
; ,+k. 
f ~ . ;ik..Journal of Precision Teaching 
. . and Celeratim 

I 

\:%\ 

Volume XIV Fall 1996 Number 1 

The Secret Celeration Society: Stephen A. Graf & 
An Alternative Way to Promote Standard Malcolm D. Neely 
Celeration Charting 

Do Times Two, Then Go For Four, Or More: Ogden Lindsley 
Precision Teaching Aims for the 21st Century 

Immediate Retelling of Current Events from Sheila K. Ritseman, 
Channel One by Students with Developmental Paul R. Malanga,
Disabilities and Its Effect on Their Randy L. Seevers, & 
Delayed Retelling John 0. Cooper. -
The Effects of Using Direct Iiist1;11eCion Reading Kelly R. Holz, 
and a Re-Reading Contingency, Coupled Stephanie M. Peck, 
with a Reward and Praise Contingency, T. F. McLaughlin 
with a High School Sophomore & Sue Stookey 

An Eleven-Year Old Girl's Use of Repeated . Barbara Bolich & 
Readings, SAFMEDS, and SeeJWrite-Thinwrite , 

I ,  
,. 

: William J. Sweeney 
Practice to Develop Fluent Reading in Hebrew 

Learning Russian -. Abigail B. Calkin .. 

. The Effects of Direct Instruction on Early Angela Edmondson, 
Reading Skills of a Kindergarten Student Stephanie Peck 

< ; :& T. F. McLaughlin i 1R-. I. 

.. Gallagher &Use of Precision Teaching and a Choke 
5, i ~ e ~ a n  

Chain and Verbal Prompt to Teach a 
Yellow Labrador Puppy to Heel: 
A Brief Report 

' <
& @,: 

,; 

:'T. F. McLaughlin 

' 

'' Anjali Barretto &The Effects of Precision Teaching on the 
Acquisition of the Prevocational Skill of 

:d 
T. I?. McLaughlin 

Cross Stitching: A Case Study 

Chart Shares 

Brave New Worlds: A Comparison of Abigail B. Calkin 
Utopias & Dystopias 

Measuring Creative Writing Abigail B. Calkin 

Success with Precision Teaching Angela D. O'Brien 

A Publication of 
The Standard Celeration Society 



qf Precisio~~The Jour-1~~1 Tenclliilg cad Celerdori (ISSN 027 1-8200) is a multidisciplinary 
journal that is dedicated to a science of human behavior which includes direct, continuous and 
standard measurement. This measurement includes a standard unit of behavior, f requency;  a 
standard scale on which successir7e frequencies are displayed, the Standard Celeration Chart;  
a standard measuse of beharioi change between two frequencies, frequency multiplier,  and a 
standard, straight-line measure of behavior change across seven or more frequencies, celerat ion.  
Frequencies. frequency multipliers, and celerat~ons displayed on the Standard Celeration Chart 
form the basis for Chart-based decision-incaking and for evaluating the effects of independent 
variables. 

The purpose of the Jo~117zd of Precisioll Teaching a11c1 Celeration is to accelerate the sharing of 
scientific and practical information among its readers. To this end, both formal manuscripts and 
informal, Chart-sharing articles are to be considered for publication. Materials submitted for 
publication should meet the following criteria: 

be written in plain English 
contain a narrative that is brief, to the point, and easy to read 

:: use the JOLII-IINIqf Precisiou Tenclziilg Standard Glossary and Charting Conventions 
(See Volume X, Number 2, Spring, 1993, pp. 79 - 82.)  
!: format references according to the Pddicntioiz Mamial oj'the American Psychological 

Associntioil 
:: contain data displayed or displayable on the Standard Celeration Chart to justify 
conclusions made 

direct data points may be submitted, so the Chasting Macro program (Slocum, 1990) 
may produce an electronic ~ w s i o n  of the Chart 
:: original chiu~s may also be submitted. 

Articles which are not data-based and do not include data displayed on Standard Celeration Charts 
may be included. These articles should substantially contribute to the de\~elopment or 
dissenlination of Precision TeachingILeaming. "About PT" is a column for shorter notes. 

The J011rr1~11 Tou(Yli~y id Celerntion staff:of'P~-e~isic)r~ 
Claudia E. McDncle, Editor Ann L. Poe, Managing Editor 

John M. Brown. Assistant Editos Connie Williams, Editorial Assistant 

Boirrd of Co~~sul t i~lgEditors: 
To 1.1 r 1 Tenn 

Abigail Calkin 95--98 Chuck Merbitz 95--98 
John Cooper 95-97 April Miller 93--96 
Edward Cancio 95-97 B~vce  Schroeder 93--96 
Anne Desjardins 93--96 Clay Starlin 95--97 
John Eshleman 95-97 Bill Sn~eeney 93--96 
Elizabeth Haughton 9j--gs Julie Vargas 95--97 

Editor Err~rritirs 
Ogden R. Lindsley 

The Jorlr.11n1 qf'Pr.rcisioir Toac-i~ir~~ rultl Celrr.iitioi~ ( ISSN 0371 -8200)is published biannually by 
the Center for Incli\~idi~alized Instsuction. Jaclison\.ille Stnte Unilrersity, Jacksonville. AL 36265. 
Reproduction ~ O Iscientific ;md schol~isly pulposcts of any material published in the Jocir~znlwill be 
permitted folio\\,ing receipt of \\.sitten recli~sst. .Aililsess such request to Joitntnl editor at the above 
address. 

.A Publication of 
The St;iildarcl Celsration Society 



TABLE OF CONTENTS 


E d i t o r ' s  C o m m e n t s  ............................................................ 

Claudia E.McDade 

Call for Papers - 13th Annual International 
Precision Teach ing  Confe rence............................................... 

Sad E-Mails: Notices of Leading 
Behavior  Analys t s '  D e a t h s.................................................... 

The Secret Celeration Society: 

An Alternative Way to Promote Standard Celeration Charting ............ 

Stephen A. Graf and Malcolm D. Neely 

Do Times Two, Then Go For  Four, Or  More: 
Precision Teaching Aims for  the 21st Century............................... 


Ogden Lindsley 

Immediate Retelling of Current Events from 
Channel One by Students with Developmental 
Disabilities and Its Effect on Their 
Delayed R e t e l l i n g  ............................................................... 


Sheila K. Ritseman, Paul R. Malanga, 
Randy L. Sewers, and John 0.Cooper 

The Effects of Using Direct Instruction Reading 
and a Re-Reading Contingency, Coupled 
with a Reward and Praise Contingency, 
with a High School  Sophomore............................................... 


Kelly R. Holz. Stephanie &I. Peck. T. F. McLaughlin 
and Sue Stookey 

An Eleven-Year Old Girl's Use of Repeated 
Readings, SAFMEDS, and SeenVrite-ThinWVrite 
Practice to Develop Fluent Reading in Hebrew.............................. 


Barbara Bolich and William J. Sweensy 

L e a r n i n g  R u s s i a n  ............................................................... 

Abigail B. Calkin 

The Effects of Direct Instruction on Early 
Reading Skills of  a Kindergar ten Student.................................... 


Angela Edmondson, Stephanie M. Peck 
and T. F. McLaughlin 

Use of Precision Teaching and a Choke 
Chain and Verbal Prompt to Teach a 
Yellow Labrador Puppy to Heel: 
.A Br ie f  R e p o r t  .................................................................. 


bleoan Gallaoher and T. F. McLauo,hlin 



The Effects of Precision Teaching on the 
Acquisition of the Prevocational Skill of 
Cross Stitching: A Case Study................................................ 80 


Anjali Barretto and T. F. McLaughlin 

Chart Shares 

Brave New Worlds: A Comparison of 
Utopias  & Dystopias ........................................................ 57 

Abigail B. Caikin 

Measuring Creative Writing............................................... 59 

Abigail B. Calkin 

Success with Precision Teaching.......................................... 91 

Angela D. O'Brien 

Notes From Below the Floor 

-See and Hear;  Then- Say a n d  - Do.;.;........................ ...I......... 93-

Ogden R. Lindsley 



Editor's Comments 

Claudia E. McDade 

Ogden Lindsley's keynote addresses from the 1996 lnternational Precision Teaching Con- 
ference headline this issue of the Journal of Precision Teaching and Celeration , as he chal- 
lenges us to increase our aims for the next century. He also presents a highly efficient 
method of training Chart-based concepts of frequency, performance differences, and celera- 
tions which gets all participants involved quickly. While the International Precision Teaching 
Conference in Seattle in October, 1996 was a huge success, highlighted by visits to and live 
demonstrations from Morningside Academy, the next conference promises to be very exciting 
as well. Details are included in this issue for the 1997, Thirteenth Annual lnternational Preci- 
sion Teaching Conference to be held in Hartford, CT, which will include visits to Ben Bronz 
Academy. 

This first issue of our fourteenth volume demonstrates rather creative and varied uses of our 
fluency-based technology. Articles include the use of Precision Teaching to improve cross- 
stitching skills, second language skills (in both Hebrew and Russian), and creative writing 
skills in humans, as well as heeling skills in a puppy. Reading skills enhancement in both 
kindergarten and high school subjects are also described. An evaluation of elementary stu- 
dents' comprehension of Channel One after precision retelling is one of the first systematic 
assessments of this widely used elementary school tool. Additionally, we have several en-
lightening Chart shares in this issue. 

All of us in Precision Teaching are so busy improving and applying our technology that we 
are often criticized for our inadequate publishing record. This office receives at least three 
requests per week for information and assistance. With e-mail and behavior analytic bulletin 
boards, the requests are accelerating. For example, I have a Master's student who wants to 
use PT to increase the verbalizations of an autistic adolescent, while Libby Street has one 
who wants to improve comprehension of statistics with PT within a groups design. Has any- 
one out there had any experience in these areas? Submit your manuscripts or Chart Shares! 
The world is desperate for our superior measurement technology; we must share it! 



Thirteenth International Precision Teaching Conference 
West Hartford, Connecticut 

October 30 through November 1, 1997 

Precision Teaching: 
Yesterday, Today, and ~imorrow 

There has been a recent increase in start UDS of Learning Centers and Private Schools using Precision " 
Teaching technology frbm pre-schod through higher education. 

Master teachers will share their experiences and the data supporting student progress. 

Spend a full day at BEN BRONZ ACADEiMY. Sit in on ciasses: talk to students and faculty. 

HEAR AND SHARE 

Expert Panels 
Workshops 

Poster Session 
Chart Share 

Cracker Barrel Session 



Program Proposal Form 
Thirteenth International 
Precision Teaching Conference 

PRECISION TEACHING: 
YESTERDAY, TODAY AND 
TOMORROW 
October 30 - November 1, 1 997 
West Hartford, CT 

Now, in its 32nd year, PRECISION TEACHING has had a bumpy ride: 

YESTERDAY: 
We made many important discoveries about rate and learning; our successes and failures 
taught us much and led us to where we are ..... 
TODAY: 
The current proliferation of Precision Teaching based Learning Centers, Private Schools, 
and University and Business Training Sites, continues the work of developing the technology 
which will lead us into ...... 

TOMORROW: 
When we will fulfill our commitment to deliver quality education to all children. 

Come to the PT Conference; 
participate, celebrate, 
and share with other 

Precision Teachers, your: 
early discoveries 
current activities 

future developments 

Yesterday, Today & Tomorrow
Invited panelists will introduce each time frame: PT 

In your Conference proposal: share your teachingllearning methods, discoveries, and cele- 
brations! 

+ See attached proposal guidelines 
Submit all proposals by March 1, 1997 to: (Note: Poster session proposals will be accepted until Aug. 31, 97) 

Aileen Stan-Spence, Ph.0. 
1997 Conference Coordinator 

Ben Bronz Academy 
139 North Main Street 

West Hartford, CT 061 07 
FAX (860) 233-9945 PHONE (860)236-5807 



CRITERIA FOR ACCEPTANCE: 
All proposals are competitively reviewed through a careful and systematic peer review process. They are 

evaluated on the relevance, scope, clarity, and practicality of their content, and the specificity, and clarity of their 
objectives. This includes the possibility for audience participation, and the use of audio-visual materials. handouts 
and references. 

The following criteria for acceptance MUST be .met to be considered: 
The form must be accurately completed. 
The form SHOULD be either typed, or printed from a computer. 
The name of the PRIMARY SPEAKER must appear on the form. 
The form should present concise objectives. 

ABSTRACT CONTENT: 
Your abstract paragraph should be a summary of the objectives in your presentation. Do not list your ob- 

jectives here. Please elaborate. The paragraph should contain pertinent details of your presentation. 

OBJECTIVE: 
At least three objectives should be listed which describe the learning outcomes, such as 'At the end of 

the session, participants will be able to demonstrate, identify, complete, etc ......" 

PROGRAM DESCRIPTION (Please type all information): 

Program Title: 

Lis t  in one clear sentence the goal of the session and list up to 3 objectives: 

Objectives: 1. 
2. 
3. 

Program Abstract: a) Provide a short description of the program, and b) include a description (or charts) of 
Standard Celeration Charted data or other data that you plan to share supporting your conclusions or demonstra- 
tions. 

Conference Program Copy: Provide no more than a 3-sentence description to be used in the final confer- 
ence program, subject to editing. 

SPEAKER INFORMATION (Please print or type) 
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Primary Speaker Name Title 

Organization Address 

City State Zip 

Telephone: Office Home E-Mail: 

Have you presented a session on this topic before? Yes No 

If so, when and where? 

Note: All additional speakers should be contacted by you prior to submitting this proposal. The Program 
Committee will only correspond with the primary speaker. All other participants should be informed of 
program status by the primary speaker. 

ADDITIONAL SPEAKERS (Use additional pages if necessary): 

Name Title 

Organization Address 

City State Zip 

Telephone: Office Home E-Mail: 

PRESENTATION: 

Your program should relate to one of the following program educational tracks. Please check the track 
which is most closely related to your program. Check one category only. 

1. Precision Teaching: Yesterday 
2. Precision Teaching: Today 
3. Precision Teaching: Tomorrow 

PRESENTATION FORMATS: 

Full session: 
Poster session: 

AUDIO-VISUAL EQUIPMENT: 

50-minute presentations, mini-workshops, demonstrations, etc. 
This provides an opportunity to share data and a written summary 
text on track boards, with others. Posters will be on continuous 
display, with specific times assigned for presenters to be present 
for informal discussion. 

Meeting rooms will be set theatre style with a lectern, head table, overhead projectors and screens. 
Speakers are responsible for other audio-visual equipment. 



JOURIIXLOF PRECISION TWCHNG AND CELEIWTION 

Sad E-Mails: 
Leading Behavior 

Tom Lovitt 
<Lovitt @u.washington.edu> 

Dear Folks: 
As many of you probably know, William 
Schoenfeld died last Saturday, August 3. There 
was a nice obituary in the Thursday, August 8 
New York Times, page A15 He wrote Princi-
ples of Psychology in 1950 with Fred Keller. 

Ogden Lindsley 
<Olindsley @ aol.com> 

Dear Folk: 
This is getting to be quite a year! 

In 1944 in the 98th bomb group we used to sing 
our own lyrics to the music of "That Old Gang of 
Mine." They went: 

Only seven crews at briefing, 
That's a pretty certain sign. 
Those SS's are breaking up 
That old gang of mine. 

Now it looks like I might have to change the 
words a little to: 

Only seven old friends at ABA, 
That's a pretty certain sign, 
Those aging cells are breaking up 
That old gans of mine. 

(Second time through you can sing "cancer cells" 
in place of "aging cells" for variety and a dash of 
accuracy where appropriate. We used to substi- 
tute "109's" for "SS's" in W V 2  lyrics to add a 
dash of accuracy where appropriate.) 

First Tom, then Fred, now Don. 

Don was one of Fred Keller's Columbia Ph.D's. 
Brilliant guy, courageous, great sense of humor. 
Intolerant of mediocrity in himself and others. 
One of the first into programmed instruction, one 

1996. XIV, 6 

Notices of 
Analysts' Deaths 

of the first into PSI, and also one of the first into 
computers. He was working at the Cambridge 
Center on a great book about the history of be-
havior analytlc applications in education. I saw a 
few parts of it. It was beautifully written, as was 
his recent memorial to Fred Kelier. 

This blasts me into even more action in trying to 
get one or two of my books written before I am 
awarded the posthumous purple heart. 

Here's a copy of a note from Michael Cook in the 
e-mai4 message that I received: 

Michael Cook 

I am very sorry to inform you that Donald passed 
away this morning at 10:45. His whole family 
was with him, and he died in Dawn's arms, 
peacefully. There will be a memorial service 
sometime in the fall. If you wish to send a note 
to Dawn, the address is: 36 Bunoughs Street, 
Jamaica Plain, MA 02 130. 

As Ever, 
o g  
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The Secret Celeration Society 

Stephen A. Graf and Malcolm D. Neely 

An Alternative Way- to Promote Standard Celeration Charting 

Introduction Many of us have tried to promote charting for many years with little or limited 
success as measured by use within either the general population or the scientific 
community. How might we diversify our attempts beyond conventional teach- 
ingearning models? 

Low frequen- 
cies of interest 

- -- -- 

Charts and graphs represent "turn-offs" for many. Most individuals would read- 
ily label themselves as "Chart Challenged" if not "Chart Phobic." This may stem 
from: 

the undue complexity stemming from stretch-to-fill charts 
the lack of understanding of the different number worlds 

High frequen- 
cies of interest 

Some topics generate rather high degrees of interest. Conspiracy theories provide 
one example. Examples include: 

assassinations of President Kennedy and Lee Harvey Oswald 
cover-ups of UFO sightings and crashes, such as the 1947 Roswell incident 

Strategy 

Tactic 1993 

What we try to promote, people resist. What we try to hide, people find enticing. 
How might we try to increase interest in a valuable low frequency topic? Incor- 
porate h~gh interest elements or redefine the low frequency topic within a high 
frequency of interest framework. Example: cast Standard Celeration Charting or 
the Standard Celeration Society as a secret society with an agenda aimed at trans- 
forming society by enhanced understanding of information and change. Select 
societal pinpoints, chart them, and call the resulting charts "secret." 

Demonstrate the speed and effectiveness of a standard view. At the IPn, Con- 
ference in Salt Lake City, five of us "conspired" to share our collections of 
yearly national charts in the hotel's sub-basement. While attendees at the confer- 
ence were given the time of the presentation, the location was available only 
through requests made at a designated spot. The presentation consisted of three 
overhead transparencies presented simultaneously with the pinpoints announced 
sequentially without comment. The next set of three quickly initiated a recycling 
of the process, with some 75 charts presented in about 15 minutes. 



Tactic 1996 Demonstrate the ease of chart reading and sharing. We displayed this tactic at the 
Internation Precision Teaching International Conference in Seattle, WA, using 
data from the Worldwatch Institute's 1996 collection, 57 yearly per year Stan- 
dard Celeration Charts were created from templates on StatViewG.0, a software 
program. Session attendees picked up a transparency off the stack, presented the 
Chart on an overhead and provided celeration readings of the data, aided by the 
use of Ogden Lindsley's celeration fan. As in 1993, three overheads were used. 

After reading this article and viewing the sample Chart. tear the page from the Journa l  and destroy. leaving only a 
few bits and pieces to trace. 

Dr. Stephen Graf is a Professor of Psychology at Youngstown University. Youngstown. OH 4 5 S .  Dr. Malcolm Nrely 
retired from !he Washington State Public School System in 1993. 
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Source: Worldwatch Institute 
Worldwalch Dalabase Disk 1996 SUCCESSIVE CALENDAR YEARS 
Charted by: Steve Gral, Standard Celeration Society 
Chart Proqram: StatViewciD 4.5 
ele era ti on- an is a trade mark of Ogden Lindsley 
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An outline of 
Our 20th and 
21st century 
challenges 

20th century 
discoveries 

Do Times Two, Then Go for Four, Or More: 
Precision Teaching Aims for the 21st Century. 

Ogden R. Lindsley 

Here follows a brief historical outline of our major 20th century discoveries 
and the even more exciting challenges facing us in the first part of the 2 1st 
century. We have the knowledge, the energy and the tools to accomplish 
amazing progress in learning in the next 25 years. 

We are poised on the threshold of amazing progress. Our knowledge, skills, 
position and timing are excellent ... LET'S GO! 

We started with rate of response and "pinpoint, record, and consequate," which 
Nancy Johnson put to music in 1967. 

We proved all behaviors multiply with the Behavior Bank. 

We proved corrects and errors, positive and negative feelings, and feelings and 
their related behaviors accelerate and decelerate independently. This required 
counting and charting accelerate/decelerate pairs from then on. 

We designed and tested in practice a full line of daily, weekly, monthly, and 
yearly Standard Celeration Charts, covering weekly, monthly, 6 monthly, and 5 
yearly celerations. 

We developed a system of plain English words to describe changes in 
frequencies and celeration, along with graphical descriptive and interpretive 
statistics. 

We developed practical, inexpensive classroom Precision Teaching and saw i t  
multiply and then be ignored by the educational establishment. 

We established private schools (Ben Bronz Academy, and Morningside 
Academy) and private learning centers (Quinte Learning Center, Haughton 
Learning Center, and Cache Valley Learning Center) beyond the reach of 
public school control. 

We joined with our brethren in Direct Instruction and combined our effective 
educational procedures. 

We built and grew to understand fluency, and its producers, blockers and 
products. 

One of our popular workshop songs was "Are you charting," written by Hank 
Pennypacker in 1975 to the tune of Frere Jacques. 

Our slogans were "The child knows best," and "Care enough to chart!" 

Keynote Address. International Recision Teaching and Celcration Conference. 
Seattle. W X  - 10 October 1996 

1 1  



Sprints 1974 Eric Haughton and Mary Kovacs used 30 and then 15 second practice 
sessions working with Dominick at St. Catherine's Developmental Center, 
Hamilton, Ontano. 

1979 Harold Kunzelmann and Carl Koenig used 15 second practice and 20 
second screening for referral of preschool and kindergarten children in REFER. 

1990 10 second sprints ( 8 to 10 per day) used for establishing new skills at 
Morningside Academy by Kent Johnson, HoIIind Kevo, and James Peters. 

Performance 200 per min t fluent(frequency)
ladder 

2 dimensions: Multiply
20 per min scalenumber I 

per minute slow x 
2 per min 
0 per min none 

The performance (frequency) ladder has one direction with fluency at its top. 
It has 2 dimension and is on a multiply scale. 

Celeration fans 1938 The diagram calibrating the slope of cumulative records was called 
"coordinates" by Skinner, and by Ferster and Skinner 1957. 

1953 to 1993 1 called them "grids" and put them on my cumulative records. 

1993 Irenamed them "fans" and put them on journal published Standard 
Celeration Charts (Lindsley, 1996). 

1996 Behavior Research Company first put celeration fans on paper SCCs. 
The fans are a trademark of Ogden R. Lindsley. 

It has taken us decades to directly use, describe, and be comfortable with our 
unique product - celeration. No one else has it. 

Keynote Address. Inremationd Precision Teaching and Celeration Confercnce. 
Seattle. WA - 10 Ocmbcr 1996 



Learning 
(celeration) 
fan 

3 dimensions: Power 

number scale 
per minute 

per week 

The learning (celeration) fan has two directions. Celeration has 3 dimeinsions 
and is on a power (times self) scale. 

An agile person will be able to change direction - learning new skills and 
unlearning old skills rapidly adjusting to the more and more rapid information 
age changes. 

Weekly 1972 Lindsley describes the celention aim star. The arms of the star were 
celera tion tipped at the celeration aim angle . (Frequency aim star had horizontal arms). 
aims 

1975 x1.25 Kathleen Liberty took middle aim from 600 projects. 
(53% greater than x 1.25 and 66% less than x 1.25. 

1976 x1.25 White and Haring suggested 6 different celeration aim methods. 
1. Set aim date and aim rate. 
2. Catch up slope to join peers. 
3. Child can do 75% of the time from prior celerations. 
4. Similar movement, similar slope. best can do for similar movement. 
5. Teacher can do slope for amount of progess that teacher can provide for. 
6. x 1.25 Standard Celeration taken from Kathleen Liberty's median. 

1979 x1.9 t.2.5 Marilyn Chapel leapt her class of 15 second ,pders from add 
to multiply facts without instruction and accomplished x2 celerations. Ever 
since then I urged precision teachers to set x2 high celeration aims. 

1984 x2 slopes on gold and silver rings made and dismbuted by Eric Haughton 
but he did not demand x2 aims from his students and teachers. 

1991 x2 per week aims for all daily practice at Morningside Academy. 

Keynote Address. international Recision Teaching and Celeration Conference. 
Seattle. WA - 10 Oclober 1996 

1 3  



Daily sprint 
celeration 
aims 

The 
Morningside
curriculum 

21st century 
challenges 

1992 (Summer) x2 aims set for ten sprints within one day at Morningside 
Academy by Kent Johnson, Hollind Kevo, and James Peters. 

1992 (Fall and Spring, 1993) x2 per day aims for sprints and x2 per week aims 
for daily practice repeated with success at Malcolm X College by Joe Layng, 
Angela Boone, and Huben Dure. 

The power of the Morningside cumculum is attributed to its fluency 
generating. No doubt this is important, but I feel that Morningside's real power 
is that it is the first program to set and demand realistically high celeration (x2) 
aims for both repeated 10 second sprints on one day and weekly x2 aims for 
one minute daily practice sessions. 

In published articles, the effect and the need for these celeration aims is not 
mentioned. The whole effect is atmbuted to fluency with no mention of 
Morninside's even more powerful and unique use of distinguished (x2) daily 
and weekly celeration aims (Johnson and Layng, 1992). 

We will build and grow to understand agility, and its producers, blockers and 
products. 

We will focus on and add knowledge and experience of celeration. 
Just as we learned the products of aming at high fluency, 
we will learn the benefits of aiming at high agility. 

If we build tool skills at higher accelerations (agility), will we get super high 
deceleration's (degility) for future tasks? 

What are the practical limits to celeration? Will there be different limits for 
different channels? Is it possible that the hear-say channel, which tends to be 
our most fluent channel, prove to be our most agile channel as well? 

Just as we got fluency generativity from building component tool skills to high 
frequency, will we get agility generativity from building component tool skills 
at high celerations? 

Our large scale applications at Morningside, Malcolm X, Chicago Public 
Schools, Haughton Learning Center, Cache Valley Learning Center, and Ben 
Bronz Academy provide unique opportunities to examine what Harry Harlow 
called "Learning to Learn" fifty years ago. Harlow tried to study it using 
percent of aials correct as his measure. We have the advantage of having 
learning in 3 dimensions - number per minute per week, and of having learning 
to learn in 4 dimensions - number per minute per week per year. 

A popular workshop song will be "We all promise, we will do times two!" 

And our slogan will be "Do times two, then go for four, or more!" 

Thank you for joining me in this ,grand adventure! 

Keynote Address. International Recision Teaching and Celcrstion Conference. 
Seattle. WA - 10 October 1996 
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Pinpoint, 
Record, and 
Consequa te! 
1967 

Are You 
Charting? 
1973 

We shall not be 
moved 
1920s 

Precision Teaching Classics Sung By The Audience 

At the designated points in the previous outline I led the audience in choral 
singing of the following three Precision Teaching songs. The words were 
typed in large 42 point type on overhead transparencies and pointed to in 
rhythm to lead the singing. 

The first two songs represent two of the different stages in the evolution of 
Precision Teaching. The third song presents our future challenge in the first 
quarter of the 21st century. 

Words and music by Nancy Julia Ann Johnson, for Precision Teaching 
Workshops, Kansas City Missouri. 

Pinpoint, Record, and Consequate. 

Be specific, get that rate, 

Aim at the target, then consequate! 

Pinpoint, Record, and Consequate! 

Words by Henry S. Pennypacker sung to the folk tune of Frere Jacques, for 
Precision Teaching of Florida workshops. 

Are you charting? Are you charting? 
Yes we are! Yes we are! 

Chart a little movement. Look at the improvement! 
Every day, In every way. 

Are you changing? Are you changing? 
Yes I am! Yes I am! 

Changing my procedures. Helping little creatures, 
Learn to grow. See them grow! 

Are we teaching? Are we teaching? 
Yes we are! Yes we are! 

Teaching with Precision, making each decision, 
with our charts. From our hearts! 

From our hearts! 

This classic union song was sung on picket lines in the smke-torn 1920s. 

We shall not - we shall not be moved. 
We shall not - we shall not be moved. 
Just like a tree that's standing by the water, 

we shall not be moved! 

Keynote Address. International Recision Teaching and Celcrstion Conference. 
Seattle. WA - 10 October 1996 
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We Will Do Words by Ogden R. Lindsley to classic union picket-line tune of "We shall not 
Times Two! be moved," for International Precision Teaching and Celeration Conference, 
1996 Seattle WA. 

We all promise - we will do times two. 
We all promise - we will do times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Kent is our designer - we will do times two. 
Kent is our designer - we will do times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Og's our chart inventor - we will do  times two. 
Og's our chart inventor - we will do  times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Joe's our program builder - we will d o  times two. 
Joe's our program builder - we will d o  times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Hollind is our trainer - we will do times two. 
Hollind is our trainer - we will do times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Jim is our developer - we will do times two. 
Jim is our developer - we will do times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Huby is our trainer - we will do times two. 
Huby is our miner - we will do times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Angela's our developer - we will do times two. 
Angela's our developer - we will do  times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Black and white together - we will d o  times two. 
Black and white together - we will d o  times two. 
Just like our friends at Morningside and Malcolm, 

We will do times two! 

Keynote Address. International Recision Teaching and Cclaa~ionConference. 
Seanle. WA - 10 Ocrober 1996 

1 7  
Dr. Ogdrn  R. Lindsley is Founder of Precision Teaching a n d  Professor  Emeri tus  a t  the University of Kan-
sas, Lawrence. KS 66043. Dr. Lindsley was the first to app ly  Skinner ' s  pr inciples  t o  humans. 



JOURNAL OFPRECISION TEACHING AND CELERATION 1996, XW. 18 - 34 I W I B E R  I (FALL) 

Immediate Retelling of Current Events from Channel One by 
Students with Developmental Disabilities and Its Effect on 

Their Delayed Retelling 

Sheila K. Ritseman, Paul R. Malanga, Randy L. Seevers, 
and John 0.Cooper 

A multiple baseline across participants design was used to analyze the effects of immediate retelling on the retention of in- 
formation from Channel One News Broadcasts. Six high school students with developmental disabilities watched the twelve- 
minute p r o , ~  each school morning and either retold for one-minute into a tape recorder in the afternoon. or retold for one 
minute both immediately after the broadcast and again in the afternoon. In addition, the study investigated the effect of self- 
managed retelling compared with the results obtained with immediate retelling. During self-managed retells, students watched 
the broadcast as before. but instead of immediately retelling into a tape recor&r. they retold to themselves for one-minute ei- 
ther on paper (thinldwrite) or in their thoughts. Results indicate that students with developmental disabilities can increse 
their retention and can learn a method for self-managing their retention skills. They generally enjoyed learning about current 
events and using the immediate retelling method. Further, the immediate retelling method was correlated with an increased 
number of points retold in a delayed retelling for each of the 6 students and decreasing the number of incorrect points of in- 
formation retold. 

Many teachers, parents, and school adminisua- 
tors believe that instruction should prepare stu-
dents for success in the job market or higher edu- 
cation, primarily by improving the academic and 
vocational skill levels of students. Accordingly, 
teachers should not simply present information; 
they should help students acquire and understand 
effective repertoires. Students learn in many 
ways, but the instructional variable of active stu- 
dent response frequently correlates with students' 
improved academic accomplishment. 

Beginning in the late 1970's. some educational 
researchers started focusing more on student re- 
sponse outcomes than on instructional processes 
as effectors to learning. These researchers dem- 
onstrated the relationship between active student 
response and academic achievement. The term 
active student response refers to an observable 
response made by the student to an instructional 
antecedent (Heward, 1994). The number of re-
sponses made within a certain period of time 
measures how much active student responding 
occurred. Heward (1994) described four reasons 
for incorporting active student response into an 
instructional lesson. First, active student re-

sponse provides the teacher with information re- 
garding student participation during a lesson. 
The teacher considers the number ot responses 
made by the student, rather than how long the 
student attends to a lesson. Second, active stu- 
dent response provides students with many op- 
portunities for practicing-the target skills, result- 
ing in increased academc achievement. Third, 
teachers continuously evaluate their teaching and 
the students' learning during the lesson, instead 
of waiting until its completion. Teachers receive 
immediate feedback on student understanding by 
listening to or seeing the students' responses and 
adapt instruction as needed. Fourth, active stu- 
dent response correlates with increased on-task 
behavior. Heward (1994) differentiates between 
active student response from most definitions of 
on-task. Typically, a student on-task gives the 
appearance of paying attention and likely fol- 
lowing the lesson, but may not make active re- 
sponses to instructional stimuli. Conversely, ac- 
tive student response provides the students an 
opportunity to respond, which concurrently usu- 
ally improves student on-task characteristics. 



Active student responding takes many different 
response forms. For example, when teachers 
use response cards as a technique for increasing 
active student response, all students respond by 
holding up a sign or card in unison. Teachers 
use the student displays for determining which 
students need more instruction from those who 
do not. Response cards, as opposed to the 
common hand-raising method, not only increase 
the frequency of responding of students, but also 
may improve their retention of the content as 
shown by better quiz scores (Narayan, Heward, 
Gardner, Courson, & Ornness, 1990). 

Another example called choral responding evokes 
oral group responding to a teacher-presented 
question. Sterling (1991) showed that with cho- 
ral responding,. students responded with aca-
demic answers mstead of simply listening to the 
teacher. Furthermore. the students recalled more 
health facts after being taught with choral re-
sponding than they did with on-task instruction. 

One other example of active student response in- 
volves immediate retelling, as we used in the pre- 
sent study. Few researchers have investigated 
this technique (Brown, Dunne, & Cooper, in 
press), but some teachers report effectively using 
it in practice. Immediate retelling provides stu- 
dents with an active student response by arrang- 
ing repetition of the material and engaging stu- 
dents in the lesson as soon after instruction as 
possible, orally or written. In their study using 
immediate retelling, Brown, Dunne, and Cooper 
(in press) reported that 9 out of 10 students im- 
proved their correct delayed retells (retention) and 
decreased their incorrect delayed retells by the 
use of immediate retells and repeated listening. 

Active student response appears compatible with 
multiple modes of instructional presentation, 
even with an instructional mode such as Channel 
One. In 1989, Chris Whittle began offering a 
product to schools addressing common public 
school concerns of limited budgets (Winter, 
1995, January). Whittle provides free use of a 
satellite dish, video recorders, and televisions to 
each school agreeing to classroom broadcasts of 
Channel One, a 12-minute daily news program. 
Channel One features current events and adoles- 
cent issues written for middle and high school 
students. 

Little research exists concerning the educational 
value of Channel One, and the available reports 
give mixed results (Johnston & Brzezinski, 
1994; Tiene, 1993). Empirically validating the 
overall effectiveness of Channel One, especially 
with developmentally disabled youth, captures 
the need for further research with Channel One. 

We found no studies in the existing Channel One 
literature where students with developmental dis- 
abilities served as participants. These students 
may benefit from learning about current events 
because of their deficiencies in general knowl- 
edge and social adaptive behavior The exposure 
to current issues, places, and people in the world 
around them may facilitate normalized and so- 
cially significant conversations with others. 
Further, presenting material in multiple formats 
may facilitate retention. Many students with de- 
velopmental disabilities experience difficulty with 
retention. 

Many instructional techniques correlate with im-
proved retention of acquired knowledge and 
skills, such as active student responding (e.g., 
Test, Cooke, Heward & Heron, 1983) and flu- 
ency building (i.e., speed plus accuracy and 
quality) (Binder, 1993). Immediate retelling as 
an instructional technique encourages active stu- 
dent responding and fluency building. With im- 
mediate retelling, students retell as much infor- 
mation as they can during a short counting period 
(e-g.! 30 seconds. 60 seconds) immediately after 
reading a text or hearing a presentation. 

In an effort to extend the present body of litera- 
ture on academic retention, self-management, and 
the limited research on active student responding 
with students with developmental disabilities 
(e.g., Barbetta, Heron, & Heward, 1993; Cuvo, 
Ashley, Marso, Bingju, & Fry, 1995; Dugan, 
Karnps, Leonard, Watkins, Rheinberger, & 
Stackhaus, 1995). we examined the effects of 
immediate retelling on the retention of informa- 
tion by students with developmental disabilities. 
Specifically, we compared our students' delayed 
number of correct and incorrect current events 
informational points (i.e., retention) retold per 
minute from Channel One broadcasts, during 
conditions with and without immediate retellings. 
Finally, we studied the effect of students' self- 
managed, immediate retells on the maintenance of 
instructional effects obtained from audio-taping 
their immediate retelling for the teacher. 



We considered the following questions: (a) What 
effect will immediate r e t e h g  of current events 
information have on students' retention of correct 
and incorrect informational points retold during a 
delayed retelling? (b) What effects will self- 
managed immediate retelling have on informa-
tional points retold during delayed retelling? (d) 
Will student opinions concerning current events 
instruction and using immediate retelling change 
at the end of our research? 

METHOD 

Participants

Six high school students from a self-contained 
classroom for students with developmental dis- 
abilities served as participants. The 6 students, 2 
female and 4 male students, ranged in age from 

Table 1 

Partici~nnrInformation 

Pmicipmt Gender Grade Age 

15 to 19 years, and were enrolled in grades 10 to 
12. They may or may not have been main- 
streamed into one of the following: study hall, 
lunch, physical education, choir, Drawing I, 
General Science, Lntegrated Math, Civics, Con- 
struction, Home Care, Typing 11, and a resource 
room Algebra class for students with learning 
disabilities. 

These students were selected because they were 
in the first author's (hereafter referred to as 
teacher) first period English class when they 
watched the Channel One broadcast every morn- 
ing. All but one student regularly attended a sev-
enth period Life Skills class, during which the 
students taped their delayed retellings. Table 1 
presents specific individual panicipant informa- 
tion. 

Adaptive 

SES IQ" Behavior 

Y rs./Mos. Compositeb 

1 F 11 18-8 LOW 7 1 68 +7 

2 F 12 19-9 middle 76 70 +7 

3 M 12 18-9 Low 73 53 +7 

4 A4 10 17-6 Middle 72 66 +7 

5 M 10 16- 10 Middle 7 1 65 +S 

6 M 10 17-3 Middle 72 47 +S 

%UII Scale Intelligence Quotient. WAIS-R used for the scores of participants I - 3 and WISC-I11 used for participants 4 - 6. 

b~ompositescore from the Vineland Adaptive Behavior Scale. The composite combines communication. daily living. ad 
socialization. 
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to Setting, Materials, and Media 
n- The setting was a first-floor classroom for stu- 
11. dents with developmental disabilities measuring 
I, approximately 9.3 m by 6.2 m. There were nine 
n- desks arranged in three rows in the middle of the 
ce room. These desks faced the east wall that con- 
ng tained a large chalkboard with two smaller bulle- 

tin boards on each side. A television was affixed 
to the wall to the students' left, 2 m from the 

re floor. Audio-tape recorders were arranged in 
as stations around the periphery of the room. Two 
=Y audio-tape recorders were located on the waist 
n- high counter which ran the length of the north 
v- wall. A third audio-tape recorder was placed on 
he the kitchenette counter along the west wall. Also 

on the west wall was the door to the hallway. 
la- The fourth audio-tape recorder was located on a 

table along the south wall. The final two audio- 
tape recorders were placed along the east wall, 
one at a computer table and one on a desk. The 
teacher's desk was located near the desk holding 
the sixth audio-tape recorder. Two small win- 
dows faced each other on the east end of the 
north and south walls. The room also contained a 
bathroom in the southwest comer of the room. 

A 16-inch Magnavox television was permanently 
mounted to the wall, and angled downwards for 
easy viewing. Each morning, the media center 
specialist broadcasted Channel One to the class- 
room. Channel One is a 12-minute news pro-
gram designed for students in grades 6 through 
11 and produced by Channel One Comrnunica- 
tions. Early each morning, the program was 
transmitted to the satellite at the high school and 
recorded on one of two video cassette recorders 
in the media center. The program was then re- 
transmitted to each of the networked televisions 
in the classrooms around the school. The televi- 
sion was automatically turned on, and the pro- 
gram began. Volume was controlled with the 
buttons on the television, and the power button 
on the television allowed the broadcast to be 
turned off at any time. At the end of the broad- 
cast, the television automatically turned off. 

Six audio-tape recorders were used during the 
study by the students to tape their one-minute re- 
telling~ and by the teacher to listen to the retel- 
lings while counting retells. Three of the audio- 
tape recorders were Bell and Howell recorders, 
model number 3 19 1A. The other three were 
EIKI audio-tape recorders with model number 

5090A. Each student had a sixty-rninute Maxell 
brand Communicator Series audio-cassette tape 
with name and student number clearly displayed 
on the tape's label. A second set of six identical 
tapes was accessible in case of the teacher's or 
observer's unavailability to score the first set in 
time for the next day. The teacher used a stop- 
watch to accurately signal the start and end of the 
one-rninute retelling hme. The teacher also used 
data collection sheets to record daily behavior 
counts and Standard Celention Charts 
(Pennypacker, Koenig, & Lindsley, 1972) to 
chart student progress. 

Definition and Measurement of Retelling 
The number of correct and incorrect informa- 
tional points of current events retold by students 
in one-rninute as a delayed retell, five hours after 
a 12-minute Channel One broadcast were 
counted. Correct informational points consisted 
of accurate details from that morning's broadcast. 
A point was counted as correct when the student 
used the correct pronunciation of it, or when the 
pronunciation was close enough in approxima- 
tion that the teacher understood the informational 
point. Understood pronunciations of the fol- 
lowing parts of speech counted as correct infor- 
mational points: (a) proper nouns--people's 
first and last names; titles: names of cities, coun- 
tries, continents; (b) names of buildings, rivers. 
lakes, oceans; names of organizations or compa- 
nies; titles of books, newspapers. magazines; 
days of the week, months, holidays (e.8.. 
President, Bill, Clinton, Paris, France, Whlte 
House, Pacific Ocean, United Nations, War and 
Peace, Labor Day); (c) common nouns--
objects, general places, concepts (e-g.. book, 
grocery store, wealth); (d) adjectives and ad-  
verbs--modifiers used in the broadcast. modifi- 
ers not used in the broadcast but synonymous 
with those used, modifiers not stated but student 
generated to describe video shown in the broad- 
cast (e.g., blue, five, large, huge, outside, 
slowly); (e) verbs--actions performed by some- 
one or something, linking verbs with the correct 
complement (e.g., repaired, appointed, may be- 
come president, was healthy); and, (f) preposi-
tions--only used with the correct object as part 
of a prepositional phrase (e-g., in the water, off 
the committee). 



Informational points were counted as incorrect as 
follows: (a) words said that the teacher could not 
understand (e.g., "He lives in Calabash, Ohio." 
Calabash would count as 1 incorrect - should be 
Columbus); (b) inaccurate retelling of informa- 
tional points (e.g., "There was an earthquake in 
Peru." Peru would count as 1 incorrect - should 
be Columbia); (c) information from commercials 
(e.g., "Charles Barkley dunked the ball on the 
shoe commercial." One sentence about a com- 
mercial would count as 1 incorrect); (d) informa- 
tion from old broadcasts (e-g., Informational 
points not reported in that day's broadcast would 
count as 1 incorrect for each sentence corre-
sponding to an old broadcast or 1 incorrect for 
each incorrect informational point included in a 
sentence with corrects); (e) information from 
other news sources (e.5.. Informational points 
from newspaper, magame, and network news 
not on the Channel One broadcast would count as 
1 incorrect for each sentence completely from 
other news sources or 1 incorrect for each single 
informational point from another source included 
in a sentence with corrects); (f) information about 
the newscasters or about non-news conversations 
between news stories (e.g., "The newscaster 
wore a t-shirt that a school m Los Angeles sent." 
One sentence about a newscaster or non-news 
conversation would count as 1 incorrect); and, 
(g) opinion phrases about the broadcast (e.g., "I 
think", "I did not like"). 

Not all information given by the students was 
counted as either correct or incorrect. The fol- 
lowing words used were not counted: conjunc- 
tions (e.g:, and, or), pronouns (e.g., he, she. 
it), interjections (e.g., yea, oh), art icles 
(e.g., a, an, the), repetitions of previously 
counted corrects (e.g., the name of a person used 
more than once when retelling a news story 
would count as correct the first time and not 
counted on subsequent times), and nouns,  
verbs, or modifiers with no essential informa- 
tion (e.g., "They went to this one place."). 

During the daily broadcast of Channel One, the 
teacher wrote important facts and key phrases 
from the broadcast on a teacher-developed data 
collection sheet. Six copies were made of this 
data collection sheet, one for each student's re-
telling. The teacher then listened to the audio- 
taped one-minute retelling of each student and re- 
corded correct and incorrect responses by writing 
each counted informational unit at the bottom 

portion of the data collection sheet. Each infor- 
mational point to be counted, as defined earlier, 
was written under the corresponding column for 
correct or incorrect informational points. 

Interobserver Agreement of Measure-
ment 
Because "observer drift" could relate to potential 
confounds in this study, interobserver agreement 
measures were taken. An independent observer 
trained to assess the believability of the teacher's 
measurement of the dependent variable assisted. 
The teacher explained h e  purpose of the study, 
the definition of the correct and incorrect infor- 
mational points, the procedures for listenins to 
and scoring the audio-taped retellings, and the 
use of the data collection sheets to the independ- 
ent observer. The teacher and independent ob- 
server practiced scoring using the one-minute re- 
telling~ the students recorded as tool skill prac- 
tice. The teacher and observer compared correct 
and incorrect responses after independently 
scoring an audio-tape. If 100% agreement was 
not reached on the first comparison, the observer 
and teacher again listened to that audio-tape until 
100% agreement was reached. Practice contin- 
ued on additional audio-tapes until the teacher 
and observer reached 90% agreement or hisher 
on three consecutive audio-tapes. 

During the study, the observer randomly chose 
three of the six students' audio-tapes to score in 
three day intervals. The teacher made copies of 
the unmarked data collection sheets for the ob- 
server and to assure independence of observa- 
tion, the observer listened to the audio-tapes at a 
different time and in a different setting than the 
teacher. For each retelling scored by the ob- 
server, the observer's data were compared to the 
teacher's and interobserver agreement was cal- 
culated. The percentage of agtement was com- 
puted by dividing agreed upon informational 
points by the ageements plus the disageements, 
and multiplying by 100. Interobserver agreement 
is reported as an ovedl middle agreement, the 
high and low points in the spread of agreement 
overall, and a mean agreement for each student. 

The teacher and observer's overall middle agree- 
ment was 88 percent, with a spread from 71 to 
100 percent agreement. The mean interobserver 
agreement for individual students spread from a 



low of 81 percent for Participant 3 to a high of 94 
percent for Participant 5. 

Experimental Design and Procedures 
We used four conditions--Channel One broad- 
cast, Channel One broadcast with immediate re- 
telling, Channel One broadcast with cues and 
immediate retelling, and Channel One broadcast 
with a self-managed immediate retelling--in a 
multiple baseline experimental design (Cooper, 
Heron, & Heward, 1987) to analyze the effects 
of the immediate retelling on the retention of cur- 
rent events informational points. We manipu- 
lated the condition across students where there 
were three baselines of two students each. All 
students began baseline condition (delayed re-
telling without immediate retelling) at the same 
time. The first two students moved to the second 
condition after a minimum of five data points, or 
whenever they reached steady state responding, 
whichever occurred first. When a treatment ef- 
fect began with the first two students, the treat- 
ment began for the second baseline of students. 
Procedures were the same for the third baseline 
of two students. 

A sequential-withdrawal design (Rusch & 
Kazdin, 1981) programed for mantenance. The 
sequential-withdrawal design consists of sequen- 
tially withdrawing different components of the 
treatment in successive experimental phases fol- 
lowing a noticed treatment effect. For this study, 
when a treatment effect was shown, treatment 
components were withdrawn in this order: 
audio-taped immediate retelling, instruction for 
self-managed retelling, and self-management cue 
cards. This sequent~al-withdrawal design pro- 
grammed for maintenance by increasmg the 
probability of maintaining the treatment effect 
shown by the immediate retelling, even after all 
cues and contingencies were removed. 

Before the study, the 
teacher and students discussed that they watch 
news broadcasts to (a) learn about current events 
and the world around them and, (b)that knowing 
current events will give them access to conversa- 
tions in school, home, leisure, and work set-
tings. 

Throughout the study, one-minute retellings of 
remembered informational points of current 
events retold by the students were taped on 

-. 


audio-cassette tapes for later assessment by the 
teacher. Each morning at 7:30 a.m., at the be- 
ginning of the school's first period class, the 
teacher instructed the students to complete their 
preparations for the day and sit at their desks. As 
soon-as the television was turned on for the be- 
'ginning of the Channel One broadcast, the 
teacher said, "Please, quiet down and listen care- 
fully to today's Channel One. Later you will 
each be asked to recall all that you remember 
from today's program." During the broadcast, 
the teacher prompted the students as needed to 
refrain from speaking during the news sections 
of the broadcast by saying such things as, 
"Please, no talking", "Quiet down, so others can 
hear", or "Please, save your comments for your 
retelling later." Students could quietly talk dur- 
ing the commercials. The teacher answered, but 
did not solicit, students' questions about the pre- 
ceding program after the broadcast. The teacher 
used questions like who, where, when, what, 
and why to help lead students to an answer to 
their questions. Throughout the watching of 
Channel One and the taping of their retells. the 
teacher gave intermittent prase comments to the 
students such as, "Nice listening", "Thank you 
for paying such close attention", or "Good par- 
ticipation on the retells." 

Developing tool skills The teacher had students 
practice the steps they would later need to per- 
form before the study began by assigning an 
audio-tape recorder station to each of the students 
and instructing them to always tape their retel- 
lings at that station. Students practiced the fol- 
lowing procedures to assure their understanding 
of how to record their retellings correctly: 

1. Students sat at their respective 
stations and followed directions 
of the teacher. 
2. The teacher had students prac- 
tice putting the audio-cassette tape 
in the recorder and taking it out. 
3. Students practiced finding and 
pressing record and play buttons 
simultaneously and the stop-eject 
button. 
4. Students were inswcted to 
leave the volume indicator at the 
pre-set level. 

On two consecutive days, students watched a 12- 
minute pre-taped portion of network news. 



Commercials during this broadcast were also 
watched to match the Channel One format. Pro-
cedures for watching the broadcast followed 
those mentioned previously. Students then went 
to their stations and practiced a one-minute retell 
of information remembered from the broadcasts. 
Feedback on content, speed, number of informa- 
tional points retold, correct and incorrect re-
sponses was given to each student. 

Channel One broadcast. At 12:45 p.m. each day, 
five hours after Channel One. students were 
asked to record a one-minute &telling of that 
morning's broadcast. (Occasionally, due to 
schedulmg difficulties, one of the students re- 
corded delayed retell at 10:45 a.m. three hours 
after Channel One.) The teacher instructed the 
students to go to their assigned audio-tape station 
and wait for further instructions. When each 
student was ready, the teacher said, "You are 
going to have one minute to tell as many infor- 
mational points as you can remember from this 
morning's Channel One broadcast. When I say 
'record', press the record and play buttons. 
When I say 'date', state today's date and that it 
is seventh period. When I say 'begin', you may 
begin to retell." The teacher used a stopwatch to 
time the one-minute period starting with 'begin' 
and said, "Time. Please press stop on your 
audio-tape players." at the end of the one-minute. 

Channel One broadcast with a one-minute imme- 
diate retellino,. During the intervention condition 
of the study, students retold for one minute im-
mediately following the Channel One broadcast at 
approximately 7:47 a.m. Procedures were the 
same as for the delayed retelling explained above, 
except that students were instructed to state that it 
was frrst period, not seventh period. Students 
also did a one-minute retelling, as described 
above, during seventh period. 

Channel One broadcast with cues and a one-
finute immediate retellino,. During this condition 
of the study, students were given a cue for each 
story from that day's broadcast as a reminder of 
how many different stories there were and what 
they were about. The cues were either one or 
two words and were intended as a reminder to 
the students to think about telling as much as they 
could from the entire broadcast. The teacher ei- 
ther showed the cues to the students written on a 
hand-held index card, or wrote the cues on the 
chalkboard, depending upon whether everyone 

was in this condition or only some of the stu- 
dents. Procedures were the same as for the de- 
layed retelling with an immediate retelling condi- 
tion with the addition of the teacher, either 
showing or reading from the chalkboard the cues 
for that day. 

mediate retelling 

Teacher instruction for self-management. 
At the beginning of the self-management condi- 
tion of the study, the teacher explained that, as 
preparation for the afternoon delayed retell, stu- 
dents would lean a new way of immediate re- 
telling. Students now knew how to retell, and 
this new method was a way of having students 
be responsible for using the method best to keep 
ideas in their memory. The teacher demonstrated 
and explained two methods for students to use 
when retelling to themselves: retell to oneself or 
retell on paper. With both methods, the students 
could choose to use or not to use a self-
management card that served as an outline for re- 
viewing a news story using the five W's of 
questioning (i-e., Who, What, When, Where, 
Why1. 

The teacher displayed a sample self-management 
card on the overhead projector and explaned to 
the students what type of information would fit 
under each of the categories. Next, the teacher 
demonstrated the card's use with a newspaper 
article. The teacher read aloud the article to stu- 
dents and then. answering each question on the 
card, generated possible informational points 
from the story. Students were also asked to add 
any additional informational points they remem- 
bered from the story and what category under 
which they would belong. 

The teacher then introduced the methods of retell 
in one's head and retell on paper. The teacher 
explained how each method followed the steps 
they just did together with the card, but that it 
would not be done out loud or with another per- 
son. Neither method was favored over the other 
by the teacher. The teacher also explained that 
students would still be timed for one minute 
when doing this method of retelling. 

Self-manaoement. During the self-
management condition of the study, procedures 
for mewing Channel One were the same as de 



scribed in the general procedures section. m e -
diately following the broadcast, students were 
asked to get thelr self-management cards and a 
piece of paper if they chose to do a retell on pa- 
per. Once all the students were ready, the teacher 
said, "You are going to have one minute to retell 
to yourself as fast as you can all that you can re- 
member from this morning's Channel One. 
When I say begin, start reviewing in your mind 
or writing on paper." The teacher again used a 
stopwatch to time the one-minute period and 
said, "Time. Please stop your retelling" at the 
end of the one-minute. The teacher received no 
record of the immediate retelling. Procedures for 
the delayed retelling were the same as described 
earlier. 

procedural Intecritv. To assess the like- 
lihood that the procedures were applied as 
planned and described (Billinsley, White, & 
Munson, 1980), four independent observers on 
alternate days used a checklist of steps in the pro- 
cedures to provide a measure of procedural integ- 
rity. The teacher made the checklist which in- 
cluded each specific step as explained in the pro- 
cedures section. An observer either listened to an 
audio-taped recording of the entire session (from 
the beginning of the Channel One broadcast to 
the end of the one-minute retellings) or observed 
in the classroom during the actual intervention at 
least once every three days. We calculated pro- 
cedural integrity by dividing the number of steps 
checked as completed by the total number of 
steps on the checklist. If discrepancies arose 
between the checklist and the observed proce- 
dures, the observer discussed them with the 
teacher, and they verbally practiced a sample in- 
tervention with the observer acting as a partici- 
pant. The observers found that the teacher fol- 
lowed the specified procedures 99 percent of the 
time during the 16 sessions checked. Total 
agreement was achieved for all  but one session, 
with 92 percent agreement. 

RESULTS AND DISCUSSION 


Standard Celeration Charts display correct and 
incorrect informational points of current events 
retold in one minute as a delayed retelling for 
students 1 through 6. A focus line was used to 
draw the celeration courses shown on the Charts. 
All students consistently retained and retold more 

-
current events from the Channel One Broadcast 
with Cues and Immediate Retelling than during 
other conditions. moreo over, the frequency of 
correct delayed retells during the Cues and Lm-
mediate Retelling had less bounce (variability) 
from session-to-session. Cues and Immediate 
Retelling were functionally related to the irn-
provement of delayed recall. Objectively, these 
changes in delayed recall were large enough to 
warrant attention. Subjectively, the students' re- 
sponse to the immediate retelling indicated they 
knew the immediate retelling helped them to do 
their delayed retelling. Often, they mentioned 
they remembered what Channel One was about 
because they could remember what they said that 
morning. These results support Heward's 
(1994) analysis that active student responding 
enhances learning because of the increased prac- 
tice students receive. Consistency with other re- 
lated research on immediate retelling as an inde- 
pendent variable (Brown, Dunne, & Cooper, in 
press) also suggests the Cues and Immediate 
Retelling package is functionally related to in-
creases in correct delayed retells. 

Results are unclear, however, concerning how 
the addition of the one or two word rermnders 
(i.e., cues) to immediate retelling affected the 
delayed recalls. Researchers report (e.g., Brans- 
ford, Franks, Owings, Vye, & McGraw, 1982; 
Lukose, 1987) that students with developmental 
disabilities seem less able than regular students to 
provide their own organization to incoming in- 
formation and therefore need help in arranging 
information for retention. The four students in 
this study who received the immediate retelling 
condition without the cues made little or no irn-
provement in delayed recall. This lack of student 
improvement evoked use of additional cues. 
Perhaps the addition of cues provided enough of 
a response prompt to occasion consistent re-
sponding. Cues in this case were likened to 
headings in reading text that function to make the 
organization clear to the student as an aid in re- 
tention (Holley, Dansereau, Evans, Collins, 
Brooks, & Larson, 198 1). Further, the cues 
might have influenced the improvement in recall 
because these cues changed the immediate retell- 
ing from a free recall to one of recognition plus 
recall. Students needed to only recognize, not 
come up with the cues, and then the cues perhaps 
triggered the recall of other points of information. 
This interpretation appears consistent with Skin 



ner's definition of the intraverbal operant 
(Skinner, 1957). 

Channel One provided the context and content for 
the retelling. Results further the research already 
done on increasing students' knowledge of cur- 
rent events (Johnston & Brzezinski, 1994; Tiene, 
1993). Teachers and researchers report mixed 
opinions as to whether Channel One by itself 
significantly improves current event knowledge. 
This study suggests that some classroom practice 
procedures can improve any effects that passive 
watching may have. 

Despite the positive results of the immediate re- 
telling method, it is labor intensive for the 
teacher. Classroom teachers can, however, re- 
duce the intensive labor of our method. For ex- 
ample, teachers could arrange partner sharing 
following a presentation where the teacher would 
not have to listen to all student retells; or teachers 
could use reciprocal teaching with immediate re- 
telling. Palinscar and Brown (1984) correlated 
reciprocal teaching with increased comprehension 
and retention. 

The frequency of incorrect delayed information 
points retold by students decelerated from the 
Channel One Broadcast to Channel One Broad- 
cast with a Self-hlanaged Immediate Retelling, 
the final condition. Although students continued 
to make some incorrect responses, they more of- 
ten made no, or only 1 incorrect response per 
minute of retelling. Again, these improvemmits 
can be attributed to incorrect delayed recall to the 
Cues with Immediate Retelling method. Students 
are likely to make some incorrect delayed recalls, 
and an instructional goal of no incorrects would 
probably be difficult to consistently attain. This 
conclusion is consistent with other findings that 
report students with developmental disabilities 
make more errors when remembering and taking 
longer to recall than students without special 
needs (Caruso & Detterman, 1983). 

In their research on Channel One, Johnston and 
Brzezinski (1994) and Tiene (1993) found that 
students who viewed Channel One without dis- 
cussion, quizzes, or other methods to increase 
retention, scored only a little better on test scores 
compared those who did not watch the broadcast. 
Further, the students who watched Channel One 
still incorrectly answered 50% of the test items. 
Rapid pace of presentation, the lack of student 

-
knowledge about the complete background of the 
stories, and the difficulty level of some of the 
content in this story likely contributed to the oc- 
currences of incorrect delayed responses. SN-
dents usually made fewer correct and more incor- 
rect responses when the Channel One broadcast 
had especially difficult topics such as congres- 
sional term limits or the balanced budget amend- 
ment. The difficulty level of some broadcasts 
probably accounted for many occurrences of in- 
correct recalls. 

AU students showed favorable delayed recall of 
information during the Channel One broadcast 
with the Self-Managed Immediate Retelling con- 
dition. Students demonstrated that they could a p  
ply a recall strategy on their own that could be 
used when watchlng news at home. This result 
is an important outcome for students because 
knowledge of current events may increase their 
normalization in society and improve their adap- 
tive behavior. Whether the students transferred 
the self-managed retell is unknown because this 
generality issue was not addressed. It is possi- 
ble, however, that students will use the method. 
O'Sullivan and Pressley (1984) found that their 
participants learned a mnemonic strategy and 
transferred its use to other situations. Clearly, 
the assessment of generality of the self-managed 
immediate retelling represents an important area 
for future research on recall, beyond this assess- 
ment of maintenance which is also a type of gen- 
erality. 

Several limitations are related to subjects, inde-
pendent variables, and the experimental design. 
First, many student absences and school sched- 
uling conflicts often broke up and lessened the 
number of sessions available for data collection. 
Since this study was completed at the end of the 
school year, students had no opportunity to view 
Channel One during spring break, field days, or 
class trips. Partic~pat~onin field days and class 
trips always increase during the last few weeks 
of the academic year in this school. 

Second, Channel One was developed for use 
with middle and high school students. The diffi- 
culty level of some content above was the under- 
standing of most students in this study. Also, 
the amount of information that students recalled 
from difficult broadcasts probably depended on 
the students' understmding of those topics. Stu-
dents' previous knowledge of the content 



presented or their knowledge of the theoretical as 
opposed to concrete nature of the topics was not 
assessed. 

Third, few studies have used immediate retelling 
as an independent variable. Because of this lack 
of research and evidence to support its use, the -eenerality of using retelling as an independent 
variable is still questionable. 

Fourth, although the sequential-withdrawal de- 
sign (Rusch 8: Kazdin, 1981) was used to pro- 
-mfor maintenance, other generality concerns 
were not assessed. For instance: Did the use of 
self-management occur in other settings (e. g . , 
homes) or with other content (e.g., network 
news broadcasts)? 

Finally, delayed retells during the end of the sev- 
enth school period, the class period that provided 
the most distraction to remembering were as-
sessed. Students during this period and the pre- 
ceding period were often involved in enjoyable 
activities such as cooking, shopping, and volun- 
teering that broke up the academic context of the 
school day and perhaps made it difficult to refo- 
cus on academic performances. This limitation, 
however, further argues for the efficacy of irn-
mediate retelling. 

Students completed a questionnaire about Chan- 
nel One before and after this research to evoke 
their opinions about watching and learning from 
Channel One. They did not report a large change 
of opinions, but opinions that changed from the 
before to the after assessment changed in a posi- 
tive direction. Absence of large change in opin- 
ions was probably due to the high rankings the 
students gave on the questionnaire before the 
study. Certain questions did show, however, a 
larger change in opinion than others. For in- 
stance, after the study, more students reported 
talking about what they saw on Channel One 
with both people at home and at school, finding 
the commercials less interesting, and becoming 
increasingly interested in the news content. 

After the study, when students were asked what 
they did not like during the study, they answered 
that (a) they could not remember enough infor- 
mation for the 1-minute assessment, (b) they 
found retelling difficult, and (c) they could not 
talk to their neighbor during Channel One. Four 
students reported that what they did for this study 

would help them in the future. When asked 
why, the students said because they knew how to 
Listen better or that they had practice remember- 
ing. The other 2 students could not think of a 
reason for how it could or could not help them. 
All 6 students reported that they believed they 
remember more from Channel One now than they 
did before the study. 

The method of immediate retelling as an inde-
pendent variable is a novel one. The present 
study sug.gests that retelling as an independent 
variable d ~ d  aid in increasing retention. Behavior 
analysts need to study the effects of retelling on 
retention with other populations, other school 
curricula, and other presentation formats (e.g., 
reading). Further research is needed to determine 
the effectiveness of immediate retelling without 
the addition of cues. 

Some questions still remain after the completion 
of this study that could focus the replications of 
this study or variations of it. What are the long- 
term benefits of using immediate retelling as a 
practice activity with Channel One? Will the stu- 
dents transfer the self-managed retell to home 
situations? W i  the students transfer the self- 
managed retell to other learning situations? 
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*The Effects of Using Direct Instruction Reading and a 
Re-Reading Contingency, Coupled with a Reward and 
Praise Contingency, with a High School Sophomore 

Kelly R. Holz, Stephanie IM.Peck, T. F. iMcLaughlin 
and Sue Stookey 

The purpose of this study was to evaluate the effectiveness of using re-reading as a consequence for failing to d 
passages rapidly using the Direct Instruction approach with Corrective Reading, Skill Applications: Decoding C 
Engelmann. Meyer. Johnson. & Carnine. 1988). The participant was a 16-year-old male. born in California, but 
had lived in Germany for 12 years. He returned to the United States with an extensively tluent vocabulary in the 
German language but had little exposure to the English Language; he was placed in a special reading pro-gam to im- 
prove his English reading skills. He read slowly, made many errors, but had close-to-perfect comprehension. The 
number of words read correctly, the number of errors made during an oral readmg, and the number of times the stu- 
dent had to re-read the passage in order to correctly read the material in 1 min. and 20 sec. was measured. X single-
case design was implemented to examine effectiveness of Direct Instruction. a re-reading contingency, a reward con-
tingency, md praise on the reading fluency of this student. The results indicated that Direct Insuuction. the re-
reading contingency, and the use of praise were effective in improving correct rate. The effect of implementing the 
reward contingency was also discussed. The utility of re-reading, reward system and the praise contingency combined 
with Direct Instruction were discussed. 

Building reading skills at an early age estab- 
lishes the necessary foundation for further 
enrichment in multiple areas of the curricu- 
lum. Reading is an important skill which al-
lows people to broaden their experience while 
exploring the world in which they live. The 
ability to read is crucial, not only for success 
in education, but also for achievement later in 
life. It has been suggested that failing to ac- 
quire reading skills will adversely affect 
one's everyday life and may make it highly 
unlikely that one will enjoy an economically 
and socially successful adult life (Danziger & 
Gottschak, 1995; Hart & Risley, 1995). 

Direct instruction and the application series 
Corrective Reading (Engelmann, Meyer, 
Johnson, Carnine, 1988) is a skill-based 
reading instruction program for students of 
all  ages and levels. The emphasis of this 
program is on the student-teacher interaction, 
which is carefully guided by lessons that are 
sequenced in a logical manner. The two rna-
jor rules of Direct Instruction are to "teach 

more in less time," and to "control the details 
of what happens" (Engelmann et al., 1988). 

According to Darling-Hammond and Snyder 
( l992), teacher behaviors emphasized in 
models of Direct Lnstruction include frequent 
single-answer questions. drill and practice, 
large-group choral responding, and con-
trolled practice. These strategies are integral 
in the prepackaged curriculum, Corrective 
Reading (Engelmann et ai., 1988). Specifi-
cally, Direct Instruction materials, such as 
Corrective Reading use highly sequenced les- 
sons to pace students through the materials in 
a very specific order. By arranging learning 
tasks into a series of small and sequentially 
organized steps, the desired behavior can be 
taught directly and shaped accordingly. 

Direct Insuuction has been demonstrated to 
be an effective method for improving the lit-
eracy of children and adults (Carnine, Silben, 
& Kameenui, 1990). It has been suggested 
that the success of Direct Instruction 



is due to the components of explicit, scripted 
teaching materials. and precise feedback pro- 
cedures to deal with student errors. Moreo-
ver, Direct Instruction provides a precise 
analysis of environmental- behavioral rela- 
tionships that shape learning, analyses of cur- 
ricular areas into logically organized skills. 
and analyses of how these skills can be 
taught most effectively to the student through 
a precise, logical presentation formula. 

Evaluations of Direct-Instruction approaches 
with children who are at-risk for failure in 
reading have been extremely positive 
(Gersten, 1985). The national evaluation of 
Project Follow Through, which was devel-
oped to assist primary-age low income chil- 
dren in their schooling, found that the Direct 
Instruction model had a beneficial effect on 
the achievement of the students who partici- 
pated for a full four years (Carnine, et al., 
1990: Engelmann et al., 1988; Gersten & 
Keating, 1987: Gersten, Keating, & Becker, 
1988). The results revealed that significantly 
more Follow Through students (93.1 %) 
graduated from high school than did com-
parison students (81.7%). 

Although extensive research has been con- 
ducted on the efficacy of Direct Instruction 
with elementary school children at risk for 
school failure and older students with dis-
abilities (Gersten 1985), few studies with 
older children CBlackwell, Stookey, Sr 
McLaughlin, 1996). and children who use 
English as a second language, have been 
conducted. One of a few studies, Blackwell. 
et al. (1995) found that employing Direct In- 
struction procedures could improve the read- 
ing fluency of a high school student. In ad- 
d~t~on.the number of times that the partici- 
pant had to re-read the material to reach his 
goal for fluency was lower when Direct In- 
struction was employed. The purpose of this 
study was to evaluate the effectiveness of 
using rewards and praise with the Direct In- 
struc tion Reading Program, Corrective 
Reading Skill Applications: Decoding D 
(Engelmann et al., l988), on the acquisition 
of reading fluency and accuracy with a high 
school student. The present case study also 
attempted to extend the use of D i t  Instruc- 
tion with students who use English as a sec- 

ond languase. The final purpose was to rep- 
licate the work of Blackwell, et al. (1996). 

Method 

Participant and Setting 
The participant. Gary, was a 16-year-old 
high school male,. born in California. but 
moved to Germany at age 2 years. While he 
was in Germany, German was the primary 
language spoken. The family returned to the 
United States when he was 14 years old. In 
spite of his primary language being English, 
he informed the authors that he "'thought" in 
German. 

Gary was enrolled in general education 
classes but attended a remedial reading class 
to improve his basic reading skills. He had 
no deficits in his academic skills other than 
reading. Gary's reading difficulty appeared 
to be related to his use of German as his pri- 
mary language. Gary reported that he men-
tally translated everything he read from Eng- 
lish to German. It is noteworthy that his oral 
English skills were sufficient enough for him 
to function well socially; however, his read- 
ing speed and accuracy were in need of im-
provement. 

The setting was a special education class- 
room. located in a building adjacent to the 
main high school building. The classroom 
was staffed by a certified special education 
teacher and a part-time teaching assistant. 
The special education teacher volunteered her 
free period to assist and teach high school 
students who encountered problems with 
their academic performance. Students were 
also referred to the program due to their be-
low grade level performance in the basic 
skills. 

Materials 
The materials used during this study were 
Corrective Reading, developed by Engel-
mann, Meyer, Johnson, and Carnine (1988). 
The grade level of materials used in the class- 
room ranged from the third to twelfth grade 
level. At the beginning of the school year, 
Gary began the Direct Instruction progam 



at the beginning of the series. at the third- 
grade reading level, and he progressed 
through Lesson 24. At the time of the inves- 
tigation, Gary was reading Lesson 25, esti- 
mated to be at the sixth grade level. On aver- 
age. one lesson was completed per day. The 
standard for progressing from one lesson to 
another was that Gary was required to read 
from the lesson at a rate of 200+ words cor- 
rect per minute. 

Dependent Variables and Measure- 
ment Procedures 
There were three dependent variables evalu- 
ated: the number of words read correctly, the 
number of re-reads required to read a passage 
in 1 minute. 20 seconds, and the number of 
errors. A word was scored as read correctly 
if Gary pronounced the word exactly as it 
was written in the text. X re-read was de-
fined as reading an entire passage from be- 
ginning to end. An error was defined as a 
word that was mispronounced, omitted, in- 
serted, or a word that was not read in 5 sec-
onds. An error was also recorded if the sub- 
ject requested a delay in timing while reading 
a passage. 

Experimental Design and Conditions 
A single-case alternating treatments design 
was used to assess the effectiveness of the 
independent variables. They were: Direct 
Insuuction. praise. and a reward contin-
gency. Both a Direct Instruction intervention 
and a reward system intervention were im-
plemented separately and in combination to 
identify which intervention produced the best 
performance. If the Direct Instruction inter- 
vention was most successful, it was hypothe-
sized that the student's poor performance was 
the result of a language skills deficit. If the 
combined use of Direct hstruction and the 
reward system was the most effective, it was 
hypothesized that the student's insufficient 
performance was because of the lack of moti- 
vation and skill. 

Direct Instruction (Baseline). Baseline con- 
sisted of giving the participant a practice sheet 
of words that were to appear in a passage that 
the student was to subsequently read. The 
sheet included nine sounds that were intro-
duced at the beginning of each lesson. After 

practicing the sounds and words, the partici- 
pant read the passage. If the student could 
not read the entire passage in 2 minutes. he 
was required to re-read the same passage 
several times out loud until he could read the 
entire passage in 1 minute. 20 seconds or 
less. Baseline data were taken for four ses- 
sions, and each session lasted approximately 
45 minutes. 

Direct Instruction and raise contineencv. 
The first of three interventions implemented 
was the praise contingency. In this condi- 
tion, the instructional procedures used were 
the same as in baseline. However, during 
this condition, the experimenter also provided 
praise, contingent upon the subject's efforts 
to read. Praise included any positive remarks 
made to the student. such as "good job read- 
ing the passage" or "you improved by 10 
seconds, nice work." During this condition. 
the experimenter continued to correct the er- 
rors but also gave positive feedback. 

Direct Instruction. raise. and reward contin- 
gencv. The second intervention was a re- 
ward contingency. Rewards were selected 
by the subject and were ranked from one to 
six using the Rank Orderine for Tasks, (See 
Figure 1 for a sample). The six rewards 
were ranked as follows: 1) comic book or 
magazine of choice, 2) Power Bar, 3) ball-
point pen (black ink), 4) postcards, 5) gum. 
and 6) glow-in-the-dark stickers. Prior to 
reading the passage, the student and experi- 
menter set a goal for how many re-reads it 
would take to meet the I minute, 20 seconds 
criterion. The student received a reward cho- 
sen by the experimenter if he completed the 
particular lesson with fewer than the decided 
number of re-reads. If the student exceeded 
the targeted number of re-reads, the reward 
was withheld and reserved for the next les- 
son. 

Direct Instruction (Baseline). The third inter- 
vention was the same as Baseline and was 
alternated with the praise and praise/reward 
contingencies. 

Interobserver Agreement 
Interobserver agreement was taken oncedur- 
ing Baseline and three times throughout the 
intervention by the student and the ex-



Table i 

Rank Ordering for Tasks 
Ratings for : Gary 
Date: February 1996 
Academic Area: Reading 

a c  -1 

BCD 
CDE 
EFA 9, 

DEF 
FAB -7 

TOTAL 6 

Key for Ranking 

0= lest preferred 
1 = neutral 
2 = most preferred 

perimenter. This accounted for 8% of all 
sessions during the study. Agreement &ta 
were collected by having the subject count the 
number of correctly read words, while the 
experimenter independently counted the 
number of correctly read words. Agreement 
was 100% on d l  occasions. Additionally, 
the number of errors and the re-reads were 
independently recorded by both the experi- 
menter and Gary. The mean overall agree- 
ment for number of re-reads was 100%. 

Results and Discussion 

The results are displayed in Chart 1. The 
means and ranges by phase are also surnrna- 
rized in Table 2. The data showed that Direct 
Lnstruction procedures alone, using the Cor-
rective Reading materials were not very ef- 
fective in improving the student's reading 
skills. Although the participant's average 

#1 h = *Cornic/magazine/cars 
#3 B = Pens 
$6 C = **Glow-in-hedark 

stickers 
#2 D= Powerbar 
!#4 E = Postcards 
#5 F =  Gum 

* Most Hishly Preferred Item 
** Least Preferred Item 

reading rate was fastest during Direct In- 
struction only, Direct Instruction alone in the 
absence of any contingencies actually resulted 
in more errors and re-reads than when com- 
bined with the earning of a reward. 

Given that the Direct Instruction intervention 
combined with a reward system produced the 
best performance, the hypothesis that the stu- 
dent's inadequate reading performance was 
due to a lack of motivauon was supported. 
According to Carnine. Silbert. and Karneenui 
(1990), some students come to school eager 
and willing to learn, while other students ex- 
perience d~fficulty in acquiring an interest in 
learning. Motivation can be obtained by fust 
demonstrating to the student that they can 
succeed in reading. This is done through 
carefully planned materials and instruction. 
Second, extrinsic rewards can be provided to 
the student contingent on accurate reading. 
In this study, Gary was provided a reward 
contingent upon reaching the criterion 
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Table 2 

Vumber of corrects and errors for each session across the various experimental conditions 

Phases Corrects Errors Re-reads 
- - -

Direct Instruction (Baseline) X = 387.3 
(Range: 38 1-398) 

X = 13.3 
(Range: 9-21) 

X =  15 
(Range: 13- 16) 

- - -
Direct Instruction and Praise X = 386.3 X = 11.3 X =  11 

(Ranse: 360-402) 
-

(Range: 6- 18) 
-

(Range: 9-16) 
-

Direct Instruction with Praise and X = 368 X = 9.1 X = 7.1 
Reward (Range: 328-397) (Range: 1-14) (Range: 3-13) 

- - -
Direct Instruction (Baseline) X = 390 X = 30.5 X = 15.2 

(Range: 374-402) (Range: 16-38) (Range: 13- 16) 

within a limited number of re-reads. When re- 
wards were removed from the intervention pack- Darling-Hammond. L.. & Snyder. J. ( 1992). Curriculum 
aze, the rate of errors increased rapidly, and the studies and the traditions of inquiry: The scientific 
number of re-reads increased. tradition. In P. W. Jackson (Ed.), Handbook of re- 

search in curriculum. New York: Macrnillan 
It is imponant to note. however, that the use of Engelmann. S., Becker. W. C.. Carnine. D.. & Gersten. 
rewards or praise in the absence of Direct In- R. (1988). The Direct Instruction Follow Through 
struction was not tested; therefore, it is unknown model: Desig and outcomes. Educatio~r and Trear- 
whether rewards alone would have been sum- nrent of Childrett. 11. 303-3 17. 
cient to improve Gary's readins. It is possible Engelmann. S., Meyer. L.. Johnson. G., &; Carnine. L. 
that although Direct Instruction alone did not im- (193s). Corrective rending: Skill applicatioru. de- 
prove Gary's reading. it was an integral compo- coding c. Chicago: Scientific Research Associates. 
nent for success when paired with the reward Gersten. R. (1985). Direct instruction with special educa- 
system. Specifically. Direct Instruction proce- tion students: A review of evaluation research. The 
dures may have allowed Gary to reach the critc- Jorinral of Special Education. 19.42-5s. 
rion for earning the reward. These issues should Gersten R.. 8: Keating. T. (1987). Long term benefits 
be evaluated in future research. from direct instruction. Edrlcationcll Leadership. 

JJ(6). 28-3 1. 
Gersten. R., Keating. T.. & Becker W. C. (1988). The 
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An Eleven-Year Old Girl's Use of Repeated Readings, 
SAFMEDS, and SeeIWrite-ThinkIWrite Practice to Develop 

Fluent Reading in Hebrew 

Barbara Bolich and William J. Sweeney 

Instructional practice using seelwrite and thinklwrite alphabet, SAFMEDS. and repeated readings combined with Precision 
Teaching measurement procedures resulted in imponant improvements in an 1 1-year-old girl's ability to read Hebrew. Results 
revealed an acceleration of correct responses across the see/write and thinkfwrite alphabet recognition exercises, SAFMEDS 
for letter-sound pronunciation. and three different repeated reading passages related to the acquisition and fluency development 
of Hebrew as a second languase. Learning opportunities decelerated or maintained at low levels the different conditions em- 
ployed for tluency development for reading in Hebrew. Important instructional implications related to measurably effective, 
data-based procedures for the acquisition and tluency development of foreign or second languages are discussed. 

Fluency is an essential element of good reading task (Lindsley, 1990, 199 1). When rate meas- 
(Allington, 1983). A lack of fluency in oral urement of fluency is used, performance can be 
reading has commonly been attributed to poor compared not only across students but between 
reading skills. Sweeney (1992) pointed out that repeated measures of an individual student's re- 
much of the research in reading remediation fo- sponses (Howell & Lorson-Howell, 1990). Flu- 
cuses on improving decoding skills, rather than ency is also closely related to the generalization 
in addressing important variables related to flu- and maintenance of skills (Binder, 1993; 
ency and reading comprehension. Allington Dowhower. 1987; Scott. Stoutimore, Wolking, 
( 1983) argues that a focus on decoding skills is & Harris, 1990), the transfer or flexibility of 
incomplete. Research shows a direct relationship learning, and the effective use of skills in de- 
between low decoding rates and important defi- manding or stressful situations (Binder. 1993). 
cits in reading comprehension (Bierniller, 1977- 
78; Deno, ~Mirkin, & Chaing, 1982; Jenkins & Precision Teaching techniques are not insuuc-
Jewell. 1992: Lovett., 1987: Starlin, 1992). tional strategies. but rather "measurement proce- 
Therefore, several authors are advocating the dures and performance standards" used to record 
adoption of fluency strategies, such as repeated student response frequencies and provide a pic- 
readings, as a means of improving both decoding ture of behavior changes over time (Downs & 
and comprehension skills of deficient or  at-risk Morin, 1990). Combining effective teaching 
readers (Slocum, Street, & Gilberts, 1995; Sa- strategies with precise measurement, recording, 
muel~, 1979; Sweeney, 1992; Sweeney, Om- and charting of performance has produced im-
ness, Janusz, & Cooper, 1992). Fluency, as pressive results (Binder, 1993). For example, 
Lindsley ( 1990, 199 1) describes, is developed fluency-building instructional procedures com-
through a combination of instruction and repeated bined with Precision Teaching measurement 
practice. Repeated readings promote automaticity practices raised elementary students' scores on 
in reading by making decoding automatic the Iowa Test of Basic Skills between 20 and 4 1 
(Downs & Morin, 1990). percentile points over three years in one Montana 

study (Binder, 1993). Additionally, programs 
Fluency in a given task can be indicated by rate, such as the LMorningside Academy in Seattle, 
latency or duration (Howell & Lorson-Howell, Washington produce an average improvement of 
1990). Rate, combined with accuracy, is the best three grade levels in children and youth in a 
measure of how well a student can do a given 



single year and guarantee an average of two aca- 
demic years' worth of improvement in two sepa- 
rare academic skills for adults every five weeks 
(Binder, 1993). 

Repeated reading is a practice procedure for 
learners to enhance basic reading skills (Samuels. 
1979). The learner reads and rereads a short 
passage repeatedly until a satisfactory fluency 
level is attained (Sweeney, 1992). Readers can 
work with passages at any level of difficulty, 
with error correction immediately and consis- 
tently provided. Samuels (1979) compares re- 
peated readings to athletic skill drills and recom- 
mends graphlng results to further motivate stu- 
dents. 

Research in the area of repeated readings was 
successful across a variety of cunicula, class- 
rooms, and student populations. The combina- 
tion of repeated readings, a see/cover/write pro- 
cedure, and Precision Teachin, 0 measurement 
procedures were employed to improve the read- 
ing and spelling of an adult with severe reading 
and spelling deficits (Sweeney, 1992). Carroll. 
-McConnick, and Cooper (1991) combined re-
peated readings and Precision Teaching strategies 
to increase the reading fluency of students with 
behavior disorders who had severe reading dis- 
abilities. The combination of repeated readings 
with reciprocal peer tutoring and Precision 
Teaching measurement procedures were used to 
improve the reading fluency of third-grade stu- 
dents with learning disabilities (Lee. 1990). Re- 
peated readings and free-retells were used by 
Sweeney (1992) to improve the oral reading per- 
formance and literal comprehension of eight 
fourth- and fifth-grade students who were identi- 
fied as academically at-risk due to their reading 
problems in the classroom. 

Downs and Morin's (1990) criteria for students 
in need of fluency training in reading includes 
students who: (a) read less than 80 words per 
minute; (b) frequently repeat, hesitate, or rnis- 
read; (c) read below grade level; (d) read too fast 
and ignore punctuation; (e) lack expression and 
omit vocal inflection; and (f) hesitate to read 
orallv. even in individual sessions. Standard 
t eackg  techniques often inhibit fluency by lim-
iting practice and providing continuous feedback 
and error correction which intenu~ts and slows 
performance (Binder, 1993). ~ e k a t e d  reading 
procedures combined with Precision Teaching 

measurement techniques not only give perform- 
ance feedback but motivate students as well 
(Downs & Morin. 1990). Reading fluency is 
best built by reading passages, not by drills with 
isolated words or phrases (Howell & Lorson-
Howell, 1990). 

Another effective procedure for the acquisition 
and fluency of sight-words is the use of a 
SAFMEDS procedure (EsNeman. 1985; 
McDade, Austin & Olander, 1985). SAFMEDS 
stands for S - say, A - all, F - fast. M - one min-
ute, E - every, D - day, S - shuffle. Essentially, 
this is a flashcard procedure with a stimulus on 
one side of a card and the desired response on the 
other side of the card. Research in this area has 
shown important celerations and improvements 
in the acquisition and fluency of sight-word rec- 
ognition for students (Eshleman, 198% McDade 
et al., 1985). Further. SAFMEDS are used with 
a variety of different students, from those in ele- 
mentary classrooms to those students at the uni- 
versity level, as well as with a variety of different 
curricula (e.g., math facts, research terminology, 
history facts, etc.). 

Decoding words in a second language demands 
familiarity with the phonemes and alphabet of the 
language. The use of paired associations be- 
tween English sight-words and the second lan- 
guage sight-words is usually the insuuctional 
mode adopted by most foreign language teachers 
(Hammerly, 1974: Hammerly, 1979; Oskarsson. 
1975). In a recent study, Solman and Adepoju 
(1995) showed aural feedback was a successful 
instructional approach for the initial foreign lan- 
guage acquisition to 16 seventh-grade students. 

Although Precision Teaching measurement pro- 
cedures, combined with a variety of measurably 
effective instructional strategies, such as repeated 
readings and SAFMEDS, rue successful at im-
proving academic and social behaviors, the 
authors found only one Precision Teaching study 
that dealt directly with the acquisition of foreign 
or second languages by students with disabilities. 
Held (1992) used a computer generated, match- 
to-sample procedure with three high school aged 
students with severe behavior handicaps for the 
acquisition and fluency development of Spanish 
sight-words. The Precision Teaching measure- 
ment procedure showed impressive celerations 
related to the acquisition and fluency of Spanish 
sight-words across all three participants. 



The purpose of this study was to evaluate and 
improve the acquisition and fluency of Hebrew 
as a second-language with an 11-year-old, fifth- 
grade girl. A multiple intervention and Precision 
Teaching measurement system was employed to 
evaluate the fluency levels related to: (a) a 
seelwrite to seelthink Hebrew alphabet acquisi- 
tion; (b) a seelsay Hebrew SAFMEDS procedure: 
and (cj a seelsay Hebrew repeated readings pro- 
cedure. The primary setting for the study was in 
the student's home. 

Method 

Participant and Setting 
Adira. the 11-year-old daughter of the first 
author. served as the participant. Adira had taken 
Hebrew lessons for three years. Her classes 
were held at the local temple, one afternoon a 
week for two hours throughout the regular 
school year. Adira had received deficient reports 
from her teacher the previous spring, and the 
Temple school had recently decided that students 
not meeting the minimum requirements for each 
grade level would be held back from the next 
level of Hebrew instruction. The Temple 
school's five years of Hebrew lessons prepared 
chddren for their bar or bat mitzvah. [A bar or 
bat miczvah (son or daughter of the comrnand- 
rnent. respectively) is a Jewish religious cere-
mony acknowledging and commemorating that a 
son or daughter has reached a level of develop- 
ment where he or she is recognized as fully re- 
sponsible for personal religious and moral ac-
tions. The bar mitzvah is the traditional male rite- 
of-passage into adulthood in the Hebrew faith, 
whde the bat mitzvah is the traditional female rite- 
of-passage into adulthood in the Hebrew faith. 
Typically, a bar or bat mitzvah is celebrated when 
a boy is 13 years of age, or when a girl is 12, 
and after they have received extensive training in 
the language, traditions, and ceremonial and re- 
ligious customs that accompany the Jewish faith. 
The barhat mitzvah ritual is usually held in the 
synagogue to mark the occasion. The young 
adult reads a prophetic Scripture passage (the 
haphtarah) in Hebrew to the congregation and 
may be called upon to lead all or parts of the 
service. The barhat mitzvah is then recognized 
as a full member of the congregation, legally re- 
sponsible for hisher own actions and able to 

count as a member of the required quorum of ten 
(Neusner, 1993).] 

In Adira's temple, barlbat mitzvahs are expected 
to lead both the Friday and Saturday services, 
with the option of also learning to read the Torah 
as time permits. Several badbat mitzvahs were 
canceled in the past because students were not 
meeting the Temple school's Hebrew proficiency 
criteria. Adira's bat mitzvah was set for two 
years and three months from the onset of the in- 
tervention, where she was significantly behind in 
her learning. After two years of Hebrew school, 
she was still unable to say or write the alphabet, 
sound out words, or read the prayer book. Adira 
met the criteria for lack of reading fluency stated 
by Downs and Morin (1990) by: (a) having an 
extremely low reading rate. according to her He- 
brew teacher for the past two years: (b) per- 
forming poorly when asked to read, also based 
on teacher reports: (c) being well below expecta- 
tions for her grade level, based on her rabbi's 
standards; and (d) choosing not to read in class 
or services when given the opportunity. 

At the end of the current religious school year, 
Adira was expected to be able to chant 17 differ- 
ent selections in Hebrew and lead an entire Fri- 
day evening service. This service was a standard 
practice of the current rabbi at the synagogue she 
attends. It was important for her to be fluent in 
Hebrew pronunciation during the Friday evening 
service before she began fourth and fifth year 
classes. The fourth and fifth year lessons were 
taught by the rabbi and focused solely on the 
much more demanding Saturday morning service 
and haphtarah readings. 

The temple school taught students to read the 
Hebrew prayers and blessings before teaching 
chants or tunes, so this study focused on re-
peated phonetic readings of Hebrew texts. The 
school did not necessarily teach Hebrew to be 
spoken, nor were readings taught for content. 
Students become familiar with the different sec- 
tions of the services and the prayers and bless- 
ings associated with each, but direct translation 
was not learned. Content was taught by dis- 
cussing English translations and the history of 
the prayers and blessings. 

Instruction in this study took place in Adira's 
home in the evening using the dining room table 
or other quiet spots in the house. 



Materials 
During the first condition, a gaudy, foot-long, 
plastic ruler containing the Hebrew alphabet (i.e., 
spelled alephbet in Hebrew) in script was used as 
a guide and to check for correct and incorrect 
movements. Forty-one preprinted flashcards de- 
picting the individual letters and vowel marks in 
book print were used in the second procedure. 
These forty-one flashcards composed a deck of 
S M D S  used for the acquisition of the He- 
brew alphabet. The back of each SAFMEDS 
card named the letter or vowel, gave the correct 
pronunciation, and showed how to write each in 
manuscript and cursive. The pronunciation given 
for vowels was Sephardic (i.e., Spanish or Por- 
tuguese), so these were altered to reflect the Ash- 
kenazic (i.e., German) pronunciation preferred 
by the local rabbi. The Friday night prayer book 
used in the local temple, Likrat Shabbat. was 
utilized for practicing all of the repeated reading 
passages. 
All timings were recorded on a data record sheet, 
and charted on a Standard Celeration Chart. The 
student was shown how to record and chart data 
and frequently assumed responsibility for this. 

Per3'omances 
Hebrew Alphabet Acquisition. The first condi- 
tion moved from a seelwrite to a seelthink learn- 
ing channel set. with the goal of teaching Adira 
the Hebrew alphabet. Hebrew is both written 
and read from right to left. The Hebrew alphabet 
consists of 32 basic consonants, five of which 
have variant forms (differing by the placement of 
a dot), and five of which have frnal forms, used 
when a letter occurs at the end of a word. Vowel 
markings are used in prayerbooks in the U. S., 
but not in Torah scrolls or in Israel. Vowel 
marks are included to help beginning readers and 
others not fluent in the language. They are de- 
noted by dots and dashes, usually placed beneath 
a consonant, but occasionally appearing above or 
beside one. There are nine basic vowel mark- 
ings. 
Letters were counted correct when Adira wrote 
accurately in script form in proper alphabetical 
order, and incorrect when the cursive letter form 
was inaccurately written, written out of order, or 
omitted. Two timings were conducted per ses- 
sion; the better performance was then recorded. 
An instructional aim of 60 letters per minute was 
selected based on the performance of an older, 

experienced s tudentwho performed 64 letters in 
one minute. 

A 12 inch ruler containing the 32 characters of 
the Hebrew alphabet was placed where Adira 
could easily see it. At least 10 minutes were 
spent in seelwrite repeated practice of the alpha- 
bet. Adira became adept at writing the alphabet 
without referring to the ruler after the first few 
sessions, so the learning channel changed from a 
seelwrite to a thinklwrite. One-minute 
thinklwrite timings were conducted immediately 
after each practice session. Adira self-corrected 
her work by visually comparing it to the ruler. 
Her work was then checked by the first author. 

Hebrew SAFMEDS. The second movement cy- 
cle employed a SAFMEDS procedure of the He- 
brew alphabet to teach letter and voweYconsonant 
sound recognition. Using the SAFMEDS. Adira 
was given one minute to seelsay as- many cards 
as she could, while the first author watched and 
recorded for correct and incorrect letter pronun- 
ciations. Corrects were defined as any card for 
which the sound produced matched the sound 
given on the card. Lncorrects were defined as 
any mispronunciations or passes related to a 
miven SAFMED. Correcdons made by the scu- 3 


dent after a card was face-down were counted as 
incorrect. Two separate timings were conducted 
after each session; the better score was then re- 
corded. An aim of 60 sounds per minute was 
established. based on suggested performance 
standards (Intermediate School District No. 111. 
1974; Koenig & Kunzelmann, 1977; Koenig & 
Kunzelmann, 1980: White & Hating, 1980). 

Practice consisted of Adira flipping through the 
cards one at a time while pronouncing the sound 
associated with the letter or vowel mark depicted. 
SAFMEDS were placed face-down, so the re-
sponse could be checked by the tutor. 
SAFMEDS on which Adira made frequent errors 
(usually vowels) were singled out for additional 
practice. After flipping through all SAFMEDS at 
least six times, she was timed for one minute. 

Repeated Readings. The t h d  movement cycle 
was a seelsay learning channel set, using re-
peated readings practice. Adira was told to read 
as much of the selection as she could during a 
minute, repeating the passage until told to stop. 
Corrects were defined as words pronounced ac- 
curately, in order, and as written. Incorrects 



were defined as words omitted, passed, or mis- 
pronounced. Two timings were conducted. and 
the better score was recorded. An aim of 160 
words per minute was selected, based on the per- 
formances of two teenagers and an adult who 
were proficient readers of Hebrew (e.g., 145. 
151, 168, respectively). 

The tutor for the repeated reading practice was 
Adira's fourteen year old sister. Her older sister 
had five years of Hebrew lessons and had been 
bat mitzvah 9 months before the study. She was 
also employed by the local temple to tutor stu- 
dents in their final months of badbat mitzvah 
training. 

Practice for the repeated readings was held for 10 
to 60 minutes. depending on the tolerance level 
of the tutor. During this time, Adira read the se- 
lected reading as best she could. Initially she 
worked on pronouncing each word aloud cor- 
rectly before moving on to the next word. Once 
a line was sounded out, the tutor instructed her to 
repeat the line several times. As her accuracy in- 
creased, Adira was told to read as quickly and 
correctly as she could, repeating the reading until 
the timing took place. Errors were corrected 
during practice by the tutor. When a word was 
mispronounced. Adira was told the correct pro- 
nunciation and instructed to repeat the word and 
then to either begin with the word immediately 
preceding the problem word or to go to the start 
of the line in which the word appeared and begin 
from there to ensure that the word was used cor- 
rectly in context. One-minute timings took place 
after each practice session. 

Ahavat Olarn, a prayer using 45 words from the 
~Ma'ariv or introductory section of the Friday 
night service, was selected for the first repeated 
reading because Adira did not know it. The sec- 
ond reading containing 24 words was Tzadik 
Katamar, from the Kabalat Shabbat service. The 
third reading with 21 words was the Barhu. also 
from the Kabalat Shabbat service. (Typical 
words in all three readings contained just over 4 
consonants - vowels were not counted). The 
second and third readings were introduced si- 
multaneously, during the repeated readings prac- 
tice. Data were collected and scored separately 
for each reading. Adira was not working on 
these passages at Hebrew school and had never 
read them before the beginning of tutoring. She 

was somewhat familiar with all of these. having 
been to services in which they were read. 

General Procedures 
The first author and her oldest daughter served as 
tutors throughout the study. Instruction during 
the study consisted of three major components: 
(a) seelwrite and seelthink Hebrew alphabet ac- 
quisition: (b) Hebrew sight-word vocabulary 
drills using SAFMEDS; and (c) oral reading flu- 
ency of Hebrew text using repeated readings. 
Instruction for the first four weeks consisted of 
the seelwrite and seelthink Hebrew alphabet rec- 
ognition exercises, combined with the 
SAFMEDS to develop fluency with Hebrew 
sight-word vocabulary. Instruction for the re- 
maining six and a half weeks consisted of re-
peated readings on Hebrew scripture passages. 
Each of these separate components was assessed 
daily using one minute timings to determine the 
effectiveness of the instructional components. 
The seelwrite and seelthink direct instruction 
functioned as a warm-up activity to bolster and 
improve prerequisite tool skills. The tutors used 
direct instruction, guided practice, and independ- 
ent supervised practice to ensure accuracy during 
the seelwrite and seelthink portion of the instruc- 
tion. After the completion of this seelwrite and 
seelthink exercise, a one minute tirnin, was con- 
ducted to assess Adira's fluency in Hebrew al-
phabet recognition. Adira and the tutor both 
counted the number of correctly written Hebrew 
letters and the number of incorrect letters by 
comparing them to the Hebrew alphabet models 
on the 12 inch ruler. Adira then self-corrected 
any errors made during her one-rninute timing. 

During the SAFMEDS practice, Adira practiced 
her SAFMEDS by seeing the front of one of the 
cards and saying the correct Hebrew Ietter or 
word on the back. If she said one of the cards 
incorrectly, she corrected herself and put the card 
back in the deck to go over again. The 
SAFMEDS that she correctly pronounced were 
put to one side and considered mastered for that 
session. After she practiced saying the 
SAFMEDS at least six times, she did a one-
minute timing. The tutor again served as the 
counter during the one-minute tirning. 

The last component of instruction was the use of 
repeated readings to evaluate Adira's Hebrew 
oral reading fluency. The tutor followed along 



whlle Adira read a selected passage aloud. The 
tutor identified reading errors as Adira read the 
passage and told her how to correctly pronounce 
a given word. Adira then correctly pronounced 
the word. reread the word in context. and re- 
sumed reading the remainder of the passage. At 
the end of this instructional reading period. Adira 
completed a one minute time trial over the se-
lected repeated reading passage. The tutor served 
as counter and identified any errors made during 
the one minute timing and remediated any errors. 

Results 

Table 1 sumarizes data from the acquisition of 
writtin Hebrew consonants. Additionally this ta-
ble presents Adira's data on pronouncing He-
brew letters and sight-words. Results from 
Chart 1 show two accelerating data paths for the 
number of correctly written consonants and a 
fairly flat trend in learning opportunities during 
the seelwrite-think/write condition. During the 
fxst six sessions, the student's celeration on cor- 
rectly written consonants accelerated at x 15 per 
minute. A second trend occurred during the final 
nine sessions, when the celeration for the number 
of correctly written consonants accelerated at 
.u 1.4 per minute. 

During the seelwrite-thinkfwrite. the student's 
overall performance change for correctly written 
consonants accelerated at x 18 per minute. while 
learning opportunities and skips decelerated by 
e l 5  per minute. 

Results from Chart 2 show an accelerating data 
path for the number of correctly pronounced 
sounds and a decelerating path in incorrectly pro- 
nounced sounds and skips. During SAFMEDS 
practice, Adira's correctly pronounced sounds 
accelerated at x1 .25 per minute, while incorrects 
decelerated by i1.8 per minute. 

During SAFMEDS practice, Adira's overall per- 
formance change for correctly pronounced 
sounds multiplied at x15 per minute, while incor- 
rects divided by i6.0 per minute. 

Table 2 indicates both preassessment and practice 
session data for all th;ee repeated readings. Re- 
peated reading #1 results from Chart 3 show an 

accelerating data path for the number of correctly 
read words, and a decelerating path in learning 
opportunities during the seelsay condition. Dur-
ing the first repeated readings practice. the stu- 
dent's correctly pronounced sounds accelerated at 
x2.25 per minute. while incorrects showed a 
+1.0 deceleration with a x8.0 bounce. Only two 
data points went above 5 per minute during the 
18 repeated reading practice sessions. 

During the first seehay, repeated readings condi- 
tion, the student's overall performance change 
for correctly read words multiplied by a x20.3 
per minute, while incorrects divided by i9.0 per 
minute. 

A maintenance check. conducted 12 days after 
this movement cycle ended. showed a score of 
152 correctly read words per minute and only 
one incorrectly read word. 

Results from Chart 4 show two distinctive cel- 
eration data paths for the number of correctly 
read words and a decelerating trend in learning 
opportunities during the second seehay repeated 
reading condition. Adira's correctly pronounced 
sounds initially accelerated at x5.0 per minute 
across the initial five sessions but slowed to an 
acceleration of x 1.7 across the final 1 1 sessions. 
Incorrectly prounced sounds showed a decelen- 
tion of +1.8 per minute with a x6.0 bounce. 
Only two data points went above 5 per minute 
during the 15 repeated reading practice sessions. 
During the second seelsay repeated readings con- 
dition, the student's overall performance change 
for correctly read words accelerated at x40.0, 
while learning opportunities decreased by +12.0. 

Results from Chart 5 show an accelerating data 
path for the number of correctly read words and a 
decelerating trend in incorrectly read words dur- 
ing the third repeated reading condition. During 
the third repeated reading practice, Adira's accel- 
eration of correctly pronounced sounds was a ': 

1x3.0, while incorrectly pronounced sounds de- 
celerated by s1.6. Adira's overall performance 1 
change for correctly read words multiplied by 
x2 1.0, while incorrectly read words divided by 
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Discussion 


Results of this study showed that the combina- 
tion of seelwrite-thddwrite alphabet recognition 
exercises, SAFMEDS for letter-sound pronun- 
ciation, and repeated readings for oral reading 
fluency with Precision Teaching measurement 
procedures made important improvements in 
Adira's ability to read Hebrew. The first two 
procedures improved her basic decoding skills. 
The see/write-think/write procedure effectively 
taught her to write and recognize the alephbet, 
and she became fluent in producing the sounds 
associated with consonants and vowel markings 
with SAFMEDS practice. 

Involving Adira's older sister as one of the tu-
tors, meant that three individuals schedules were 
adjusted to ensure that practice occurred at least 
four days per week. Tutoring sessions varied in 
length, usually becoming shorter as Adira's flu- 
ency increased. AdIra enjoyed timing and chart- 
ing her behavior. She assumed responsibility for 
counting and charting, and wouid let neither her 
older sister nor the first author know what she 
had scored until all one-minute timings had been 
completed during a given session. 

Adua reported that she is doing better than she 
ever had before in Hebrew school (e.g., she has 
quit complaining about having to go to class). 
The first author and her older sister continued to 
work with Adira on other readings, using the 
same procedures. . A b asked to work with a 
selection that she is learning in Hebrew school. 
Shortly after the first repeated reading procedure 
ended. Adira's teacher introduced Ahavat Olam. 
and she was able to master it immediately. She 
enjoyed her success in Hebrew instruction 
through the use of the different components of 
the intervention, and did not complain about con- 
tinuing the procedures even when she knew the 
study was officially completed. 

The results of the current study have important 
implications related to foreign language instruc- 
tion and the acquisition of second languages. 
The results from this study,with its inclusion of 
Precision Teaching measurement, demonstrate 
the importance of measurably effective insuuc- 
tion for the acquisition and fluency development 
of foreign languages (Held, 1992). Further, 

these outcomes augment existing support of 
SAFMEDS and repeated readings for classroom 
instruction. Finally, ease of implementation. data 
collection. and charting show the efficiency. ef- 
fectiveness. efficacy, and viability of these pro- 
cedures with a variety of curriculum materials. 
classroom environments, and students. 

One of the major limitations of this study is the 
fact that it focused on the acquisition and fluency 
of pronunciation of Hebrew. rather than ad-
dressing the comprehension components of un- 
derstanding the second language. The focus of 
this study was for the student to learn to read 
Hebrew scripture to be able to recite it back at her 
bat mitzvah, thus being recognized as possessing 
adult responsibilities in the Jewish faith. Unfor-
tunately, recitation for the sake of tradition with- 
out a specific understanding of the Hebrew text 
through direct translation may inadvertently de- 
tract from the magnitude of the occasion and 
richness of the language and heritage. 

Slocum et al. (1995) pointed out that one of the 
major drawbacks in research related to rate meas- 
ures of oral reading fluency is that rarely do they 
directly assess the comprehension levels of stu- 
dents relative to the passages they are reading. 
Secondly, the research on oral reading fluency 
(i.e., "word calling") and repeated readings tends 
to report correlational or subjective judgments of 
improvements in reading comprehension rather 
than direct measures of students' understanding 
of the text (Sweeney, 19921. Exclusion of com- 
prehension as a significant measure of reading 
achievement greatly limits conclusions related to 
oral reading fluency. Therefore, it is advisable 
that future research in the area of foreign lan- 
guage acquisition also directly address variables 
related to comprehension. for example. through 
the use of retelling procedures. 

The intervention package ( i . .  sedwrite-
thinidwrite strategy, SAFMEDS drills. and re-
peated readings) combined with Precision 
Teaching measurement procedures was an effec-
tive way to teach learners to decode and read a 
foreign language, and build reading fluency in 
that language. Future research should examine 
the effectiveness and efficacy of these procedures 
across a variety of different foreign languages 
(e.g., Spanish, French, Japanese, German. Rus 
sian, Chinese) frequently taught at the secondary 
and university levels. 
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In personal communication, July 24$ 1996, with 
Ogden Lindsley, he mentioned the Pimsleur sys- 
tem. The Pimsleur System is a set of 16 tapes 
designed for use for 32 days to teach speaking 
the language. The tapes have an English and two 
Russian speakers. The system is based on two 
principles: "...the Principle of Anticipation and 
the scientific principle of memory that [Pimsleur] 
called Graduated Interval Recall " (p.viii). It 
most effectively employs the principles of oper- 
ant learning, using primarily controlled operants. 
When asking a question in Russian, the learner 
has about five seconds in which to respond be-
fore one of the Russians says the correct re-
sponse. 

Since childhood, I have had a problem spealung 
a foreign language. 1My mother was fluent in 
French with accentless pronunciation, yet she 
spoke to me in a very reserved manner and with 
an American accent. Although she was proficient 
in Spanish and had taught that as well, she re- 
fused to speak Spanish in Spain and made me do 
it--I know no Spanish, so she rehearsed me. 
From her I learned to be incredibly shy when 
speaking a foreign language, such that I usually 
become totally silent, blush and smile. Deter-
mined to overcome the shyness that inhibits my 
conversation and learning when speaking a for-
eign language, I called SyberVision and ordered 
the Russian tapes. This takes one half hour per 
day for 32 days, but I do not count correct and 
error frequencies. (I practice with these tapes 
fairly consistently but not every day. When I 
finish, I plan to do them again since Level 2 is 
not yet available.) This increases my daily Rus- 
sian learning time to at least two to two and a half 
hours per day. 

Immediately after doing each timing, I chart it on 
the daily Chart. Initially, I used Elizabeth 
Haughton's (1992) stacking--placing the fre-
quencies on the same day line. On return from 
the International Precision Teaching Conference 
in Seattle,October 1996, I began to use the Tirn-
ings Chart (Tpmin-3EC) for some of the pin- 
points. Before using the Timings Chart and 
now, the timing charted on the daily Chart is that 
which has the highest correct frequency. 

I study Russian the first thing in the morning 
while all is quiet, and the danger of intermption 
is most minimal. I use the same desk every day, 

a different one from where I write. I listen to the 
Pirnsleur tapes either during or right after lunch. 

On Sundays, I also use a weekly summary Chart 
to be sure I do some review of the vocabulary 
cards (Russian to English and English to Rus- 
sian) on which I have reached my aim. These are 
the only timed weekly reviews. 

Results 

SAFMEDS 
Accelerations for reading Russian SAFMEDS 
(Chart 1) ranged from x1.2 to x1.7 with the mid- 
dle being x 1.6. As I continue through the same 
set of cards, the number of timings per day in-
creases. Celerations for Russian to English 
SAFMEDS (Chart 2), corrects, ranged from x1.2 
to x2.6, with the middle being x 1.3. For errors, 
the range was +2.6 to t15,  with a middle of 
i 3 .5 .  

English to Russian SAFMEDS (Chart 3), the cel- 
eration range for corrects was x l .3 to 2.3. with a 
middle of x 1.5, and for the errors the range was 
t3.5 to t10, with a middle celeration of +8. 
Again. on both of these pinpoints. I increased the 
number of timings per day before I reached my 
goal. 

Charts 4 and 7 show my first uses of the timings 
Chart. I am not able to follow mornings side 
Academy's rule of "two below the x2 line. ask 
for help." 

Six times I had an intermption within the series 
of timings. On the following timing (same pin- 
point), three times the corrects increased, three 
times the corrects decreased. 

Declining and conjugating 
Russian has six cases. There are three different 
declensions for masculine, four each for feminine 
and neuter nouns. The singular is different from 
the plural. There are, of course. the exceptions 
too. I have learned from conversing with Rus- 
sians (in Russian) that if I use the wrong form, 
they look at me as if I made a social faux pas. or, 
if the person knows me well, I am immediately 
corrected. 



The range of celeration for corrects on declining 
nouns (Chart 5) was x1.4 to x4.3, with a middle 
of x 1.9. The range of celerations when declining 
adjectives (Chart 6) was x1.25 to x5.5, with a 
middle of s 1.5. 

The range of celerations for corrects when conju- 
gating verbs (Chart 8) was xl.5 to x2.2, with a 
middle of s1.8. During the fourth phase on 
Chart 8, I \vas going to slice back again to first 
conjugation verbs only during the first week, but 
I had a conversation with Lindsley (personal 
communication, July 24, 1996) about component 
and composite skills in general and decided not to 
slice back. Good thing! That turned out to be 
my best celeration on that Cha1~x2.2. 

I stopped the seehay infinitive to gerund on the 
timings Chart (Chart 7) because the learning was 
not fast enough to please me. I did it in the first 
place because I have noticed in my reading of 
Russian poetry that the Russian gerund is used 
frequently and it is sometimes not related in 
spelling to the infinitive and, therefore, impossi- 
ble to find in the dictionary. My brief timings on 
gerunds were sufficient, so that I now identify 
them readily in poems. 

Two things sometimes slow my learning. A p
parent from the daily Charts, if I miss several 
days in a row, the celeration slows. Being away 
from home for six weeks definitely caused me to 
skip doing the timings for many days at a time on 
all the pinpoints. The other is the sometimes det- 
rimental effect of intermption seen on the timings 
Charts. Once I am within a timings set, if my 
husband speaks to me, what he says to me stays 
in my mind during the next timing, in the same 
way that the Russian words and phrases run 
through my mind. Thus, if he asks, "Where's 
the dog?," that runs through my mind with at 
least the same power as the Russian words. I 
also notice if I stop during the series on one pin- 
point to refill my teacup, my learning is affected. 
Thus, interfering behavior can be counterproduc- 
tive to my learning. From now on, I intend to 
note what the interruption is. 

(I am reminded of listening to an NPR program 
about Gregorian chanting and how monks who 
chant six to eight hours per day need only about 
three hours of sleep a night. I have been told by 
some that when I do the timings, I sound as if I 
am chanting. We don't know why the one min- 

ute timing is so effective in learning, but I won-
der if it may be because the timing forbids the 
entry of stray thoughts, and the information 
learned goes more qu~ckly to long term memory.) 

Pronunciation, reading and speaking 
The pronunciation Chart, Chart 9, shows low 
celerations except for the first phase. Corrects 
are usually high; errors quickly decelerate to 
zero. 1My errors are usually emphasizing the 
wrong syllable. While I am learning the correct 
pronunciation, I am often learning the word for 
the first time. Someone says the word in Eng- 
lish, and I say it as often as I can in Russian. 
While I am saying it, a Russian pronounces it 
correctly. It becomes a game to see how many 
times I can say it, and if I can say it at exactly the 
same time as does the Russian, then I have a 
"hear" stimulus at the same time as I say the 
word. 

Chart 10 shows the data for reading text. The 
celerations for corrects range from x 1.2 to x 155. 
1My present aim in reading text is 140 words per 
minute. Once I become more proficient, I shall 
increase that to 200 or 250. 

Thinidsay Russian in conversation (Chart 1 1) 
had a celeration of x 1.25 for corrects and a jump- 
up in errors when I began to record the speaking, 
probably an error in counting. The deceleration 
of errors was ~ 1 . 2 .  I noticed that I often said 
"uh" because I didn't know what to say next or 
couldn't think of the word I wanted. W i l e  I de- 
celerated that at a +1.7, it did not increase the 
corrects nor decrease the errors by anything close 
to x1.7 or +1.7. I stopped this timing because I 
realized that speech at 50 words per nunute is too 
slow, and that I needed more component skills 
before again timing this large but desireable com- 
posite. 

Next Steps 

General 
*I have long been curious about what g-ives the 
one-minute timing its power. A part ot this is: 
What is the effect of an intermption on learning 
during or between timings? 
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The Effects of Direct Instruction on Early Reading Skills of 
a Kindergarten Student 

Angela Edmondson, Stephanie M. Peck and T. F. LMcLaughlin 

The purpose of this study was to examine the effects of Direct Instruction on the early reading skills of a kinderganen student 
through the use of the SRA DISTAR reading program, Teach Your Child to R e d  in 100 E u q  Lessons (Engelmann et al.. 
1983). The participant was repeating kindergarten for the second year at the time of the study. He showed delays in letter 
recognition. phonic acquisition, and beginning reading skills. The participant could correctly identify two sounds prior to in- 
tervention. A multiple baseline across letter sounds was used to demonstrate the increase and maintenance of phonic acquisi- 
tion. A total of 13 lessons were implemented, and the outcomes indicated that Direct Instruction through the use of the 
DISTAR program increased the participant's knowledge of letter sounds. 

Reading success must begin with proper instruc- 
tion. Although there are many methods for 
teaching reading, there is strong research sup- 
porting instruction of letter-sound conespon-
dence, especially for children at risk for reading 
failure (O'Conner, 1992). Teaching isolated let- 
ter sounds, and the sound blends, results in 
higher first grade achievement in word recogni- 
tion and spelling (O'Conner, 1992). This 
method, known as phonics instruction, helps the 
learner understand that letters in words represent 
speech sounds and identify which sound corre- 
sponds with which letter (Putzi, 1993). 

One teaching model that effectively utilizes the 
phonics method for teaching children to read is 
known as Direct Instruction. This model con-
sists of a very specific sequence for teaching 
reading.. First, beginning exercises are simple 
and straghtforward. Single sounds are taught in 
isolation and in words via a modeling approach. 
The teacher first says a sound while pointing to 
the corresponding letter. Then, the child repeats 
this sound while looking at the letter. Second. 
the program carefully sequences every skill that 
the child is expected to use when reading. Skills, 
such as left to right orientation strategies for 
sounding out words, comprehension techniques, 
and problem-solving skills are all task analyzed 
into their component steps. Third, practice and 
discrimination exercises are carefully repeated to 
provide the highest degree of success as possi- 
ble. For example, the sounds "b" and "d" are 

introduced separately. so the child will not con- 
fuse them. A smooth transition from one lesson 
to the next is achieved by frequent review of pre- 
viously learned material. New skills are intro-
duced slowly into a context of well-rehearsed 
skills. Finally, the Direct Instruction program 
provides for clear communication benveen the 
student and teacher (Engelrnann et al. 1983). 
This is demonstrated by the frequent modeling, 
feedback, and error correction drill evident in Di-
rect Instruction. According to Engelmann, Had- 
dox, and Bruner (1983), teachers must examine 
the communication involved in early instruction 
to identify reading problems in students. In ad-
dition, ..."to appreciate the pitfalls that are in-
volved in clear communication. we have to put 
ourselves in the place of the child who is trying 
to learn to read" (Engelmann et al., 1983, p. 10). 
Direct Instruction allows teachers to provide im- 
mediate feedback and assistance through this 
positive communication (Gersten, 1987). 

Teach Your Child to Read in 100 Easy Lessons 
(Engelmann et al, 1983) is one example of a Di- 
rect Instruction cumculum. This book. adapted 
for parents, utilizes the methods of Direct In-
struction through DISTAR, a program published 
by the Science Research Associates (SRA). Re-
search conducted on the effectiveness of the ; 
DISTAR program has shown it to be successful 1 

Iin teaching children the proper skills for reading 
achievement. For example, one study conducted 
with kindergarten through third-,mde students 
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prompted to say the sound on each card. If the 
participant did not respond correctly, or did not 
respond within 5 seconds, the card was placed in 
a pile to the left of the experimenter. If the par- 
ticipant responded correctly, the card was placed 
to the right of the experimenter. Praise was de- 
livered for all correct responses. During sessions 
1-4, the experimenter presented 38 flashcards. 
However, because the participant became upset 
with knowing so few sounds, the number of 
cards was lirmted on all subsequent sessions. In 
sessions 5-10, only six flash cards ("s", "m", 

"'99Ua", long 'Le99, " t " , " r " , " d99 , 1 ,and "th" sounds) 
were presented to the participant. No data are 
available for the sounds "d", "i", and "th", be- 
cause during sessions 4-8, the participant was 
not tested on these sounds. 

Intervention. The researcher implemented Les- 
sons 1 through 13 found in the book Teach Your 
Child to Read in 100 Easy Lessons. The ex- 
perimenter implemented one lesson per session, 
and each lesson lasted approximately 20 minutes. 
All lessons were taught sequentially, and no les- 
sons were skipped. Each lesson contained 7 to 8 
sections or "tasks." The first task introduced the 
sounds to be learned. The participant was shown 
a letter sound and then verbally prompted to say 
the sound after the instructor provided a verbal 
model. Next. the participant practiced the sounds 
introduced in the lesson by imitating verbal mod- 
els from the teacher, while looking at the printed 
word. Next, the participant reviewed the speci- 
fied sounds as well as any words that were intro- 
duced. Finally, the participant wrote the sounds 
introduced in the lesson. The instructor modeled 
the correct form, after which the participant 
traced this model and continued writing inde- 
pendently. This was meant not only to build 
upon writing skills, but to reinforce proper sound 
identification. 

Upon completion of a lesson, the participant was 
shown flash cards and was told to say the sound 
for each card. The experimenter expected that the 
sounds taught in that particular day's lesson as 
well as previous lessons to be sounds correctly 
read. It was expected that other sounds would be 
read incorrectly. If the participant responded in- 
correctly or did not respond within 5 seconds, 
the experimenter placed this card to the left and 
displayed the next flash card. If the participant 
responded correctly, this card was placed to the 
right of the experimenter and the participant was 

praised. At the end of the session. the number of 
flashcards in the correct and incorrect piles was 
counted and recorded. 

Results and Discussion 

The results are shown in Chart 1. Baseline data 
show that the participant correctly pronounced 
two sounds. These were the "s" and "t" sounds. 
With the implementation of Direct Instruction, the 
number of sounds pronounced correctly in-
creased. After the implementation of Lessons 1- 
4, the participant correctly identified an average 
of 2 sounds (range 1-3). After completing Les- 
sons 5-10, which taught the sounds "e", "t", and 
"r", the participant was able to correctly say these 
sounds, as well as maintaining 3 of the 3 sounds 
from Lessons 1-4. After completing Lessons 11-
13, which taught the sounds d, i, m, and th, the 
participant was able to correctly 1 of these 3 
sounds, while maintaining all of the sounds 
taught in Lessons 1-4 and all of the sounds from 
Lessons 5-10. At the conclusion of the study, 
the participant was able to say correctly a total of 
seven sounds. Of these seven sounds, five were 
sounds that the participant did not know at the 
beginning of the study. 

The results of the study showed a functional re- 
lationship between the Direct Instruction program 
and the acquisition of letter sounds. The partici- 
pant increased his letter sound correspondence 
and progressed in early reading skills. Fre-
quently, the participant was unable to correctly 
identify the letter sounds from the flashcards the 
same day that the sound was taught. Often it was 
not until the next lesson. the review lesson, or 
even after several maintenance lessons that the 
participant was able to consistently identify some 
sounds. These results demonstrate the impor- 
tance of providing repeated practice for students 
experiencing difficulty in learning to read. 

The present outcomes extend and replicate those 
of Stenseth and McLaughlin (1996) with a child 
who was experiencing difficulty in school. 
Teachers who have children who did not know 
letter sound correspondence, should implement 
DISTAR materials to teach such an important 
skill. 

7 4 





Although at first glance, the outcomes may not 
appear to be socially significant (i. e., because 
the participant can only read a total of seven 
sounds). the rate at which the participant learned 
these new sounds represents a marked improve- 
ment over ~revious instniction. After one and a 
half years df kindergarten instniction, the partici- 
pant had leaned only two letter sounds. both of 
which were in his name. Using the DISTAR 
program, the participant learned five new sounds 
in fifteen 20-minute sessions. Given the results 
achieved thus far, it is conceivable that the par- 
ticipant could learn all 33 sounds in just 85 more 
lessons. which could be completed in less than 
one school year. 
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Use of Precision Teaching and a Choke Chain and Verbal 
Prompt to Teach a Yellow Labrador Puppy to Heel: 

A Brief Report 

lMegan Gallagher and T. F. NIcLaughlin 

This report considers the use of a choke chain and verbal prompt to teach a nine-month yellow Labrador puppy to heel. An 
AI3 experimental design provided evaluation data on the amount of time that the animal heeled during her 10-minute walk. 
The results showed an increase in the amount of  time the dog heeled and a reduction in the number of minutes that the puppy 
would not heel during 10 minute walks, during the choke chain and verbal prompt condition. The procedures were practical. 
Informal observation by the owners and first author indicated that heeling generalized to other times of the day and activities. 

Training pets to engage in appropriate behaviors 
has been suggested by several authors ranging 
from Breland and Breland (1951), Skinner 
(1951) to Pryor (1984). Heeling is one of the 
frst behaviors that trainers teach to animals 
(Pryor, 1984). 

The purpose of this study was to increase the 
number of minutes, Bailey, a 9 month old Labra- 
dor puppy, would heel during 10 minute walks. 
using data collection of Precision Teaching. In 
addition, the use of a choke chain (Pryor, 1984) 
to teach the skill was evaluated. The use of a 
choke chain was viewed as humane and reason- 
able by Bailey's owners. In addition, others 
such as Karen Pryor and Helen Woodhouse have 
advocated its use. Woodhouse has also indicated 
that it is far kinder to use a choke chain than to 
continue to tug and haul the animal's neck with 
an imrnedate and meaningless level of force 
(Pryor, 1984). 

Method 

Participant and Setting 
The participant was a nine month old female Lab- 
rador puppy, named Bailey. The pet of a univer- 
sity faculty member. The first author enjoyed 
taking Bailey for walks, but at times Bailey 
would simply drag her along. Data were col-
lected along the street near where Bailey lived. 

Response Deflnirion 
We measured the number of seconds that Bailey 
would heel on 10-minute walks. Heeling was 
defined as walking next to the first author with- 
out her tugging on the leash. When Bailey was 
heeling, the stop watch was kept running. When 
she did not heel, the stop watched was stopped. 
In this way, the number of seconds heeling could 
be determined from each walk. Walks were also 
timed by the first author. 

Experimental Design and Experimental 
Conditions 
An AB single subject design (Kazdin, 1982) was 
used to examine the duration of heeling and not 
heeling during the presence and absence of the 
choke chain and verbal prompt. 

Baseline. Baseline consisted of a series of walks 
without a choke chain. This phase lasted for 
three walks and three data days (Monday, 
Wednesday, and Friday). 

Choke chain and verbal prompt. The interven- 
tion consisted of the f i s t  author taking Bailey for 
her 10-minute walk. The verbal prompt "Bailey 
Heel"' or "Heel" was paired with an upward 
thrust of her arm on the leash which was attached 
to the a choke chain (Pryor, 1985). This was 
done each time Bailey would leave the side of the 
first author during the walk. Data were gathered 
for seven weeks, three times each week. 





Results and Discussion 


The number of seconds during the 10-minute 
walk with heelin? can be seen in Chart I .  Bailey 
did not heel dunng baseline. With the imple- 
mentationof the choke chain and verbal prompt. 
there was an immediate increase in Bailey's 
heeling. The number of seconds of heeling in- 
creased to 491 seconds out of 600 seconds per 
walk. 

The results of this brief report indicate that the 
use of a choke chain and a verbal prompt was 
correlated with improved heeling behavior of a 
nine month old Labrador puppy and the proce- 
dure appeared highly effective. 

.As can be seen in Chart 1, there were some days 
Bailey heeled better than others. On those ses- 
sions, the first author and Bailey would encoun- 
ter a large number of other dogs. However, for 
the last seven sessions, Bailey would heel on the 
average of 9 minutes, 19 seconds. 

Since the project, the first author occasionally 
continues to walk Bailey which is now a much 
more pleasant experience. Bailey can walk at a 
brisk but slow pace. The use of the Standard 
Csleration Chart made it easy to monitor celera- 
tion in Bailey's heeling. 

This study demonstrated that a choke chain can 
be effective in increasing heeling. No data were 
taken on the effects of general~zation. but from 
informal observations, Bailey's behaviors gener- 
alized to other areas which she frequented with 
her owners. Another possible reason for the ef- 
fectiveness of the outcomes was that the owners 
continued to implement the same procedures 
during their walks with Bailey. If the owners 
would continue to follow the procedure, Bailey 
should become very consistent in heeling. 
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The Effects of Precision Teaching on the Acquisition of the 
Prevocational Skill of Cross Stitching: A Case Study 

Anjali Barretto and T. F. McLaughlin 

This study considers the effectiveness of Precision Teaching techniques on the acquisition of a prevocational skill. The par- 
ticipant was a 58 year-old adult male with a developmental disability. The skill chosen for the study was cross stitching. A 
time series analysis was used to compare progress between baseline and intervention phases. The results indicated that al-
though the target rate of 20 movements per minute was not achieved. definite progress was made across time. 

Sewing is a good recreational skill and can teach 
both developmental and marketable skills to indi- 
viduals. Eye-hand coordination, spatial relation- 
ships and patience are among the valuable devel- 
opmental skills taught through sewing. Practice 
is necessary to develop dexterity, efficiency in 
coordination, and spatial conceptualization. 
Techniques for time, money and stress manage- 
ment can be built into the projects. Interpersonal 
relationships can be enhanced by working to-
gether on sewing projects (Loker. 1987). 

"In whatever circumstances of fortune one may 
be placed, the ability to sew will always be use-
ful; for as, on the one hand, a practical knowl- 
edge of plain sewing enables one to appreciate 
other people's work at its true value. so, on the 
other hand. it enables one to produce strong and 
lasting work should necessity arise" (Dillmont, 
1972). 

Hand-sewing is also relatively economical as it 
requires few inexpensive and easily obtainable 
materials (Cronin & Cuvo, 1979). Cross-
stitching was the skill chosen for this study. By
learning this skill, the participant would be able 
to produce articles for sale which, in turn, would 
add to his income. 

Sewing is a skill that may increase presentability 
as it can embellish the appearance of a garment. 
Presentability has been defined as a goal for re- 
habilitation of clients who live in the community 
(Sanders, 1976). Physical appearance is an irn-
ponant aspect of integration; therefore, promot- 

ing presentability should be a major objective 
(Cronin & Cuvo, 1979). 

Precision Teaching is a technique of basing edu- 
cational decisions on changes in continuous self- 
monitored performance frequencies displayed on 
Standard Celeration Charts (Lindsley, 1992). 
Since Precision Teaching requires a graphic dis- 
play, changes in performance can be studied 
more easily (West. Young & Spooner, 1990). 
Precision Teaching has been found successful, in 
part, because feedback to the teacher is imrnedi- 
ate, which allows for interventions of new meth- 
ods if the initial methods are unsuccessful 
(Briere, 1988). Data-based Precision Teaching 
allows one to determine whether an intervention 
is effective, whether it would be maintained. or 
whether it should be completely changed (Whlte 
& Haring, 1980). Precision Teaching is said to 
improve any cumculum as it combines well with 
any cumcular approach (Lindsley, 1992). In ad- 
dition, wherever Precision Teaching has been 
used, it has almost always doubled student 
learning (Lindsley, 1992). 

The purpose of this study was to evaluate the ef- 
fectiveness of Precision Teaching techniques on 
the acquisition of cross-stitching skills, by an 
adult male with a developmental disability. 



Method 

Participant and Setting 
The participant was a 58 year-old adult male with 
Downs Syndrome. The study was conducted in 
a sheltered workshop for people with disabilities. 
The participant was chosen for the study to im- 
prove his prevocational skills which consisted of 
woodwork techniques. Learning a new skill 
would be beneficial to both the participant as well 
as the organization. 

Dependent Variables and Menstlrement 
Procedures 
The dependent variable was the number of cross 
stitch movements per minute. These data were 
uathered and placed on the form shown in Chart 
b 

I .  Across-stitch consisted of two diagonal 
stitches that overlap, worked on a grid. Two 
movements constituted one diagonal stitch. A 
series of diagonal stitches, running from the top 
left to the lower right comer of each square, was 
made. Then the direction was changed, and the 
stitches were crossed by diagonal stitches, run- 
ning from the top right to lower left comer of 
each square. Sample cross-stitching patterns can 
be seen in Figures 1 through 3. 

Daily sessions were conducted Monday through 
Friday. Each session was 30 minutes. The first 
20 minutes were spent teaching the skill, and the 
next 10 minutes the participant was given an op- 
portunity to stitch without assistance. The results 
of these sessions were recorded and charted on 
six cycle Charts. 

Experimental Design 
A time series analysis was conducted to record 
and compare the participant's progress over time. 
The rate was set at 10 stitches per minute (i.e. 20 
movements per minute). This was determined by 
timing a non-disabled person; however, this was 
not applied to the subject because of his disabil- 
ity. The rate was used as a comparison. 

Baseline. The baseline consisted of a recording 
of the participant's current level of performance 
for cross-stitching. This lasted for two days. 

Phvsical Guidance. Physical guidance was used 
to teach the participant the movement of the nee- 

dle in and out of the fabric. This was in effect for 
five days. 

Fadino ~hvs icd  guidance using verbal guidance. 
During this phase. physical guidance was faded. 
and verbal guidance was given. Thts was done 
for eight days. 

Two line DromDts. Two line prompts were in- 
troduced. A two line prompt consisted of two 
horizontal lines drawn parallel to each other and 
the width of one square on the grid. The panici- 
pant used these lines as a visual clue to guide him 
in his stitching. This phase was in effect for 
seven days. 

Two line uromuts and reverse direction cross- 
stitching. Two line prompts were continued. and 
the participant was made to move the needle in 
the reverse direction to cross the stitches. Up
until this phase, the participant had been doing 
the stitches in one direction (i.e. series of diago- 
nal stitches running from the top left to bottom 
right comer of each square). This phase of in- 
struction required him to reverse the direction of 
the stitches. thus doing a completed cross-stitch. 
This phase lasted for 13 days and continues to be 
implemented after the conclusion of the data col- 
lection. 

Results and Discussion 

Overall. results of the study showed an increase 
in the number of correct stitches, from 0.05 per 
minute to 2.2 per minute and a decrease in num- 
ber of error stitches from 2.0 per minute to 0.1 
per minute. During Baseline. average number of 
correct stitches was 0.05 (range 0.0-0.1) and er- 
ror stitches was 2.0 (range 1.2-2.8). When 
physical guidance was given, the mean for cor- 
rects rose to 0.27 (range 0.2-0.4) and errors fell 
to 0.45 (range 0.0-0.8). In the next phase. 
physical guidance was faded and verbal guidance 
was given. The average number of correct 
stitches showed a further increase to 0.83 (range 
0.4- 1 S ) .  The errors showed a slight increase to 
0.63 (range 0.1-1.4). When the two line 
prompts were given. the mean for corrects rose 
to 1.58 (range 0.5-2.5) and for errors fell to 0.2 
(range 0.0-0.5). In the final phase. where the 
participant was required to do complete cross- 
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stitches. the average number of correct 
stitches showed a further increase to 2.2 
(range 1.5-3.5). and errors showed a de-
crease to 0.1 (range 0.0-0.5). 

The results showed that the participant had 
learned the skill of cross-stitching accurately 
and now should be assisted to work toward 
increasing.his speed. At the end of the study 
he was given an opportunity to choose a 
project ot his own and the colors he would 
like to use. He is currently workin,o on it. 
Although he still makes a few errors, he can 
identi& them and ask for help. The author's 
intention was to make him totally independent 
in this skill area. The director of the work- 
shop asked the author to teach the skill to one 
more person from the workshop while con- 
tinuing to work with the participant of this 
study. The intention was to increase the vari- 
ety of sellable products from this workshop. 
Precision Teaching proved to be an effective 
technique in analyzing and evaluating the 

. progress of the client. In addition, Precision 
Teaching was effective in indicating when a 
phase change was required. --
The cost of the materials used was less than 
five dollars. However, no articles have been 
produced for sale as yet. The cost effective- 
ness of this project in terms of turnover can 
be determined with a survey of the market to 
discover what items will yield more sales. 
Production rates will have to be increased, 
and more people in the workshop will have to 
be taught the skill. 
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Chart 

Brave New Worlds: A Com-
parison of Utopias & Dystopias 

Abigail B. Calkin 

Utopia, a literary form and philosophical 
term, is an idealized society. Its opposite, 
dystopia, more a literary form than a philo-
sophical term, is a novel in which a dema- 
gogue controls society. 

To compare these two forms in literature. I 
analyzed the environments, behaviors, and 
expressions of feelings according to whether 
they Lvere free or controlled/restricted in three 
utopias and three dystopias. Environmental 
freedom and restriction exist in the physical 
environment--the freedom of open spaces, 
the restriction of cages or prisons. Behav-
ioral freedom is defined by free operants-- 
alternatives or choices such as presenting 
one's own learning material or choosing 
whether to do a, b, or q. Behavioral restric- 
tions are controlled operants--answering the 
telephone, waking when the alarm rings, a 
student being called on. A feeling of freedom 
or restriction is a mental event occurring 
within a person, whether on a beach or in a 
cell, choosing or being told what to do. 

I analyzed the first, middle, and final 27 
pages as representative of each novel. The 
Chart shows that utopias had the higher fre- 
quency of free environments and operants, 
x1.7 higher for both than the controlled. 
Conversely, the dystopias had the higher fre- 
qilency of restricted environments (x 1.4) and 
controlled operants (x2) than the free. 

Presentation of protagonist and antagonist 
free and restricted feelings occurred in the 
dystopias. The utopias had very little, if any, 
discussion of feelings. In the dystopias, the 
presentations of free and restricted feelings 
seemed designed to present a greater contrast 
of the free and controlled situations to under- 
line the "evils" of a controlled society. 

Shares 
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Measuring Creative Writing 
Abigail B. Calkin 

As I walked through the poster sessions at 
the October 1996 Precision Teaching confer- 
ence in Seattle. I approached the poster of 
Abertson and Billingsley. A chdl of excite- 
ment ran through me. and I felt as if I were 
three feet off the floor: There before me was 
data on student creative writing! This sum- 
mer I tutored Zack, a fifteen-year-old sopho- 
more, who wanted to improve his grammar 
knowledge and writing skills. He has just 
been put on the high school newspaper staff 
to fiu in for one of the regular reporters who 
will be abroad for part ot the year. One of 
his goals for his sophomore year is to do well 
enough to be a regular reporter. 

Other than Albrecht's ( 198 1) article on 
teaching creative writing to sixth graders. 
Lovitt's Charts (1984) on his writing a book, 
and my own common sense and Chart 
Knowledge, I had no frequencies or celera- 
tions to guide me in teaching writing. Zack's 
Charts were.. . well, I wasn't sure.. . but I did 
not think they were spectacular. 

I worked with Zach for eight sessions. He 
wrote andlor edited during six of those. 
When charting the data for this article. I put 
the thinkJwrite ideas on the left half of the 
Chart and the thiddwrite paragraphs on the 
right half of the Chart. The aim for 
think/write ideas was 20; Zack had a middle 
frequency of ten on the three days he did the 
one minute timing on ideas. 

During thinklwrite words in a story's first 
draft, Zack's frequencies ranged between 
nine and 33 words written per minute. The 
middle two frequencies were 18 and 19 per 
minute. His highest frequency of 33 per rni- 
nute he wrote when at camp, watching a 
game as he wrote. AU other situations were 
contrived for practice. He hand-wrote all his 
first drafts. 

The purpose for sharing this Chart now is to 
let people compare the writing frequencies 
that Albrecht (1981), Lovitt (1984), Albert- 
son and Billingsley (1996), and I found. Al- 

brecht (teaching sixth graders) found middle 
frequencies on the one minute timings of 
thinklwrite words or short phrases were six 
to 17, and for words written in sentences and 
paragraphs. the ran,oe was from nine to 20. 
Lovitt counted not words but tactics written 
per day. Xlbertson and Billingsley found the 
two middle schoolers, using a word proc- 
essing program. wrote 16 words per minute 
during outlming and 12 to 15 words per min- 
Ute for one student and 14 to 26 for the other 
student in paragraph writing. Thus, we have 
some information about the number of words 
11- to 15-year-olds write during creative 
writing assignments. 

I did a ten-minute timing while writing ths  
article: my words per minute. first draft, were 
19. When writing for an hour, my frequency 
on a first draft was 14 words per minute or 
one page per 20 minutes. As usual, I used 
the computer when writing. Given that 
handwriting is slower than using a word 
processor, Zack's frequencies compare very 
nicely to Albertson's & Billingsley's students 
and to mine. 

Ideas for the Future 
Much more data on students and adults 

would be most helpful in looking at creative 
writing. 

One thought to increase ideas in the one mi- 
nute timing would be to do several timings 
before the paragraph writing. 

In the close of Lovitt's (1984) article. he 
has some interesting quotations and estimates 
from professional writers on their output. 
This gives me an idea for another Chart 
share, since, for years, I have counted pages 
written per year. 
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complete the task: however, the number of Success with Precision Teaching 
Angela D. O'Brien prompts did decrease. 

A second Phase Change occurred due to the My first attempt with Precision Teachms data points appearing below the minimum ac- came as a result of a master's pro, oram course celeration line. I decided to elimmate all ex-taken at the University of Washington. The cess prompts. instruction in Precision Teaching that I re-
ceived encouraged me to make more changes Although the minimum celeration lines do not in my instructional program which led to the dictate that the Final Phase change should success my student now has at completing have taken place, I felt that my newly ac- another task independently. quired knowledge on the constant time delay 

method would be beneficial to Derek. Derek
Subject 
Derek S .  is a 4 year old boy who is severely reached the aim rate by the aim date. 

autistic. He attends preschool at the Experi- Follow-Upmental Education Unit in Seattle, where he is Nearly one year later, Derek continues to included among students with and without complete the task with the same level of accu- disabilities. racy. Precision Teaching proved to be effi- 
cient, easy to learn, and eifective. Goals 

The general instructional target was for Derek 
to independently bans up his backpack and 
coat upon entering school in the morning 
with one verbal prompt. One verbal prompt 
is given to the entire class each morning in 
the preschool. 

The aim-rate chosen for Derek was 1 com-
pleted sequence within 45 seconds, as deter- 
mined by the amount of time it took the first 
student entering the classroom to complete 
the task. The aim-date was set according to 
the last day I would be able to work with 
Derek. 

Procedure 
Prior to intervention, Derek went directly to 
the toy area upon entering the classroom and 
became upset when directed to his cubby. 
Derek would drop his backpack to the floor 
and would receive full physical assistance in 
removing his coat, malung no attempt to hang 
these items independently. This behavior cy- 
cle delayed Derek in joining his classmates 
for group play time. 

Instruction began with graduated guidance. 
These early instructional attempts were con- 
founded by the fact that I was still in the 
learning process myself. Thus, the fmt  
Phase Change consisted of an improvement 
in delivery of prompts. This change did not 
decrease the amount of time it took Derek to 
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*See and Hear; then Say and Do 

Ogden R. Lindsley 

The second day's keynote address at the 1996 International Precision Teaching Conference involved en- 
tering the friendliest learning channel. After years of exploring ways to teach concepts of frequency and 
celeration on the Standard Chart most effectively, I discovered these motoric aids. Participants learn to 
point toward the wall to frequency positions as they are called out by the trainer. Then participants de- 
velop a notion of the vertical distances of various performances on the Chart by using their hands. Lastly, 
participants hold out their right arms at celeration angles announced by the trainer. This highly effective 
approach energizes participants with laughter as well as Precision motor skills. 

Say and point to the frequency position on the wail when you hear it. 

Ceiling 
1000 per mlnute 

100 per minute 
Side wall of room 

10 per mlnute 

Middle of wall 
1 per mlnute 

.(lper minute ) 100 per day 

.(01 per minute ) 10 per day 

.(001 per minute ) :per day 
Floor 
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Performance (frequency) Differences Learning (celeration) per week 
(a vertical distance) ( a slope, an angle) 

At arms length Hold out your arm 



Journal of Precision Teaching and Celeration 


Center for Individualized Instruction (205) 752-5570 FAX: (205) 752-5573 
Jacksonville State University Jacksonville. AL 36265-9982 

The multidisciplinary journal of standard behavior measurement published by the Standard Celeration Society. 
Volumes I and I1 (April, 1980--January, 1982) 

Available only as reprints of individual articles 
S .75/page 

Volume I11 - Volume VIII 
For libraries 10.00 
For individuals and agencies 16.00 
For full-time students 12.00 
Single issue price 15.00 

Volume IX (Spring, 1992 only) OUTSIDE USA 
For libraries and agencies 12.50 15.00 
For individuals 10.00 12.50 
For full-time students 8.00 10.50 

Volume X (Fall. 1992--Spring. 1993): Volume XIV (Fall. 1996--Spring. 1997) 
For libraries 25.00 30.00 
For individuals and agencies 25.00 30.00 
For full-time students 16.00 2 1.OO 
Single issue price 15.00 10.00 

Please send me: 

Journal of Precision Teaching and Celeration (prices include postage/handlin,o) 

Library IndividuaVAgency Full-time Student 

Reprints from Volume I or U (Title: 1 9 

single issues oi Volume: 

copies of Volume: 

TOTAL (Please enclose a check in US funds made out to 
Standard Celeration Society.) $ 

Name: -

Mailing Address: 

Daytime Phone: ( ) 



Journal of Precision Teaching and Celeration 
Center for Individualized Instruction 
Jacksonville State University 
700 Pelham Road North 
Jacksonville, AL 36265 


	Journal of Precision Teaching and Celeration Volume 14 Number 1 Cover
	Inside Cover
	Table of Contents
	Editor's Comments
	Conference Announcement
	Call for Papers
	Sad E-mails: Notice of Leading Behavior Analysts' Deaths
	The Secret Celeration Society
	Sample chart from "The Secret Celeration Society" presentation
	World Disasters in $ Damage

	Do Times Two, Then Go for Four,  Or More: Precision Teaching Aims for the 21st Century 
	An outline of our 20th century challenges
	20th century discoveries
	Sprints
	Performance (frequency) ladder
	Celeration fans
	Learning (celeration) fan
	Weekly celeration aims
	Daily sprint celeration aims
	The Morningside curriculum
	21st century challenges
	References

	Precision Teaching Classics Sung By The Audience
	Pinpoint, Record, and Consequate 1967
	Are You Charting? 1973
	We shall not be moved 1920s
	We Will Do Times Two! 1996

	Immediate Retelling of Current Events from Channel One by Students with Developmental Disabilities and Its Effect on Their Delayed Retelling
	Abstract
	Method
	Table 1. Participant Information

	Results and Discussion
	Chart 1. Think-Say Delayed Retelling
	Chart 2. Think-Say Delayed Retelling
	Chart 3. Think-Say Delayed Retelling
	Chart 4. Think-Say Delayed Retelling
	Chart 5. Think-Say Delayed Retelling
	Chart 6. Think-Say Delayed Retelling
	References

	The Effects of Using Direct Instruction Reading and a Re-Reading Contingency, Coupled with a Reward and Praise Contingency, with a High School Sophomore 
	Abstract
	Method
	Table 1. Rank Ordering for Tasks 
	Results and Discussion
	Chart 1. Corrects/Errors
	Table 2. Number of corrects and errors for each session across the various experimental conditions
	References

	An Eleven-Year Old Girl's Use of Repeated Readings, SAFMEDS, and See/Write-Think/Write Practice to Develop Fluent Reading in Hebrew 
	Abstract
	Method
	Results
	Table 1. Student Performance on See/Write and Think/Write Consonants and See/Say Sounds 
	Chart 1. See/Write Think/Write Hebrew Alphabet Recognition
	Table 2. Student Performance on Three Repeated Readings 
	Chart 2. See/Say Reading Passage #1-Repeated Readings
	Chart 3. See/Say Reading Passage #2-Repeated Readings
	Chart 4. See/Say SAFMEDS Hebrew letter-word Pronunciation 
	Discussion
	References

	Learning Russian
	The Practices
	Results
	Next Steps
	Chart 1.Read 
	Chart 2. Translate
	Chart 3. Translate
	Chart 4. SAFMEDS
	Chart 5. Decline
	Chart 6. Decline
	Chart 7. See/Say Russian
	Chart 8. Conjugate Russian
	Chart 9. Hear/Say Pronounce
	Chart 10. Read Russian
	Chart 11.
	References

	The Effects of Direct Instruction on Early Reading Skills of Kindergarten Student 
	Abstract
	Method
	Procedures
	Result and Discussion
	Chart 1. Say Sounds
	References

	Use of Precision Teaching and a Choke Chain and Verbal Prompt to Teach a Yellow LabradorPuppy to Heel: A Brief Report
	Abstract
	Method
	Chart 1. Duration of Heeling
	Results and Discussion
	References

	The Effects of Precision Teaching on the Acquisition of the Prevocational Skill of Cross Stitching: A Case Study 
	Abstract
	Method
	Results and Discussion
	Figure 1
	Figure 2
	Figure 3
	Figure 4
	References

	Chart Shares
	Brave New World: A Comparison of Utopias and Distopias
	References
	Chart 1. Free/Resricted

	Measuring Creative Writing
	References
	Chart 1. Think/Write Ideas

	Success with Precision Teaching
	Chart 1

	Notes from Below the Floor
	Journal Order Form
	Back Cover



