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The Ability Level of First Grade Secondary Students in
Explaining the Scientific Phenomena and Situations
Related to Everyday Life

Waleed Nawafleh, Wesal Al-Omari and Ali Al-Omari,
Yarmouk University, Jordan.

Abstract: The study aimed at revealing first grade students'
ability level to explain the scientific phenomena and situations
related to daily life. The study further sought to reveal the
difference in ability level among students due to their gender
and scientific achievement, in addition to the interaction
between them, through responding to a test, consisting of (28)
items, distributed into two areas: physics and chemistry. The
validity and reliability of the test were verified, and then
applied to a sample of (323) male and (340) female students
from the educational directorate of Kasbat Irbid in the
academic year 2016/201. The results of the study revealed that
the students' ability level to explain scientific phenomena and
situations was low on both areas (physics, chemistry) covered
by the test. Also, there were statistically significant differences
(0=0.05) in students' ability to explain scientific phenomena
and situations attributed to the area covered by the test, in
favor of physics. Moreover, there where statistically
significant differences in students' ability to explain scientific
phenomena and situations on the test as a whole attributed to
the academic achievement, in favor of high achieving
students. The results also revealed no significant statistical
differences in students' ability level attributed to gender and to
the interaction between gender and achievement. With regard
to each scientific area, the results indicated no statistically
significant differences (0=0.05) in students' ability to explain
scientific phenomena and situations in chemistry, attributed to
students' gender and achievement, but significant differences
attributed to the interaction between gender and achievement
were not found. In physics, there were statistically significant
differences attributed to academic achievement, in favor of
high achieving students, compared to those with intermediate
and low achievement, whereas no statistically significant
differences attributed to gender and to the interaction between
gender and achievement were found.

(Keywords: Scientific Explanations, Scientific Phenomena,
Scientific Life Situations).
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The Effect of Using Dramatized Curricula on
Achievement and Reducing Attention Distraction among
Students with Math Learning Disabilities

Mohammad Al-Khateeb and Osamah Bani Milhem,
Department of Curricula and Teaching Methods, The
Hashemite University, Zarqa, Jordan.

Abstract: This study aimed at identifying the effect of

dramatizing the geometry unit on achievement and reducing (16)
attention distraction among the students who suffer from math

learning disabilities in the basic educational stage. To achieve 8)

this objective, the semi-experimental method was used. The (8)

sample was randomly divided into two groups: control and

experimental. The experimental group was taught using the

dramatized curricula. The control group was studied in the

normal method; the researchers prepared an achievement .
exam and attention distraction scale. The sample participants : )
were (16) female fifth graders in Zarqa Education Directorate (
(1), who were randomly chosen and distributed over two equal

groups. The first group (n=8) was experimental and was

taught using the curriculum dramatizing method; and the

second group (n=8) was the control group, who received

teaching through the normal method. The results showed that

the students who were taught by curriculum dramatizing

method did better achievement and had less attention

distraction than the control group students who received

teaching through the normal method.

(Keywords: Geometry Unit Dramatizing, Academic
Achievement, Attention Distraction, Math Learning

Disabilities).
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The Predictive Ability of the Locus of Control in Mental
Fatigue Among the Teachers in Ramtha Area

Faisal Al-Rabee, Yarmouk

University, Jordan.

Department of Psychology,

Abstract: The study aimed at identifying the predictive ability
of the locus of control and some other variables (gender,
qualifications, experience and specialization) in mental fatigue
among the teachers of the Ramtha area. The study’s sample
consisted of (234) teachers: (134) males, and (100) females.
Two methods were used: one for mental fatigue, and the other
for locus of control. The results of the study indicated that the
level of mental fatigue in general was moderate among the
sample, and it was found that males had more fatigue than
females. Moreover, those with academic qualifications
(master's and above), and those with long experience, and
teachers of scientific materials had more fatigue than others. It
was found that the pattern of the study sample is the external
locus of control. It was also found that the internal locus of
control is predominant in males, and those with Masters
degree holders, intermediate experience, and scientific
disciplines. The analysis of the stepwise regression revealed
that (locus of control, sex, and specialization) explained
(26.9%) of the variance in mental fatigue, locus of control
explains (17.3) %, while sex explains (6.1%), and the
specialization explains (3.5%) of the variance in mental
fatigue.

(Keywords: Mental Fatigue, Internal Locus of Control,
External Locus of Control).
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Yarmouk University Students’ Awareness of Their Digital
Practice and its Relationship to Their Citizenship Values

Hadi Tawalbeh and Samih Al-Karasneh, Yarmouk
University, Jordan.

Abstract: The present study aimed at identifying Yarmouk
university students’ awareness of their digital practices and its
relationship to students’ citizenship values. To achieve the
aims of the study, a qualitative approach was employed. To
collect the needed data, this study relied on a semi-structured
interview, an available sample of digital Yarmouk University
students” community who used the digital social media tools,
and access to various sources of digital information and
knowledge. Interviews were conducted during the second
semester of the academic year 2016-2017. The obtained data
were analyzed using qualitative research procedures that are
mentioned by Oliver (2000). A number of main categories and
sub-categories characterized students’ awareness of their
digital practices and their impact on students’ citizenship
values were generated. Based on the study’s results and
diccussion, some remarkable conclusions and suggestions
were presented. These concclusions might represent edu-
cational indicators that lead to enhance the universities
students’ digital practices.

(Keywords: Digital Citizenship, Digital Practices, Citizenship
Values, University Students).
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Cognitive Distortions and their Relationship to Symptoms
of Obsessive-Compulsive Personality Disorder among
Adolescents

Hani Abbara, Mario Rahal, and Ahmad haj Mosa, Al Baath
University, Syria.

Abstract: The present study aimed to explore the level of
cognitive distortion and symptoms of obsessive-compulsive
personality disorder among adolescents, and to know if there
is a difference in cognitive distortions and symptoms of
obsessive-compulsive personality according to the variables of
sex and specification. This study also aimed to investigate the
relationship between cognitive distortions and symptoms of
obsessive-compulsive personality disorder among adolescents.
The sample of the study consisted of (389) students (189
males; 200 females) in some high school students. To achieve
the aims of this study, the present researchers designed a scale
of cognitive distortions, and a scale of symptoms of obsessive-
compulsive personality disorder, then normalized them to high
school students. The results of the study showed that the
cognitive distortion level was high in general; the symptoms
of obsessive-compulsive personality disorder was also high in
general. There was no statistically significant difference
between males and females on the scale of cognitive
distortions as a whole and its subscales except for the subscale
of Emotional Logic where there was a difference for females.
There was no difference between scientific students and
literary students on the scale of cognitive distortions as a
whole and its subscales except for the subscale of arbitrary
inference and the subscale of over-generalization, where there
was a difference for literary students. There was no difference
between males and females, and between scientific students
and literary students on the scale of symptoms of obsessive-
compulsive personality disorder. The study also showed that
there was a significant positive relationship between the
student grade’s on the scale of cognitive distortions as a whole
and its subscales and their grads on the scale of symptoms of
obsessive-compulsive personality disorder as a whole and its
subscales.

(Keywords Cognitive Distortions, Obsessive-Compulsive
Personality Disorder, Secondary School Students).

411

189)

(389)

2018/6/24

(2009

200

)




:(Selective Abstraction) -2

.(Dattilio & Freeman, 2000)

!(Over generalization) -3
Olendzki, )
.(2005
.(Mcguire, 2000)
!(Magnification & Minimization) -4
(2012 )
‘(Polarized Thinking) -5
.(Kennedy, 2012)
:(Should Statements) -6
.(2008 )
:(Emotional Logic) -7

.(Yurica, 2002)

:(Personalization) -8

(2013 )

(Cognitive Theory)
(Beck)

.(Corey, 2000) Cognitive) (Distortions
(Beck, Freeman & Davis, 2004)

.(Martin & Dahlen, 2005)

.(2007 )

(2015)
(622)

(Murphy, 2016)
(199)

(2011)
(2009)
Beck, Rector, Stolar & Grant, )
(2008
‘(Arbitrary Inference) -1
(2014 )



(410)

(2014) (Ghani et al., 2011)
(2013) (119)
(CDS) :
(RSES) (BDI)
(2013)
(96)

(Obsessive-Compulsive

Personality Disorder)

.(APA, 2013, 678) "

(Beck et al., 2004)

.o (1999

(Moor & Samer, 2014)
(219)

(Maher & Dani 2015)

413



(D S M-V)
(2013)

:(APA, 2013)

(2014 2013 2013 )

.(2017 2012 )

414



( )
) :
(
) :
(
..2018/2017
( )
(13495) 2018/2017 ( ) ( )
(1)

415



(1)

8075 5420 7262 6233
%059.84 %40.16 %053.81 %46.19
(422)
)
(33) (
(389)
(17.22) .
©) .(1.07)
1(2)
219 170 200 189
%56.30 %43.70 %51.41 %48.59
-1
2013 )
(56) (2015
(13)
(%80) )
(56)
. (1-2-3-4-5) (
©) ( )
(200) (1) ( )
(40-8)
.(280-56)
(3) .SPSS

416



:(3)

**0.67  **0.58 4 **0.61 **0.67 3 **0.52  **0.55 2 **0.57 **0.65 1
**0.65 **0.61 12 **0.58  **(0.54 11 **0.62  **0.51 10 **0.63 **0.49 9
**0.67  **0.63 20 **0.65 **0.71 19 **0.71 **0.69 18 **0.78 **0.51 17
**0.59  **0.67 28 **0.54  **0.57 27 **0.65  **0.68 26 **0.61 **(.54 25
**0.55  **0.62 36 **0.55  **0.65 35 **0.79  **0.71 34 **0.78 **0.75 33
**0.72 **0.68 44 **0.57  **0.61 43 **0.64  **0.58 42 **0.65 **0.71 41
**0.59  **0.68 52 **0.79  **0.75 51 **0.52  **0.68 50 **(.54 **0.59 49
**().84 **0.78 **0.76 **().84
**0.79  **0.75 8 **0.54  **0.69 7 **0.58  **0.59 6 **0.49 **0.62 5
**0.79  **0.62 16 **0.51 **0.59 15 **0.65  **0.72 14 **0.67 **(.58 13
**0.65  **0.68 24 **0.57  **0.74 23 **0.78  **0.70 22 **(.74 **0.76 21
**0.54  **0.59 32 **0.55  **0.66 31 **0.63  **0.73 30 **0.47 **(.58 29
**0.78  **0.62 40 **0.59  **0.51 39 **0.78  **0.76 38 **0.68 **(.54 37
**0.66  **0.75 48 **0.78  **0.64 47 **0.69  **0.71 46 **0.68 **0.70 45
**0.64  **0.67 56 **0.51 **0.63 55 **0.68  **0.65 54 **0.70 **0.69 53
**().84 **079 **0.72 **0.87
0.01 (**) 0.05 @)
%25 ) ( ) 3)
(
.0.01 (**)
T 4)
[ ]
( ws o ()
(T-test) ((4)
(200=")
50= 50=
0.000 98 .16
3.21 98.86 8.24 177.25
4)

417



100)

( 100 200
) .
(5)
0.656 0.726 0.841 0.723
0.788 0.669 0.705 0.678
0.725 0.676 0.708 0.735
0.766 0.689 0.745 0.692
' ' 0.889 0.786
(5)
-2
(13)
(%830) (2012 2006 )
(D S M-V)
(24) (24) (2013)
(200)
)
(1-2-3-4-5) (
) (5) ( )
(1) (
(6) .Spss
(15-3)
.(120-24)

418



(6)

**0.56  **0.57 4 **0.60 **0.68 3 **0.55  **0.51 2 **0.68  **0.59 1
**0.58  **0.60 12 **0.58 **0.51 11 **0.46  **0.58 10 **0.59  **0.52 9
**0.68  **0.77 20 **0.62 **0.64 19 **0.58  **0.61 18 **0.52  **0.53 17
**0.62 **0.67 **0.71 **0.75
**0.66  **0.58 8 **0.72 **0.71 7 **0.58  **0.61 6 **0.60  **0.62 5
**0.72  **0.74 16 **0.64 **0.71 15 **0.62  **0.64 14 **0.51  **0.56 13
**0.65  **0.67 24 **0.55 **0.62 23 **0.41  **0.42 22 **0.58  **0.69 21
**0.74 **0680 **0.61 **0.68
0.01 (**) 0.05 *)
( %25 (6)
( %25 ) ( )
(**)
.0.01
T (7) .
) ( )
:(7)
(200=) (T-test)
50= 50=
0.000 98 3.14 2.78 32.41 3.29 90.29
. ()

- [ ]
100 100) 200
(8) (

419



:(8)

0.611 0.670
0.680 0.687
0.679 0.885
0.681 0.676 0.703 0.769
0.645 0.510 0.675 0.650
0.872 0.828 0.720 0.678
(8)
T-)
: (test
v ) ( )
( ;o) (
©)
)
(
(389=) :(9)

7 1.09 3.72 5 1.01 3.86

4 1.06 4.21 8 1.20 3.11

1 1.2 4.76 3 1.04 4.28

2 1.07 4.43 6 1.08 3.78

=== 1.09 4.01

©)
(1.09) (4.01)

420



(10)

:(10)
(389=)

8 1.04 3.14 7 1.05 3.52

5 0.45 3.96 4 1.36 4.02

2 1.03 4.15 3 1.10 4.04

1 1.42 4.87 6 0.78 3.86

--- 1.00 3.96

(10)
(3.96)
.(1.00)
()
(11)
() :(11)
(389=)
200= 189=
Sig.
0.251 387 0043 3595 1347 3.104 1427
0.355 387 0.756 3.627 11.35 2.722 11.67
0.214 387 0.696 2.800 17.20 3.968 18.41
0.239 387 0.036 3.516 13.32 3.013 13.40
0.169 387 0.101 2.938 11.55 2.443 11.87
0.241 387 0.090 3.842 14.57 3.130 15.46
0.017 387 -3.132- 2.937 18.50 2.521 12.78
0.175 387 -0.045- 3.934 11.34 2.170 11.32
0.543 387 -1.425- 2.906 111.3 3.253 109.18
(Zaher, 2016; 2016 )
Karles, 2015 0.05
(2014) (2013)

421



(Gholami & Bagheri, 2013) (
()
(12)
() :(12)
(389=)
200= 189=
Sig.
0.141 387 0.43 3.505 11.47 3.204 11.27
0.450 387 0.756 3.027 10.35 2.080 10.60
0.487 387 0.096 2.20 8.20 2.261 8.45
0.219 387 2.636 3.216 9.32 3.053 9.43
0.262 387 0.301 2.238 10.55 2.343 10.85
0.242 387 0.090 3.142 9.37 3.129 9.40
0.217 387 0.132 2.937 7.52 2.533 7.18
0.145 387 0.814 3.934 8.34 2.770 8.63
0.679 387 0.0045 2.215 75.12 2.76 75.81
(12)
(2017 2012 )

422

(Reeves & Taylor, 2007)



.(13)

()
() :(13)
(389=)
170= 219=
Sig.
0.009 387 3.233 3.595 19.87 3.602 15.25
0.358 387 0.350 3.627 12.39  2.520 12.32
0.002 387 4.790 2.801 22.01 2.069 17.30
0.079 387 0.039 3.516 13.96 3.553 14.45
0.560 387 0.091 2.938 12.15 3.473 12.07
0.341 387 0.090 3.842 14.67 3.533 14.40
0.219 387 0.130 2.937 14.89  2.420 15.19
0.379 387 0.045 2.831 1434  2.670 15.39
0.442 387 1.425 2906 11528 3.253 116.37
(13)
0.05
)
0.05
)
(2014)
(Murphy, 2016) " "
(Daniel & Goldston, 2009)
)
(

423



.(14)

()
() :(14)
(389=)
200= 189=

Sig.

0.512 387 0.200 2.569 11.01 2.661 10.80

0.47 387 0.431 2.422 10.02  0.803 9.98

0.236 387 0.218 3.019 11.82 2423 11.41

0.253 387 0.652 1.481 11.96  0.755 12.37

0.345 387 0.346 2.048 10.92 1.671 10.80

0.647 387 0.523 2.10 9.54 1.066 9.22

0.365 387 0.743 2.422 11.39 2443 11.69

0.536 387 0.475 3.504 9.47 1.020 9.96

0.425 387 0.021 2317  30.15 2.61 29.93

(14)
(2013)
.(15)
:(15)
(389=)

#0228  **#0.208 **0.140  **0.214 *#0.189  *#*0.230  **0.219  **%0.227  **0.134
*#0.330  **#0.280 **0.192  **0.196 #0216  **0.207  **0.182  **0.214  **0.174
#0214  **#0.179 **#0.188  **0.188 #0238  **0.164  **0.176  **0.192  **0.161
#0238 **0.197 **0.200  **0.163 *#0.193  *#*0.216  **0.203  **0.206  **0.167
#0290  **#0.190 **%0.214  **0.207 *#0.154  **0.205  **0.218  **0.210  **0.208

424



##0.204  **0.154 **0.152  **0.241 ##0.218  *%0.226  **0.229  **0.192  **0.183
##0.284  *#*0.271 **0.180  **0.206 **0.146  **0.220  **0.236  **0.203  **0.206
##0.221  *#*0.201 **0.181  **0.161 ##0.191  *#%0.265  **0.159  **0.204  **0.217
##0.379  **0.220 **0.204  **0.467 ##0.251  **0.205  **0.314  **0.260  **0.201
0.01 (**) 0.05 *)
" " (15)
.(**0.379)
(Moor & Samer, 2014)
(15)
" " (Maher &
.(**0.330) Dani, 2015)
" (18 2015)
(15)

425

L(**0.467)



.(2017).

-78 (37)39

.108

.(2015) .
.(1999) .
(195-188 )
.(2008) .

.(2014) .
-141 (11)2

168

.(2013) .

Abela, J. & Dallesandro, U. (2002). Beck’s cognitive
theory of depression : The diathesis — stress and
causal mediation components, British Journal of
Clinical Psychology, 41 (9), 111- 128.

American Psychiatric Association. (2013). Diagnostic
and statistical manual of mental disorders: DSM-5.
— 5™ ed. Washington, DC, London, England.

Beck, A; Freeman, A; & Davis, D. (2004). Cognitive
therapy of personality disorders. 2™, NY: The
Guilford Press.

Beck, A; Rector, A; Stolar, N., & Grant, P. (2008).
Schizophrenia: Cognitive theory, research, and
therapy. NY: Guilford Press.

Corey, G. (2000). Theory and practice of counseling
and psychotherapy, Australia: Thomson- Brooks/
Cole.

Daniel, D. & Goldston, C. (2009). Problem solving
styles and its relationship to anger expression
among adolescents. Journal of Clinical Psycho-
logy, 22(14), 212-220.

Dattilio, F. & Freeman, A. (2000). Cognitive behavioral
strategies, 2" ed, NY: The Guilford Press.

426

.(2013) .

.(2006).

.(2007) .

.(2014).

(2012) .
( ) .
.(2013) .

.(2012)

(11)34
268-237

.(2009) .

.(2013).



Moor, S. & Samer, K. (2014). Cognitive distortions
and its relationship to personality disorder among
adolescents. British Journal of Clinical Psycho-
logy, 10(3), 145-156.

Murphy, S. (2016). Cognitive Distortions among
adolescents and its relationship Emotional Status.
Clinical Psychological Science, 15(7), 11-21.

Olendzki, A. (2005) Cognitive and behavior therapy in
chronic depression. Journal of Psychology and
Christianity, 13(4), 327-341.

Reeves, M. & Taylor, J. (2007). Specific relationships
between core beliefs and personality disorders
symptoms in a non-clinical Sample. Clinical
Psychology & Psychotherapy. 14 (8), 96- 104.

Yurica, C. (2002). Inventory of cognitive distortions:
Validation of a psychometric instrument for the
measurement of cognitive distortions. Unpublished
doctoral dissertation. Philadelphia College of
Osteopathic Medicine.

Zaher, L. (2006). Thinking styles and cognitive
distortions among adolescents. Personality and
Individual Differences, 12(6), 170—187.

427

Ghani, S; Abdullah, S; Salleh, A; Mahmud, Z. &
Ahmad, J. (2011). Cognitive Distortion, Dep-
ression and Self-Esteem among Adolescents Rape
Victims. World Applied Sciences Journal, 14(3),
67-73.

Karles, M. (2015). Cognitive distortions and its
relationships to core beliefs among high school
students. Journal of Social and Behavioral
Sciences, 22(6), 252- 257.

Kennedy, D. (2012). The relationship between parental
stress, cognitive distortions, and child psycho-
pathology. Unpublished Doctoral Dissertation.
Philadelphia College of Osteopathic Medicine.

Mabher, J. & Dani, S. (2015). The Relationship between
cognitive distortions and psychological problems
among Malaysian adolescents. World Applied
Sciences Journal, 22(2), 125-133.

Martin, R. & Dahlen, R. (2005). Cognitive emotion
regulation in the prediction of depression, anxiety,
stress, and anger. Personality and Individual
Differences 39 (7), 1249—-1260.

Mcguire, J. (2000). Cognitive-behavioral approaches:
An introduction to theory and research. University
of Liverpool: United Kingdom.






439 - 429 2018 4 14

2018/11/15

Attachment Styles Predicting Academic Motivation
Among University Students

Fatima Al-Zahraa Luzany, Université Ali Lounici, Algeria.

Abstract: The present study aimed to investigate the effect of
attachment styles on academic motivation among university
students. To achieve this aim, the researcher used the Arabic
version of academic motivation scale developed by Vallerand
et al. (1989) and the scale for adult attachment styles
developed by Abu-Ghazal and Jaradat (2009) applied on a
sample of 152 students, selected randomly. The researcher
used the multiple regression coefficient with winsteps method
to conclude the finding. The findings of the study showed that
the anxious-ambivalent attachment proved to be not predictor
of academic motivation, the avoidant attachment related
positively to academic motivation and also, the secure
attachment related positively to academic motivation.
Avoidant attachment proved to be the most predictor of
academic motivation among university students.

(Keywords: Attachment Styles, Academic Motivation).
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Comparing Social, Psychological, and Behavioral

Problems Facing Students with Learning Disabilities in

Learning Disabilities Rooms and Regular Classrooms

from Parents' Point of View )

Sabah Abdul-Wahab, Sahar El Shourbagi and Nahed
Salem, Sultan Qaboos University, Sultanate of Oman.

Abstract: The objective of this study is to compare the social, (

psychological, and behavioral problems that face students in

both learning disabilities and regular classrooms from their

parents’ point of view. The study also verifies the degree of (161) . "o
differences among these problems with reference to parents’ . (12)

variables (gender, age, educational level), family variables .

(number of children, level of income per family, number of ’

children previously enrolled in learning disabilities rooms),

and students’ variables (gender, level of grade, number of

years of enrollment in learning disabilities rooms). In order to

achieve the objective of the study, the researchers used a - -
mixed approach, combining both quantitative and qualitative

methods. The data were analyzed statistically by using means,

T-test and One-Way ANOVA. The number of quantitative : )
samples was (161), whereas the number of qualitative samples (

was (12). The researchers found a number of results; the most

important one is that the social, psychological, and behavioral

problems appear more in the regular -classrooms, in

comparison with learning disabilities rooms. There are no

statistically significant differences in the responses of parents

to the problems of students with learning disabilities with (2001- 2000) 4-1)
respect to all variables, except the educational level of the

parents, for the benefit of the higher educational level.

(Keywords: Students with learning disabilities; social,
psychological, and behavioral problems; parents’ point of
view; Sultanate of Oman). (1 1626) (2016)
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program. The teachers found the program to be
easy to implement while keeping the students
engaged in learning. The teachers also observed
that as well as increasing test scores, the Touch
Math program also increased students’ self-esteem
as a math student. Students also began to feel
better about themselves as the Touch Math strategy
was taught. They went from needing frequent help
in completing assignments to being able to
complete targeted worksheets independently.

Recommendations and Conclusions

1- Further research on Touch Math program and
M-CBM should be done with a greater sample
size, other types of math problems (e.g.,
subtraction, multiplication, and division), and
over a longer period of time.

2- Researchers and practitioners should investigate
other effective intervention math programs to
be used in Jordan and Arab world. There is
clearly a need for research in Jordan and Arab
countries to identify more precisely, what
constitute  effective, scientifically based
practice in teaching mathematics to students
with MD. For example, cognitive strategy

interventions are designed to improve
performance through compensatory
procedures or through more efficient

functioning of weak or deficient cognitive
processes.  Strategy training can be
incorporated into classroom instruction or
conducted with an individual student.
Mnemonic training, which is designed to
increase retrieval of information, is the most
common and most effective application in
teaching math (Lloyd, Forness, & Kavale,
1998).

Finally, although that researchers and
practitioners suggested that Arabic numerals
are more scientifically based and can be used
to facilitate helping students with MD; Jordan
and most other Arab countries are still using
the Hindu numeral system (e.g.,5 4 3 2 1)

and not the Arabic numeral system (e.g., 1, 2,
3,4, 5) in education, and particularly in public
schools. Thus, policy makers should be
informed about the results of this research to
guide them in selecting the best educational
practice for our children.
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difficulties in solving basic addition problems.
Thus, the major purpose of this study was to
evaluate the effectiveness of the Touch Math
program and M-CBM on mastering the basic
addition facts for third grade students with MD.
The most important results of this study are
discussed in the following sections.

On average, both groups of the study achieved
higher scores in Calculation Test because of
applying Touch Math program. Thus, the
descriptive data findings were positive and support
the efficacy of Touch Math program as an
intervention to improve addition skills for third
grade students with MD. These findings support
and extend the literature on the effectiveness of
Touch Math program in improving student basic
mathematics facts (Boon et al., 2010; Boon &
Water, 2011; Bielsker, et al, 2001; Calik & Kargin,
2010; Scott, 1993; Ullrich, 2013). As discussed
earlier, all the studies shared the same theme that
students with all types of disabilities who have
difficulty remembering math facts have more
success with the Touch Math program than they do
with traditional methods of solving addition
problems. The effectiveness of Touch Math
program may be attributed to the following: a)
Touch Math approach appears to teach addition
according to the same strategies that children
naturally develop to solve addition problems
(Miller & Mercer, 1997); b) Touch Math program
also has the advantage of being a multisensory
method, in that it involves the use of auditory,
visual and tactile information (Chinn & Ashcroft,
2001); and c) Touch Math program satisfy the
needs of different types of learners, and use several
modes of processing information (e.g., visual,
auditory, and tactile or kinesthetic) (See Dunn &
Dunn, 1978; Fielding, 1995; Mixon, 2004; Sarasin,
1998).

Students who had Touch Math and M-CBM
achieved higher scores in Calculation Test than
students who experienced just Touch Math
program during the intervention and follow-up
phases. In other words, the results of the
Calculation Test, and the progress monitoring as
determined by performance on the M-CBM over
the study period showed that third grade students
with MD who received Touch Math and M-CBM
made greater growth in addition skills than the
comparison group students who received just
Touch Math program. This finding is consistent
with previous research demonstrating that M-CBM
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increases student achievement and motivation
(Abu-Hamour & Mattar, 2013; Stecker, Fuchs, &
Fuchs, 2005). However, it is worth documenting
that the differences between the two groups of this
study were not significant; and this finding may be
explained by the short period of applying the
intervention and the small number of participants.

Students progressed on their M-CBM addition
skills in a growth rate of 0.4 correct digits per
week. These results also indicated that M-CBM is
an appropriate measure for monitoring students’
academic growth in math addition achievement.
The third-grade students with MD showed steady
growth rate during the 16 weeks of intervention.
The estimated growth rate was 0.4 correct digits
per week. Some researchers indicated that the
expected weekly growth rate for M-CBM in third
grade is 0.5 correct digits and above (see Abu-
Hamour & Mattar, 2013; Deno, Fuchs, Marston, &
Shin, 2001). However, this finding is expected
since students with MD in this study performed
less well than typically achieving students in other
studies. This result suggests as well that M-CBM
can be used for identifying students who are at risk
of academic failure in addition skills. This research
and previous studies lead us to conclude that M-
CBM can discriminate between those students with
and without math academic skills problems (Deno,
2003; Hosp et al, 2007; National Center on
Response to Intervention, 2012).

These findings are particularly important with
respect to instruction for students with MD as the
trend in schools is toward full inclusion in general
education classes (The Higher Council for the
Affairs of Persons with Disabilities, 2017; U.S.
Department of Education, National Center for
Education Statistics, 2010). For these students to
achieve success in inclusive classrooms, Yell and
Walker (2010) recommended that schools to use
mathematics programming that research has shown
to be effective in the general education setting, and
also adopt and wuse research-based progress
monitoring systems such as curriculum-based
measurements to collect data on student
performance.

Finally, as with all intervention programs for
classroom settings, providing efficient, teacher-

friendly interventions that foster student
engagement is necessary for  continued
implementation. =~ Both  the teachers who

implemented the Touch Math program and the
students with MD expressed satisfaction with the
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Social Validity

Evaluations of social validity focus on the
satisfaction with the intervention’s outcomes by
those who use the intervention. The participants
completed a four-item questionnaire in a yes/no
format following the completion of the study.
Specifically, the students were asked if they felt
their addition skills improved during the
intervention program. The researcher read to the
participants each item on the student questionnaire
and asked them to color in a happy face for ‘‘yes”’
or a frowning face for ‘‘no.”” Results indicated that
students involved in this study were satisfied with
the tutoring procedures and assessment process.
Approximately, 98% of the students believed that
their addition skills improved because of the
intervention program and the use of M-CBM. The
teachers indicated that they liked the experience of
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teaching math by wusing the Touch Math
scientifically based program and the M-CBM; and
their students had increased their addition skills by
the end of the study.

Discussion

Researchers in the field of learning disabilities
have historically focused their attention on the
language characteristics of children with learning
disabilities and specifically on reading (Lerner,
2000). Less attention has been given to the study of
learning disabilities in the area of mathematics
(Bender, 2001). This lack of attention may be
partially because of the complexity associated with
the study of mathematics. As discussed earlier in
the study, students with MD in Jordan frequently
find addition tasks to be an obstacle in their
mathematical progress. Many use inefficient and
inaccurate counting methods and encounter
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Study Question 1: What are the differences
between first group (Touch Math program and M-
CBM) and second group (Touch Math program)
on their addition achievement?

The descriptive results indicated that the
achievement of the Touch Math and M-CBM

group was greater than that of the second group
(just Touch Math) by the end of the intervention
and in the follow-up phase. The visual
representation of Table 1 is presented in Figure 4
as well.

Table 1. Means and standard deviations of the Calculation Test across the three phases.

Group 1 Group 2

M SD M SD
Pre-Intervention 58.82 11.18 59.41 12.40
Post-Intervention 67.50 10.07 63.77 12.47
Follow-Up 67.27 10.06 63.50 12.33

Note. n= 22 for each group, Group 1= Touch Math and M-CBM, Group 2= Touch Math, M= Mean, SD=

Standard Deviation.

Post-Intervention Phase. All assumptions of
performing independent #-tests were examined. No
violations of normality and homogeneity of
variance were detected. The variances were equal
for the Touch Math and M-CBM group, and the
Touch Math group, F (1, 42)=.471,p=0.497, p
> .05. On average, students who had Touch Math
and M-CBM achieved higher scores in Calculation
Test (M = 67.50, SD = 10.07) than students who
experienced just Touch Math program during the
intervention (M = 63.77, SD = 12.47). However,
this difference was not significant ¢ (42) = 1.09, p
=0.282, p > .05. This result meets the researcher's
expectations in terms of that the first group will
outperform the second group, but no significant
differences were found between the two groups
(See Hypothesis 1).

Study Question 2: What is the impact of
Touch Math program and M-CBM or just Touch
Math program in students' addition skills over
time?

Follow-Up  Phase. All assumptions of
performing independent #-tests were examined. No
violations of normality and homogeneity of
variance were detected. The variances were equal
for the Touch Math and M-CBM group, and the
Touch Math group, F (1, 42) = .422, p = 0. 520,
p>.05. On average, students who had Touch Math
and M-CBM achieved higher scores in Calculation
Test M = 67.27, SD = 10.06) than students who
experienced just Touch Math program during the
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intervention (M = 63.50, SD = 12.33). However,
this difference was not significant # (42) = 1.11, p =
0.273, p > .05. It is worth documenting as well that
students' performance changes in the two study
groups from post-intervention phase to follow-up
phase were marginal. In other words, students in
the two study groups maintained their addition
skills even after finishing the Touch Math
intervention program. This result meets the
researcher expectation in Hypothesis 2. Changes in
students' addition skills endured over time for the
two study groups.

Study Question 3: To what extent students
with MD will develop a positive increase/trend-line
in their M-CBM addition skills because of using
Touch math program?

Students progressed on their M-CBM addition
skill from 7.14 correct digits in two minutes on the
first probe to 13.66 by the last week of instruction.
The estimated growth rate was 0.4 correct digits
per week. Figure 5 provides information on the
weekly growth for M-CBM addition skills. This
result meets the researcher expectation in
Hypothesis 3. Students with MD developed a
positive increase/trend-line in their M-CBM
addition skills as a result of using Touch math
program.
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4, students start with the 5 and count each
Touchpoint. Next, they count “six, seven, eight,
nine” while touching the points on the 4. They
write the answer and repeat the problem with its
answer aloud (See Figure 3 for further examples).

Addition with Continuance Counting.
Continuance counting means to start with the
largest number and count up from that number.
The children touch the largest number, say its
name, and continue counting. For example, to
solve 9 + 4, according to the Touch Math program,
the points are removed from the 9. In this problem,
the children say “nine” (touching the 9) and count
“ten, eleven, twelve, thirteen” (counting the points
on the 4). Children will say and practice, “I cross
out the largest number, say its name, go to the top
of the column, and continue counting.”

Addition without Regrouping. The statement
that children repeat while doing this two-digit
problem is, “I start on the side with the arrow. The
arrow is on the right side.” This is necessary
because words and multi-digit numbers are read
from the /eft. However, multi-digit addition
problems are solved from the right. The arrow
serves as a visual clue. For example, to solve 42 +
35, children start on the right side, and say “five”
(pointing to the largest number — 5) and “six,
seven” counting the Touchpoints on the 2. Then
they moved to the tens place and add 4 and 3 using
the same method. They were encouraged to read
the problem and answer to reinforce reading and
recognizing two-digit numbers.

Addition with Regrouping. Another visual
clue that is added to the process of addition with
regrouping is the box. Children were encouraged to
say the arrow statement, “I start on the side with
the arrow. The arrow is on the right side.” For
example, to solve 23 + 39, the answer to the first
column on the first problem is 12. They put the 1
(or one ten) in the box and the 2 below, then add 3
to 2 and 1, and get the final answer 62.

s 9 5
+1£_;; 2 + 13 3
g + 7

+ B
1 [
2 23
+35 +39

Figure 3. Examples of addition problems
using Touch Math Program
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Treatment integrity and Reliabilities

Treatment integrity checklists were used to
measure the extent to which the teachers
implemented the intervention correctly. These
checklists were based on the critical components of
the selected intervention. Each step on the
checklist was scored as completed or not
completed, and the percentage of steps completed
accurately was determined. A total of 12 of the 40
teaching sessions were randomly selected to
examine the fidelity of the intervention. While the
teacher implemented the intervention, an observer
independently and simultaneously conducted
treatment integrity assessments. The average
interobserver reliability was 98% (range 97—
100%). In addition, the team of this study had
weekly updates and discussions to address the
crucial points in the delivery of the intervention
and provide feedback. To ensure consistency of
testing administration across the different phases of
the study, the researcher and the teachers read from
scripts and used timers. The researcher scored all
tests twice and entered the data into an Excel
spreadsheet. In terms of data entry reliability, all of
the Excel data (100%) were checked against the
paper scores and all discrepancies were resolved
by examining the original protocols. The Statistical
Package for the Social Sciences (SPSS), version
17.0, was used to analyze the data. Descriptive
statistics (e.g., means, standard deviations), and z-
tests for independent samples were used to
investigate the study questions.

Results

Descriptive statistics of the study test scores
are reported in Table 1 for the two groups of the
study. These scores represent both pre- and post-
intervention, and follow-up phases. Before
providing the study's intervention, a Levene’s test
was administered to the Calculation Pre-test for
both groups. No violations of normality and
homogeneity of variance were detected. The
variances were equal for the Touch Math and M-
CBM group, and the Touch Math group, F (1, 42)
=.166, p = 0.685, p > .05. On average, students in
the second group had slightly higher scores (M =
59.41, SD = 12.40) than students in the first group
(M = 58.82, SD = 11.18). Howeyver, this difference
was not significant ¢ (42) = -.166, p = 0.869, p >
.05. The following results are presented according
to the study questions:
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individuals ranging in age from 4 years to 22 years.
The WJ Arabic Tests are a comprehensive, norm-
referenced, individually administered assessment
of cognitive abilities and achievement. In general,
the internal consistency reliability estimates for all
WI Arabic measures are uniformly high, most
often with magnitudes in the .80s and .90s for
individual tests, and in the .90s for clusters. The
WI Arabic battery is a perfect tool to identify
students with MD since it relies on assessing
multiple criteria of Cognitive and Achievement
abilities by using CHC theory of cognitive
abilities. To conduct this study, the general
intelligence and the following broad cognitive
abilities were measured by the W] Arabic Tests:
Long-Term Retrieval (G/r), Auditory Processing
(Ga), Fluid Reasoning (Gf), Processing Speed
(Gs), Short-Term Working Memory (Gwm),
Visual-Spatial Thinking (Gv), Comprehension-
Knowledge (Gc), Reading-Writing (Grw), and
Quantitative Knowledge (Gg) (Author, 2015).

Calculation Test from WJ Arabic Tests.
Calculation is a Test of math achievement
measuring the ability to perform mathematical
computations (Gq). The initial items in Calculation
require the individual to write single numbers. The
remaining items require the person to perform
addition, subtraction, multiplication, division, and
combination of these basic operations, as well as
some geometric, trigonometric, logarithmic, and
calculus operations. The calculations involve
negative numbers, percents, decimals, fractions,
and whole numbers. Because the calculations are
presented in a traditional problem format in the
Subject Response Booklet, the person is not
required to make any decisions about what
operations to use or what data to include. A correct
response by the students received a score of one
and a wrong response received a zero score. The
students’ final scores would correspond to total
correct responses then converted to standard score
using professional software for this purpose. This
test was used as a criterion measure in both pre and
post intervention testing, and in the follow-up
phase.

Math Curriculum Based Measurement (M-
CBM). When giving M-CBM computation probes,
the examiner can choose to administer them
individually or to groups of students. For the
purpose of this study, the researcher used the
multiple-skill addition worksheets that covered the
targeted addition skills for this study and
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administered them individually. The student was
given the worksheet and then asked to complete as
many items as possible within 2 minutes. M-CBM
assigns credit to each individual correct digit
appearing in the solution to a math fact. By
separately scoring each digit in the answer of a
computation problem, the instructor is better able
to recognize and give partial credit to a student.
The probes were scored according to the correct
digit system in this study (Hosp et al., 2007).

Procedure

Selected schools were approached by the
author to coordinate the study work with the
principals and teachers. Students in the first group
received Touch Math program and M-CBM.
Students in the second group received just Touch
Math program. Due to the fact that students'
individual addition skills were variant, both
individualized and group teaching were used to
move forward in applying the program, and to help
all the students according to their abilities. The
results of the WJ Calculation Test, the researchers'
observations, and the errors analyses suggested
that participants in this study: struggle to recognize
patterns, such as largest to smallest; have difficulty
learning and recalling basic math facts, such as 2 +
3 = 5; use fingers to count instead of using more
advanced strategies, like mental math; have
difficulty understanding place value; have trouble
writing numerals clearly or putting them in the
correct column; are very slow in retrieving facts or
pursuing procedures; and have difficulties
sequencing addition multiple steps. Students in the
two conditions completed one pretest session, a
post-tests session, and four days after the training
ended, and a maintenance test that was conducted
approximately two weeks after the completion of
the program. The time between pre-test and post-
test was 16 weeks for each of the groups. Both
groups were given the same 48 lessons from the
Touch Math program and were asked to solve 198
worksheets. In terms of progress monitoring, M-
CBM probes were administered weekly. In this
study, the researchers employed addition lessons
only (see the next section for content details).

Touch Math Program

Beginning Addition. Prerequisites to Touch
Math addition methods were abilities to count,
recognize numerals, and write two-digit numbers.
Children were encouraged to touch each point with
their pencils and count. For example, to solve 5 +
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basic skills that originated uniquely in special
education. M-CBM can be used effectively to
gather student performance data to support a wide
range of educational decisions, including screening
to evaluate pre-referral interventions, determining
eligibility for and placement in remedial and
special education programs, evaluating instruction,
and evaluating the reintegration and inclusion of

students in general education programs (Abu-
Hamour & Mattar, 2013; Deno, 2003).

Method

This study uses a quasi-experimental, pre-
test/post-test design as shown in Figure 2. Groups
were randomly assigned to the instructional
approaches: Group 1) Touch Math program and
Math CBM, and Group 2) Touch Math program.

Intervention
TouchMath and M-
Group 1 > » CBM for progress » —
monitoring .
Calculation Calculation Follow-Up
Pre-test TouchMath Post-test Calculation
Test
[ > >
Group 2 >

Figure 2. Research design incorporating pre-test, intervention, post-test, progress monitoring, and

follow-up test.
Participants

Participants were selected through screening
more than 400 students studying in third grade in
two private schools in central region of Jordan for
MD. Only 44 students who exhibited MD were
included in the present study. The mean age was
104 months with a range of 103 to 107 months. Of
the total sample, 21 were male and 23 female.
These students were enrolled in the 2016/2017
academic year. The Touch Math and M-CBM
group consisted of 22 students (10 male and 12
female) and the Touch Math group consisted of 22
students (11 male and 11 female). Across the two
schools, curricular goals and objectives, materials
and reading instruction methods were similar (e.g.,
Math is taught in English by using Arabic
numerals). Students participated in a 40-minute
lessons three times a week for approximately four
months. For the purpose of this study, students
who struggle with math were identified and
nominated by their teachers to be participants in
this study. Then, the study author diagnosis all
participants using the Arabic Version of
Woodcock-Johnson Tests to make eligibility
decisions. In addition, for the purpose of this study,
only students who scored <85 in the Calculation
Test of WJ Arabic battery were included in the
sample.

Consent forms were sent to parents, seeking
their agreement for participation. Parents who
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agreed to let their children participate in the study
were asked to complete a short questionnaire that
addressed the inclusion criteria of this study. The
participants were selected from a larger set of
students who were assessed to meet the
requirements for inclusion in the study:
intelligence within the average range, native
speakers of Arabic and fluent in English, no noted
emotional or behavioral disorder, no noted
attention disorders, and no sensory impairments.
Two special education teachers (these teachers
have a degree in special education and diploma in
learning disabilities), both with instructional
experience and trained in the intervention
methodology; worked closely with the author to
implement the intervention programs to the
participants. To be included in the final data
analysis, participants were required to attend at
least 34 of the 40 scheduled practice sessions,
complete all the tests, and have a written parental
consent.

Measures

Woodcock-Johnson Arabic Tests. The
Arabic version of Woodcock-Johnson Cognitive
and Achievement Tests (WJ IV COG and ACH)
were used to assess the cognitive and math
calculation skills of the participants (WJ IV;
Schrank, Mather, & McGrew, 2014). The WIJ
Arabic Tests are based on the Jordanian local
norms that have been established in Jordan for
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technique for children with MD is one of the
purposes for this study.

The major purpose of this study was to
evaluate the effectiveness of the Touch Math
program and M-CBM on mastering the basic
addition facts for third grade students with MD. On
the other hand, students in the second group used
just Touch Math program without M-CBM to
determine the best practice when comparing the
two study groups. The study problem is
represented by the following questions:

Study Question 1: What are the differences
between first group (Touch Math program and M-
CBM) and second group (Touch Math program) on
their addition achievement?

Study Question 2: What is the impact of
Touch Math program and M-CBM or just Touch
Math program in students' addition skills over
time?

Study Question 3: To what extent students
with MD will develop a positive increase/trend-
line in their M-CBM addition skills because of
using Touch math program?

Significance of the Study

In the absence of intensive instruction and
intervention, students with MD and difficulties lag
significantly behind their peers (Abu-Hamour &
Mattar, 2013; Sayeski & Paulsen, 2010).
Conservative international estimates indicate that
25% of students struggle with mathematics
knowledge and application skills in general
education classrooms, indicating the presence of
mathematics  difficulty = (Mazzocco, 2007).
Additionally, 5% to 8% of all school age students
have such significant deficits that affect their
ability to solve computation and/or application
problems that they require special education
services (Geary, 2004).

The content standards require both conceptual
understanding and procedural fluency and call for
students to be proficient with facts in all four
operations (i.e., addition, subtraction,
multiplication, and division) by the end of grade
three in order to succeed in higher-order
mathematics. If children fail to obtain mastery of
these facts, they will likely have difficulty with
more complex math skills, which could result in
cumulative failure. Students’ failure to meet math
benchmarks for their respective grade levels is a
continuing cause of great concern of parents,
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teachers, and school policy makers. Because
proficiency with basic facts is assumed after grade
three, students who continue to struggle must
receive supplemental supports or interventions to
meet the high academic standards of the grade-
level curriculum. In other words, it is an important
fact that children with MD, like other children with
disabilities, have specific learning needs.
Therefore, trying different teaching techniques is
necessary to ensure their success in math classes.

Study Delimitations and Limitations

e Foremost of the limitations was external
validity. Participants were third-grade students
with MD from Jordan. The generalizability of
findings to other geographic areas, grades, and
students should be investigated further.

e The sample size of the study was small. Larger
sample size is recommended in future research.

Terminology of the Study

Math Disability (MD). It is a specific
learning disability affecting the normal acquisition
of arithmetic skills (Geary, 2004). In this study,
only students who scored <85 in the Calculation
Test of WJ Arabic battery were included in the
sample.

Touch Math Program. The Touch Math
Program is a multisensory method for teaching
addition by breaking down the task of adding into
small, logical steps without requiring the storage of
arithmetic facts in memory.

Touch Math Technique. The Touch Math
Technique is based on counting by placing touch
points (dots) on numbers (See Figure 1). This
approach is of a multisensory nature, combining
visual, auditory, and tactile sensations. The number
concept is learned by placing points and dots on
the numbers. The technique allows for a
simultaneous presentation of concrete, semi-
concrete, and abstract examples. During teaching,
the dots upon the numbers are counted. These dots
are placed systematically on the numbers.
Depending on the presentation, they can take the
form of objects, object pictures, or dots.

Curriculum-Based-Measurements (CBM).
(CBM) is an alternative assessment procedure for
monitoring progress and guiding the selection of
interventions (Deno, 2003; Hosp et al., 2007).

Math CBM (M-CBM). M-CBM is an
approach for assessing the growth of students in
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wrote to teachers “by addressing all three learning
styles you will help students develop their weaker
learning modalities as well as their stronger, more
natural ones. Students can then become more
versatile learners in varied settings” (48). Corno
and Snow (1986) wrote, “the success of education
depends on adapting teaching to individual
differences among learners” (605). The Touch
Math program provides for each of these types of
learners.

With regards to the literature review, studies
showed that using Touch Math can be an effective
tool for students with disabilities whether they are
elementary students with mild disabilities (Scott,
1993), kindergarten students with memory issues
(Bielsker, Napoli, Sandino & Waishwell, 2001),
third and fourth graders with intellectual
disabilities, learning disabilities or other health
impairments (Wisniewski & Smith, 2002), (Calik
& Kargin, 2010), high school students with mild
intellectual disabilities (Boon & Water, 2011), and
middle school students with moderate intellectual
disabilities (Boon, Cihak, & Fletcher, 2010). All
the studies shared the same theme that students
with all types of disabilities who have difficulty
remembering math facts have more success with
the Touch Math strategy/program than they do
with traditional methods of solving addition
problems. It was even noted that those students
with no learning disabilities had success using
TouchMath (Ullrich, 2013). However, it is worth
documenting that previous studies had used
different evaluation tools to determine the
effectiveness of Touch Math program.

Researchers demonstrated the value of using
normative-based assessments for accurately
diagnosing a learning disability and curriculum-
based measures for monitoring the effects of
intervention (Abu-Hamour, Urso, & Mather,
2013). In addition, a report from the National Joint
Committee on Learning Disabilities (2008) calls
for comprehensive assessment of older students

with  learning  disabilities  conducted by
professionals trained in adolescent learning. This
report  underscores  the  importance  of

comprehensive assessments to provide a complete
picture of a student’s strengths and weaknesses to
inform intervention. With the integration of
comprehensive evaluations and the implementation
of intensive and systematic intervention and
progress monitoring, educators will ensure that all
students will success.
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Researchers in particular have recommended
curriculum-based-measurements (CBM) as an
alternative assessment procedure for monitoring
progress and guiding the selection of interventions
(Deno, 2003; Hosp, Hosp, & Howell, 2007).
CBM’s validity and reliability are well established
(National Center on Response to Intervention,
2012). For example, Math CBM (M-CBM)
represents an empirically supported system of
progress  monitoring  that has  produced
demonstrated effects on student achievement. M-
CBM is an approach for assessing the growth of
students in basic skills that originated uniquely in
special education. M-CBM can be used effectively
to gather student performance data to support a
wide range of educational decisions, including
screening to evaluate pre-referral interventions,
determining eligibility for and placement in
remedial and special education programs,
evaluating instruction, and evaluating the
reintegration and inclusion of students in general
education programs (Abu-Hamour & Mattar, 2013;
Deno, 2003).

Problem and Questions of the Study

Researchers in Jordan have stated in numerous
reports, articles that the Jordanian educational
system is in need of effective strategies, and
programs to provide students with MD with an
appropriate intervention (Author, 2014; Abu-
Hamour & Mattar, 2013). Unfortunately,
researchers' observation indicates that teachers of
students with MD in Jordan are still using
traditional methods to teach addition facts. Al-
Khateeb (2008) and Al-Natour (2008), consultants
to the Ministry of Education in Jordan, highlighted
some of these challenges, including lack of
screening and diagnostic tests, and lack of the
knowledge about students with MD in public and
private schools in Jordan. Thus, investigating
scientifically based intervention such as Touch
Math program for Jordanian students with MD is a
necessity in Jordan as well as other Arab countries
to provide better understanding for the needs of
these students as early as possible. Although the
touch math technique has been known for
approximately 30 years, and studies have been
conducted on its effectiveness in teaching math
skills to children with certain disabilities, there are
few studies on its effectiveness in teaching
addition skills to children with MD in Jordan and
other Arab countries. Therefore, the need for
further studies on the effectiveness of this
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expected that addition facts will gradually be
stored in a child’s long-term memory, thereby
enabling the child to employ the most advanced of
the three addition strategies used by most children.
Repetition of meaningful material has been found
to aid retention (Marsh & Cooke, 1996). The
Touch Math program also has the advantage of
being a multisensory method, in that it involves the
use of auditory, visual, and tactile information.
Multisensory approaches have been encouraged by
several researchers when introducing basic number
concepts (Chinn & Ashcroft, 2001). Furthermore,
the program assumes little prior knowledge of
arithmetic on behalf of the learner. Finally, it is a
discreet method that allows children to solve
addition problems without indicating that a
counting method is being used, thus allowing
students to avoid the embarrassment of finger or
tally counting. More information about Touch
Math program is provided in the following section.

The Touch Math program is a multisensory
method for teaching addition by breaking down the
task of adding into small, logical steps without
requiring the storage of arithmetic facts in
memory. Indeed, it incorporates, to a considerable
extent, the three most effective strategies identified
by Miller, Butler, and Lee, (1998) for teaching
mathematics to students with learning disabilities:
step-by-step self-regulated instruction, use of
manipulative and direct instruction. Touch Math
program was developed by Janet Bullock in 1975
for children with math learning disabilities to help
them to overcome their difficulties. This technique
is based on the concrete-to-abstract instruction
principle in mathematics teaching and learning. A
student-oriented  technique provides easier
computation by means of the concrete learning of
numbers as well as quicker counting without the
use of fingers (Miller et al., 1998).

The touch math technique is based on
counting by placing touch points (dots) on
numbers (See Figure 1). This approach is of a
multisensory nature, combining visual, auditory,
and tactile sensations. The number concept is
learned by placing points and dots on the numbers.
The technique allows for a simultaneous
presentation of concrete, semi-concrete, and
abstract examples. During teaching, the dots upon
the numbers are counted. These dots are placed
systematically on the numbers. Depending on the
presentation, they can take the form of objects,
object pictures, or dots. First, the students learn the

463

positions of the dots on each number. Following
this process, the instruction continues with other
instruction steps for addition problems. The
students identify the largest number, identify the
number that they chose verbally, and then count
the dots on the other number to find the solution.
Once the students have gained the necessary skills
during these steps, the dots are removed and the
students continue to count on from that number

(Yikmis, 2016).
1 2 8 H o

-2

3I;,Z 7 1-2 ‘_283# g 3-4
2 5 3-4 5-6
5ok o 5-&6 1-8 7.8

Figure 1. Illustration of the Touchpoints on
Numbers 0-9 from Touch Math Program

In terms of theory, according to Dunn and
Dunn (1978), there are three basic modes of
processing information: visual, auditory, and
tactile or kinesthetic. Sarasin (1998) noted that
many children prefer to process information
visually and can easily be frustrated by a teacher
who uses the auditory mode of “telling” in order to
teach. These children are visual learners.
According to Dunn and Dunn (1978), visual
learners process their information primarily
through sight. To cater to this type of learner, the
Touch Math program provides visual clues, such as
arrows and Touchpoints. Some students prefer to
listen in order to learn. These children are auditory
learners. “These learners are usually verbal in
nature, and often tend to think aloud” (Fielding,
1995, 29). Dunn and Dunn (1978) noted that
auditory learners process their information
primarily through sound, hearing, speaking, and
listening. The Touch Math program provides for
the learning style of these children by verbalizing
the steps to the computation. The kinesthetic
learner prefers physically doing something to learn
the content. “Tactile or kinesthetic learners learn
by doing. Traditionally, this type of learner has
been the most neglected in education settings”
(Mixon, 2004, 48). Dunn and Dunn (1978) wrote
that kinesthetic learners process their information
primarily through physically experiencing the
information. Barbe and Milone (1980) maintained
that 15% of elementary children are kinesthetically
oriented, yet schools are predominately visually
and auditorially oriented. In the Touch Math
program, children count by touching the
Touchpoints and saying the number. Mixon (2004)
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Although students with mathematical diffi-
culties are a diverse group, they generally include
those who perform in the low average range (e.g.,
at or below the 25th percentile) and may exhibit
difficulties in one or many areas of mathematics
(Geary, 2004; Geary et al., 2000). Characteristics
of MD include memory deficits, inadequate use of
strategies addressing mathematics, and difficulty
with the transfer of mathematics skills to new
learning environments (Kroesbergen & Van Luit,
2003). These students may also exhibit problems
with retrieval of basic facts, display errors when
following procedures, and use procedures for
problem solving more typical of a younger student
(i.e., finger counting, verbal counting) (Geary,
2004). In terms of basic mathematics facts,
students with MD function below typically
achieving peers in basic fact retrieval across
elementary grade levels (Anderson, 2010) and are
unable to master the four basic operations before
leaving elementary school (Kroesbergen & Van
Luit, 2003).

Researchers in the field of learning disabilities
have historically focused their attention on the
language characteristics of children with learning
disabilities and specifically on reading (Rivera,
1997; Lerner, 2000). Although several researchers
have conducted recently robust research in the area
of MD (Baroody, Bajwa & Eiland, 2009; Geary,
2011; Gersten et al. 2009; Jitendra et al., 2013);
still less attention has been given to the study of
learning disabilities in the area of mathematics
comparing to the area of reading (Bender, 2001;
Swanson, Jerman, & Zheng, 2009). Although
knowledge of mathematics is necessary in many
every-day situations, most of the skills required
involve the application of very basic mathematical
concepts (Patton, Cronin, Bassett, & Koppel,
1997). Such fundamental mathematical
information includes the four operations, namely
addition, subtraction, multiplication, and division.
The most basic of these operations, however, is
addition, given that the three other operations are
based on it (Lerner, 2000). Consequently, it is
crucial that students with learning disabilities in
mathematics become competent in this most
fundamental operation, addition.

Although information on how children with
learning disabilities in mathematics learn addition
is quite limited, a good deal of research has
examined how children without disabilities learn to
add (Hughes, 1986). Perhaps the most complete
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study to date has been that by Carpenter and Moser
(1984), who examined the different strategies that
children use when performing addition problems at
different stages of learning. They identified three
strategies that children without disabilities employ
for solving addition problems. Initially, children
use a count-all strategy that consists of counting,
with the use of fingers or other objects, each
addend in an addition problem starting at 1 until all
numbers have been counted. For example, when
solving the problem 4 + 5, the child begins by
holding up four fingers on one hand while counting
to 4, and then holding up five fingers on the other
hand while counting to 5. Finally, the child counts
all the fingers that are held up in order to find the
solution, in this case 9. The count-all strategy is
limited, in that the child can only easily add to 10
using his or her fingers and will experience
considerable difficulty when adding numbers
greater than 10. At the early stages of learning,
however, most learners use the count-all strategy.
Once the count-all strategy has been learned,
children generally move to a slightly more
advanced strategy for solving addition problems.
This method, called the count-on strategy, involves
saying the first addend of the addition problem and
then counting on from that number (Carpenter &
Moser, 1984). For example, a child would solve
the problem 4 + 5 by saying the first number, in
this case 4, and then counting on from 4. While
some children continue to use their fingers when
counting on, most do not need to use concrete
referents. Children eventually learn to begin the
count with the largest addend, thus saving time.
The final stage of addition learning identified by
Carpenter and Moser (1984) involves storing and
later retrieving addition facts from long-term
memory. With  repeated  practice  and
reinforcement, children memorize basic addition
facts and retrieve them from memory when
needed. For example, in time, children memorize
the addition problem 4 + 5 =9.

The Touch Math approach appears to teach
addition according to the same strategies that
children naturally develop to solve addition
problems. The system offers a method for teaching
addition that involves count-all and count-on
strategies but does not require the retrieval of
stored facts from memory, an area of difficulty for
many students with learning disabilities (Miller &
Mercer, 1997). However, because students are
encouraged to repeat their answers to problems
aloud when using the Touch Math method, it is
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Abstract: The purpose of this study was to investigate the
effectiveness of the Touch Math program, and the Math
Curriculum Based Measurements (M-CBM) on mastering the
basic addition facts for third grade students with Math
Disability (MD). A total sample of 44 third grade students
participated in the study. This study presents a comparison of
two groups: The Touch Math and M-CBM group, and the
Touch Math group. The intervention was implemented for 16
weeks. The findings indicated that both groups of the study
achieved higher scores in math achievement as a result of
applying Touch Math program, but Touch Math program and
M-CBM had better results compared to just Touch Math
program on students' performances during the intervention and
follow-up phases. In addition, participants developed a
positive increase/trend-line in their M-CBM addition skills
because of using.

(Keywords: Special Education in Jordan; Mathematics
Learning Disabilities; Touch Math Program; Math Disability).

Introduction: Math Disability (MD) is defined as a ...
specific learning disability affecting the normal
acquisition of arithmetic skills” (Geary, 2004). MD,
which is primarily a cognitive disorder, is considered a
clinical diagnosis when a child’s mathematics
achievement is “substantially” below what would
normally be expected, given the child’s intelligence and
educational opportunities (Mabbott & Bisanz, 2008).
While problems in mathematics can be predicted as
early as age four or five (Geary, Hamson, & Hoard,
2000), a full MD may be clearly diagnosed by third
grade (Fuchs et al. 2009). Between 4% and 15% of
school-aged  children have difficulty learning
mathematics (Garrett, Mazzocco, & Baker, 2006;
Geary, 2004). More specifically, the percentage of
school-age children with deficits affecting acquisition of
skills in the area of mathematics is between 5% and 8%
(Geary, 2004). Comparable prevalence was suggested in
Jordan and Arab world as well (Author, 2017; McBride,
2007).
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Mathematics is a subject that students with MD
will encounter throughout their academic and daily life
experiences. Special education teachers have reported
that two out of every three students with disabilities
experience mathematics problems (Riccomini & Witzel,
2010). Carpenter (1985) found that special education
classrooms devote as much as one third of available
instructional time to the remediation of mathematics
deficiencies. However, even with a substantial portion
of their academic time devoted to mathematics, students
with disabilities experience persistent problems related
to learning and applying mathematics. They usually
perform basic addition facts only as well as third
graders without disabilities, show growth patterns in
mathematics of only 1 year for every 2 or more years of
school, demonstrate proficiency levels equivalent to
only fifth or sixth grade, demonstrate difficulties with
word problem—solving skills, and show limited
proficiency on tests of minimum competency (Mayro-
wetz, 2009).
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