential Level): the assignment to this grade
range of those reading skills that are acquired during the
upper elementary and secondary school years.

TNDIVIDUAL SELF-INSTRUCTION (Instructional Method): a setting in
which the student is personally involved in instructing himself
and in which he sets his own pace for learning.

INSTRUCTTONAL MODE: types of formats and styles that provide the
students with a varied presentation of materials.

INSTRUCTIONAL METHOD: classroom groupings that provide the child
with various instructional settings.

INTERPRETATION (Subskill of Aesthetic Expression): the bringing
forth of reaning from works in all the media of the commmication
arts, based on one's own experiential background.

INDIVIDUALIZATION: that process by which the teacher, through
diagnostic and evalustive procedures, pinpoints the combination
of skills and methods of presentation which are uniquely motivat-
ing for a particular child in a specific environment and point
in time.

KINESTHETIC (Communication Input): stimulation of the sensory system

which transmits the sensation of movement or tension in muscles,
joints and tendons.

LANGUAGE ANALYSIS (Basie Skiil): an examination of all the elements
of language, from minimal to larger units, and the synthesis
of those units into meaningful contexts to develop language
competency.

MATN IDEAS (Subskill of Comprehension): the development of the
ability to select the most important data from a body of
content.
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MAPS, GRAPHS, AND TABIES (Subskill of Study Skill): the ability to
decipher the symbols that facilitate the reading and construc-
tion of maps, graphs, and tables.

MEMORY SPAN (Subskill of Cognitive-Perceptual Basic Skill): the
ability to retain a cohesive unit of input, either in meaningful
context or by "rote,” which will ultimately be expressed as a
verbal or motoriec response.

MOTORIC (Communication Output): a written answer or bodily movement
that is given by the student in response to a stimulus.

MOTIVATION: short term-~the utilization of the setting, format and
communication channel, or any combination of these, which
stimulates the child to use his strengths to involve himself
in the task;
long range--the child, having achieved success through short
term motivation, then becomes self-directed.

MULTIPIE IEVEL (Sequential Level): that skill, activity or material
for which many grade levels may be appropriate.

NO RESPONSE (Communication Output): an intrinsic reaction to a
stimulus which is not visible to the observer.

ONGOING DIAGNOSIS: the systematic cbservation of the child's
reaction over time to differing dimensions of the taxonomy
for purposes of determining the strengths and weaknesses of
his learning bshaviors.

ORAL-MOTORIC (Communication Qutput): a written-vocal or kinesthetic
response that is given by the student to a stimulus.

OTHER SOURCES AND PROCESSES (Subskill of Study Skills): those
unique subskills which are within the range of study skills,
but do not fit into those categories listed in the taxonomy:
those unique subskills within the range of study skills,
utilized infrequently by our population, and therafore not
specifically listed in the taxonomy.

ORAL (Communication Output): an answer that is given vocally to a
stimalus.

PERSONALIZATION: after individualization has been achieved, the
child is exposed to settings, modes, inputs and outputs that
force him to use his strengths to decrease his weaknesses.

Tt is a process by which the child becomes less sensitive to
frustrations generated in learning situations.
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PLAY.CHANCE (Instructional Mode): the manner of instruction in which
the element of chance is emphasized, e.g., instructional games
where every player has an equal chance regardless of his skills.

PLAY~COMPETITION (Instructicnal Mode): <the manner of instruction
in which the element of competitien is stressed, 8.g:, instruce~
tional games where the students are required to pit their skills
against each other.

PLAY-PUZZIE (Instructional Mode): an instructional format which
presents the student with a problem that can be worked out by
means of the student's skills and is particularly adaptable for
use in self-instruction.

FROBLEM SOLVING (Instructional Mode): presentation of a problem
situation requiring the student to arrive at the appropriate
answer through any means of reasoning.

PROGRAMMED RESPONSE (Instructional Mode): the presentation of
material in which exposition is extensive, the sequential learn-
ing steps are small, the student receives immediate feedback as
to the appropriateness of his response;
the student is expected to participate in this type of format
by himself.,

RECEPTION (Subskill of Aesthetic Expression): the exposure of
students to works in the media of the communication arts for the
purpose of developing sensitivity to and appreciation for cul-
tural wvalues.

RECREATIONAL READING (Subskill of Comprehension): reading for per=-
sonal pleasure, which as a secondary factor, hopefully
reinforces any and all comprehensive skiils.

REFERENCES AND TEXTS (Subskill of Study 3kills): those materials
in specific content areas which are used to locate information
in order to evaluate, organize and use needed data.

SEQUENITAL IEVELS: the expected grade at which s skill would be
attained or presented in a public school.

SEQUENCE~RELATIONSHIPS (Subskill of Comprehension): the ability to
place specific information (using recall) in appropriate temporal
and spatial order.

SIGHT VOCABULARY (Subskill of Language Analysis): those words whose
retrieval is immediate because extended language analysis skills
are no longsr rsguired;
an ever expanding reservoir of rapidly recalled words.-

166
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SKIMMING (Subskill of Study Skills): =z rapld and superficial reading
in order to get either a total impression or to locate specific
information.

SPEED AND ACCURACY (Subskill of Study Skills): the ability to cope
with the varigble of speed while maintaining accuracy in
comprehension.

STUDENT-SMALL GROUP (Instructional Method): a setting in which a
student (acting as leader) is instruecting or organizing a part
of the class.

STUDENT-STULENT (Instructional Method): an instructional setting
vwhereby a one=to-one purposeful relationship exists between
two students;
the students can be paired with equal or unequal skills depend-
ing on the goals of the teacher.

STUDENT=TOTAL GROUP (Instructional Method): a setting in which a
student (acting as leader) is instrueting organizing the rest
of the class.

STUDY SKILLS: those tools which are taught by the teacher and used
by the child to facilitate self-instruction and which are pre-

requisite for higher level independent inquiry.

SYMBOLIC DISCRIMINATION (Subskill of Cognitive-Perceptual): the
ability to relate a symbol representation of an object, grapheme
or idea, to the meaning of its original referrant and to find
similarities, differences and equivalencies among representative
communication input (requiring a feedback in its initial stages).

SPACE RELATIONSHIPS (Subskill of Cognitive-Perceptual): the recog-
nition of the various dimensions of space and a discrimination
of the placement of objects within these dimensions.

TEACHER-SMALL GROUP (Instructional Method): a setting in which the
teacher is instructing a part of the class;
the small group is usually not more than six students.

TEACHER-STULDENT (Instructional Method): a one-to-one relationship
for instruction between teacher and student.

SYNTAX (Subskill of Language Analysis): language elements above word
level that are ordered to construct more expanded language
units (phrases, clauses, and sentences); the selected order
conveys a total meaning that is beyond the sum of the individual
word meanings of the construection.
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TEACHER-TOTAL GROUP (Instructional Method): a setting in which the
teacher instructs a total group.

TEST-RESPONSE (Instructional Mode): a specific response required
for a particular stimulus by means of which the teacher deter-
mines whether the child has learned the information that has
been imparted.

TIME RELATIONSHIPS (Subskill of Cognitive-Perceptual): the sequencing
of actions or events in the order of thelr occurrence.

UNGRADABLE (Sequential Level): a designation of skill requirement
assigned to an activity or material which does not fall within
any explicit grade level.

VISUAL-KINESTHETIC (Communication Input): transmission of sensory
input(s) through the eyes and bodily movement of the student;
the stimulation of the two sensory systems required to transmit
visual and self-movement information to the child.

VISUAL-AUDITORY -KINESTHETIC (Communication Input): the stimulation
of the three sensory systems required to transmit visual, aural
and self-movement information to the child.

VISUAL (Communication Input): pertaining to the sensory input of
sight (vision); the stimulation of the sensory system of the
eyes through which visual information is transmitted to the
student.

VOWELS (Subskill of Language Analysis): the letters a, e, i, o, u,
and sometimes y and their respective sounds.

VOWEL DIPHTHONG (Subskill of Language Analysis): any vowel combination
in which the vowels that make the combination lose their dis-
tinctive sound and become one speech sound, e.g., "OY" as in the
word "toy."

WORD MEANING (Subskill of Comprehension): the development of the
ability to select one of several meanings of a particular word
vged in a particular context,

WORD STRUCTURE (Subskiil of Language Analysis): language elements
that carry meaning on a word and sub-word level which may com-
bine to create a more extended langusge unit on word level for
communication.
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APPENDIX B
INZTIAL AND FINAL CONSOMANT RECOGNIITION

Directions

Flease write your name, class and date on the right lines. Look
at the first three syllables on the left hand side of the page. I anm
going to say a word that begins with the same sound as one of the
syllables. Put a circle around the syllable that starts with the same
sound as the word I am going to say. We will do Row 1 together. For
Row 1, the word is WASTE . . . WASTE. (Circle the syllable WEH on your
paper, hold it up to the children.

Which syllable did you circle? Yes, the third syllable is the
correct choice. It begins with the same sound as the word waste.

Now, remember to put a circle around the syllable that begins with

the same first sound as the word I say. (Give words at five second

intervals.)

ROW Z2~~the word is Numb ROW 1l--the word is Zebra
ROW 3-~the word is Harm ROW 12-«the word is Jungle
ROW 4=-the word is Magic ROW 13--the word is Taff
ROW 5=~the word is Young ROW ll~-the word is Castle
ROW 6--the word is Raise ROW 15-~the word is Vessel
ROW 7-~the word is Daft ROW 16--the word is Loom
ROW 8--the word is Kitchen ROW 17=-~the word is Single
ROW 9--the word is Gavel ROW 18--the word is Form
ROW 10--the word is Baste ROW 19--the word is Forch
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AFPFENDIX B
INTTTAL AND FINAL CONSONANT RECOGNITION

Directions

Flease write your name, class and date on the right lines., Look
at the first three syllables on the lsft hand side of the page. I am
going to say a word that begins with the same sound as cne of the
syllables. Put a circle around the syllable that starts with the same
sound as the word I am going to say. We will do Row 1 together, For
Row 1, the word is WASTE . . . WASTE. (Circle the syllable WEH on your
paper, hold it up to the children.

Which syllable did you circle? Yes, the third syllable is the
correct choice. It begins with the same sound as the word waste.

Now, remember to put a cirecle around the syllable that begins with

the same first sound as the word I say. (Give words at five second

intervals.)
ROW 2--the word is Numb ROW 1l--the word is Zebra
ROW 3==the word is Harm ROW 12--the word is Jungle

ROW U4--the word is Magic ROW 13-=the word is Taff

ROW 5--the word is Young ROW 1l4--the word is Castle
ROW (--the word is Raise ROW 15-~-the word is Vessel
ROW 7--the word is Daft ROW 16--the word is Loom
POW 8«-the word is Kitchen ROW 17--the word is Single
ROW 9=--the word is Gavel ROW 18«-%he word is Form
ROW 10--the word is Baste ROW 19-~the word is Porch
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Now look at the right hand side of the page. On this side we are
going to listen for the end sound. I am going to say a word which
ends with the same sound as one of the syllables in each row. Put a
circle around the syllable that ends with the same sound as the word I
say. Let's do the first one together.

ROW l--the word is JUG . « « JUG. Which syllable did you circle?
Yes, you should have put a cirele around the first syllable, It ends
with the same sound as the word JUG. Now, listen carefully.

ROW 2--the word is Cram
ROW 3=-the word is Hub

ROW UY--the word is Cross
ROW 5e~-the word is Pink

ROW 6--the word is Lawn

ROW 7-~the word is Roar

ROW 8--the word is Heat

ROW 9=athe word is

{f

i

ROW 10=<the word is

RO¥ 1l<=the word is

ROW l2==the word is

i
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NAME _ CLASS __DATE_
FIRST SOUND LAST SOUND

1l ral hink weh 1l =zug yup ponk
2 yup nev - feld 2 sab kic yim
3 1ib obs hig 3 fi1b lef pyl
4 min yis bal 4 san fas byn
5 yup derf Jjeb 5 kej rik filb
6 veg ral zin A deln kim sik
7 feld dor bli 7 nim bil lar
8 mik - kip pak 8 cet gip puy
9 zim Jul gub 9 pul dap tiv

10 bilf vit das 10 feld sap cib

1l pas kie zu 1l kim ven deorf

12 jek vun qua 12 ri lur bub

13 gub cet tue

14 rin cos gel

15 =il vem dis

16 nev pul luk

17 sab ferd cos

18 sylp yis ferd

19 pank rin das

~1
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Directions for Administering

" Diapnostic Reading Test

l. What are the names of these letters?

2. What do these letters sound like?
(Reward the first correct sound with approval,)

1. What are the names of these letters?

2. What do their short sounds sound like? (Point to letters
randomly. )

3« What do their long sounds sound like? (Point to letters
randomly. )

4. VWhat letters are these? (Give random short sounds.)
5+ What letters am I now saying? (Give random long sounds.)

Here are some groups of two letters. These letters make a
certain sound when they are in groups. Can you give me the
usual sound they make when they are used in words? (Reward
first correct sound.)

Now here are three-letter groups. They, too, make a certain
sound when they are used in words. Can you tell me what sound
they make?

Tell me what these words are.
What words are these?

Tell me what these words are. FPlegse try these words even
if you don't know them.

l. PFlease writégtha capital letters of the alphabet on these
lines (point teo page and pencil in front of subject). Flease
write them in order.

2. Now plesse write for me the small, or little, letters of
the alphabet right here (point). Again, please write them
in order.
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Diagnostic Reading Test

NAME CLASS DATE
Y. 1. 1 b t [+] k v n h'a r x
qg 2 d £ g h J s w m p _
2, 1 b t e k v n y r X
q 2 d4 £ g h J s W m p -
IT. 1. a e i ] u -
2. &8 e i o u
3. a e 1 o u _
4, a e i1 o u .
5. =& e i o u _
I1I. st el ch fr gr tw th
sm wh pl bl sw sh br
dr fl tr sn sp _
IV, ser shr str sor thr spl _ —
V. not-note = fat-fate pet-Pete

win-wine cub-cube -

-
N2
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NAME _____CLASS_____ DATE

Vi. feed mail moat card
pain soll = rcad tart
seat coin beak hesl

ray lay -

ViI. inside ovzriook
invited depression
contentment substitution

manufacture resentfully —

VITI. 1. ___ o

2. _—

:
E
F
L

P— -
-, j}
<l
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APPENDIX

CLASSROOM OBSERVATION ANALYSIS SHEET

Class ___ e Teacher e Observer — —
Date Period Time_ to
Taxonomy Pupils Observed
2] o] = =
=193 &l€|=i8]| |E E
’ &|3|&|E|E|G|3
2 2
4 4
? 6 é
8 8
10 10
3 .
12 12
i S —_ - —
| 14 14
16 ) 16
_ 13 i 18
20 20
) ) 22 22
. % i ) 26
28 28
30 30

Engagement Index (El) = Engagement Time
Total Observation Time

KEY ltem # = Engagement” - Cireled Item # = Academic Digression
R = Random Behavior . N = Nonengagement
{N?) = Ambiguous Behavior , T = Transition between tasks
) X = Pupil's Absence
179

- = oy
L0
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APPENDIX C
NATURE OF DATA

Almost all scores used in the analysis of data represented
conversions from the raw scores. Furthermore, not all data were
obtained on all subjeects. To clarify data and their sources,
Appendix C states the name and assigned number of the data variables

and their sources.

— e = —— e

Variable Groups
No. Name Individual Score N Inecluded
Staff Reading Battery
: (1-16)
é 1. letter names raw and diff. scores &5 A1l
@ 2. letter sounds raw and diff. scores 85 A1l
3. vowel names raw and diff. scores 85 All
i, short sound. wvowel
production raw and diff. scores 85 Al
5e long sound vowel
production raw and diff. scores B85 All
6. short sound vowel
recognition raw and diff. scores 85 A1l
7 long sound vowel
recognition raw and difi. scores 85 A1l
8. two-letter consonant 7
blends raw and diff. scores 85 A1l
9. three=letter conscnant 7
blends raw and diff. scores B85 All
10. rule of final "e" raw and diff. scores B85 AlL

~1
- |
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APPENDIX C--Continued

: Variable Groups
! No. Name Individual Score N Included
: 11. vowel blends raw and diff., scores 85 All
'? 12. compound words rav and diff. scores 85  All
i 13. alphabet--capital
; letters raw and diff. scores 85 All
/ 14, alphabet--lower case
g letters raw and diff. scores 85 A1l
; 15. initial consonant
E recognition raw and diff. scores 85 All
£ 16. final consonant
§ recognition raw and diff. scores 85 All
. Other (17-21)
§ 17. Wepman Auditory raw and diff. scores
Diserimination -=no. of errors 85 All
18. Gates-MacGinitie grade equiv. diff,
Vocabulary and raw scores 85 All
19.  Gates-MacGinitie grade equiv.
Comprehension diff. and raw o
scores 85 All
20. Peabody Picture
Vocabulary Test I.Q. 85 All
21. Materials Use Index average no, of 55 Tyy T2
materials/S in C1

observation period

i
~
o))
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Variable Groups
3 Individual Scora N Included

Cognitive-Perceptual

22, symbolic discrimination % of time S spent 55 Tl' To
in activity from G
entire obs. period

23. directionality-laterality % of time S spent 55 Ti,» Tp,
in activity from ¢
entire obs. period

24, consonants % of time S spent 55 Tq, Tp
: in activity from G
entire obs. period B

% 25, vowels % of time S spent in 55 T1s Tos
é activity from N
entire obs. period

26. sight vocabulary % of time S spent 55 Tqs T2,
in activity from Gi
entire obs. period -

27, word structure % of time S spent 55 T1, Tos
in activity from Cq
entire obs. period

% of time S spent 55 T Tg.
in activity from G -
entire obs. period

28, syntax

Comprehension

msin ideas % of time S5 spent 55 Ty, TE’
in activity from G
eniire obs. period

29,

Pn
&GO
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Variable Groups
No. Name Individual Score N Included
30. details , of time S spent 55 Tq» Tos
in activity from
entire obs. period

31. sequence-relationships of time S spent in 55 Tl' Ts
in activity from G
entire obs. period

32, word meaning of time S spent 55 Tl' Tos
in activity from G
entire obs. period )

33. context interferencs % of time 8 spent in 55 Tl, To,
in activity from
entire obs. peried

34, critical analysis of time S spent 55 Tq, Tz,
in activity from G
entire obs. period

35. recreatlional reading of time S spent in 55 Tl' Tz.
activity from Cl
entire obs. period N

St Skills

36. dictionary p of time 5 spent in 55 Ty, Ty,
activity from G
entire obs. period

37 speed and accuracy of time S spent in 55 Tl. Tos
activity from G
entire obs. period i

38. other sourcss and of time S spent in 55 Ty, T,

processes

e
o)

activity from
entire obs. period
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Name

Individual Score

39.

4.

42,

43 L J

Aesthetic Expression

craation

Interpretation

Sequential Level

grade 2 and below

grade 2.4

grade 4-6

grade 6 and above

ungradable

multi-level

1

1

% of time S spent
in activity from
entire obs. period

4 of time 5 spent in
in activity from
entire obs. period

% of time S spent in
in activity from
entire obs. period

% of time S spent
in activity from
entire obs. peried

% of time S spent in
in activity from
entire obs. period

% of time S spent in
activity from
entire obs. period

% of time S spent in
activity from
entire obs. period

% of time S spent in
activity from
entire obs. period

Groups
N Inecluded
55 rln Tg-
55 T1s Tps
55 Ty Tos
55 T, To»
12 ~2°
Q
55  Tys Tps
G
55 T1, Tps
a
55 Tli I L]
C1 2

b Ay A s o et

i A
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APFENDIX C-~Continued

Variable Groups
No. Name Individual Score N Included
Instructional Method

48, teacher-total group % of time S spent 55 Tye To»
in activity from G
entire obs. period

49, teacher-small group o of time S spent in 55 Ty, T,,
activity from ;1'
entire obs. period

50 teacher-student, b of time 5 spent 55 Tl' TZ‘
in activity from ”Gl
entirs obs. period ;

51. student-total group b of time S spent in 55 Tl’ 29
activity from G
entire obs. period -

52, student-small graup of time S spent 55 Tl, Ta,
in activity from G
entire obs. period

53. student-student > of time 5 spent in 55 Tl. Tos
activity from cl
entire obs. period -

54, individual self of time 5 spent in 55 Ty, Tos

‘ instruction activity frem C
entire obs. period
Instructional Mode

554 play=chance b of time S spent in 55 T, Tos
activity from Gy
entire obs. period

56. play-competition of time S spent in 55 Tl. Tos
activity from ’Cl
entire obs. period -

P..‘n

Q2
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APFENDIX C--Continued

b
o)
C3

activity from
entire obs. perioed

xﬁgﬁiable Groups
+Nba Name Individusl Score N Included
57. play-puzzle of time 5 spent in 55 1Tq, TZ‘
activity from C‘l
entire obs, period
58. test-resronse s of time S spent in 55 Tys T2,
activity from G
entire obs. peried )
59, exploration of time 5 spent in 55 11, Toy
activity from G
entire obs. period
60, programmed response of time S spent in 55 Ty Too
activity from C
entire obs. period
61. problem solving of time S spent in 55 Ty, Tp,
activity from
entire obs. period
activity from G
entire obs. period
63. auditory of time S spent in 55 Ty, Tp,
activity from G
entire obs. period
64, kinesthetic of time 5 spent in 55 Ty, Ty,
activity from G
entire obs. period
65. auditory-visual of time 5 spent in 535 Ty, Tp
activity from 7’
_ entire obs. period
66, visual-kinesthetic of time S spent in 55 Tyv Tos

ARG BB € A 2 SRSl AR L A o b8 i 883 b e et Lot e o e e
o
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APPENDIX C--~Continued

ﬁﬁ§iable ' Groups

“No. Name Individual Score N Included

67. auditory-kinesthetic % of time S spent in 55 Ty, To,
activity from C
entire obs. period

68. visual-auditory % of time 5 spent in 55 Ty, To,
activity from G
entire obs. period ]

Communication OQutput

69. no response % of time S spent in 55 Ty» Tps
activity from G
entire obs. period

70. oral response % of time S spent in 55 Ty To
activity from ”Cl
entire obs. period

71. motoriec response % of time S spent in 55 T1s T2s
activity from G
entire obs, period B

724 oral-motoric response % of time S spent in 55 T1s Tp»
aciivity from G

entire obs. period

i
Q)
W
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APFENDIX D

MEAN AND STANLARD DEVIATION OF DIFFERENCE SCORES® (FRE- AND
POST-TREATMENT ) OF VARIABLES 1-19

1 L)

Variable Mean S.D. Mean S.D.
1 - 45 +10 95 2.4
2 5.05 5,92 1.21 5.20
3 - .00 .00 = 00 «00
4 1.65 2.23 - o05 2.15
5 = .15 2.92 32 2.50
6 1.00 2.05 .84 2.39
7 45 1.39 - .00 .00
8 5.30 5.42 2.95 5.78
9 80 1.94 «58 2.36
10 .55 2.37 1.21 2.15
11 .80 2.80 63 1.74
12 « 50 1.93 .58 .96
13 30 3.85 o 79 3.12
14 - .05 L.45 1.11 2.60
1s 1.40 2,62 .89 1.76
16 + 40 1.93 .05 1.71
17 -1:05 2i95 —1,i05 a"uOé
18 .39 .53 34 .98
19 35 .84 53 1.00

3yariables 1-16 are difference scores of raw data, number correct;
variable 17 is difference score of raw -data, number of errors;
varlables 18-19 are difference scores of grade equivalent scores.
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APPFENDIX D==Continued

1

Mean 3.D. Mean S.D.

- .81 2.86 .07 1.11

.19 - 57 3.35

- .QQ -00 - -1? -95

- .68 2.02 - .03 1.75

- 19 2;79 « 20 2-96

91331 2i33 - 113 1.4l

Ol 2.02 . 50 1.04

1.81 4.71 .73 5.49

- +50 2.31 .27 2.20

«56 1.21 «60 1.67

: .69 2.73 - ,10 1.47
i 1.25 1.61 <73 1.5
é - .69 3.40 73 4.7
f 1.13 4,91 .13 L. 5k
i 1.81 2.34 - .10 1.95
! oy 2.83 .13 1.72
=1.75 3.55 .13 2.15

o2l A9 .17 .57

.53 .50 230 .86




