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ABSTRACT

The eccomplishmeets of Grant #600790b51£ ewérded by the

; ~ Handicapped Childrenb Early Education Program of the United States.
Department of'Educaeion to the University Affiliated Center at
West Virginia University are reported. Twelve different children
with multiple handicaps were served in the model classroom in.
Preston Coﬁnty,'wv during the July 1, 1979 - August 31, 1985‘
funding period. An additionea 16 children from ;wo classes of the
RichmOnd VA schools Whlch constituted partial replication sites

/ also received services. $256 856. in federal furids were expended
in developing and evaluating the model. -

«The project developed a daﬁa-based, integratea early
education program for handicappedfpreschoolers that has now been
"taken over by the host L.E.A. and continue ”éesentially unchanged.
In additioe;/ﬂhree volumes of curricular maxeria}s containing ;}8

objectives and as many daily lesson plans wete/written in the

4

areas of auditory, visual, and tactile responsiveness. A major

summative assessment measure, the West Virginia Assessment

and' Tracking System was revised, and products for (1) the

direct observational monitoring of staff teaching performance, (2)
asseesing degree and type of parent involvement, and (3) assessing~
pareﬁﬁ setisfaction were developed.

Finally, a multiple—baseline across areas within children
design showed the effectiveness of our instructional pnocedures
and provided evidence that significant pre/post changes on two
summative measures was_in fact due to experiencing these ,

procedures. These results were established in Year 11 and .
'

t
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In additibn; the two Richmond classes

replicated in Year III.
(for multiply ‘handicapped primary children) replicated our
results with slightly older children receiving different areas

of “,instructional. emphasis. ' | v
’ M - .

N o
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R I Introductlon

P

This is the final report for Grant #Gamgzzslz awarded by the )

Handlcapped Chlldren s Early Educatlon Program of Spec1al

L Y

Education Programs,. Offlce of Spec1al Education and Rehabllltat1on
- %

"Serv1ces,-U.S. Departmentvof Educatlon to West V1rgln1a

[

A

f Unlver51ty.' The pro;ect funded by thls grant ;nvolved the s

_deyelopmentﬂbf a model educatlonal program for children between 36
and 72 months of'age in Preston County, wWV. The perlod covered by
the grant'was July l 1979 - June 349, 1982, w1th a no-dost )

extenslon to. August 31, 1982. Tota federal funds expended for

A

. the three years‘uere $256 856.
“What follows is a br1ef historical account of the pro;ect,

'a;llstlng of its or1g1na1 ob]ectlves, and a summary of its-

. A
’accomplishments. Ob]ectlves and accompllshments are presented for

_each of the five program components separately. -Most- of the formal

S

data evaluatlng beneflts to the chlldren served are presented in
the ;;ctlon on'admlnlstratlon, management, and evaluation.

Many of the products developed dur1ng the progect are
presented_as appendlcesyto thls.report.» Some of-them (espec1ally
the curricular materials) were simply too extensive to include
herein,_so only representative portions_appear in the Appendices.

-

A. Hlstory of. the Project

e i . . PR

There were two 1mpet1 for the orlglnal grant propOSal

. wrltten in October, 1978 by John D. Cope: (1) a request from
.
Preston County for a331stance in developing a preschool program that

would complete a gap in serv1ces between an already existing infant
S o R '\ A%

stimulation program and the county's special education programs for

13-

A
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s LI

' school-aged children, and (2)-a need ‘to test ‘a’ comprehensive

- educational service delivery. system (The West Virginia System) -

A}

“developed earlier by Cone and his associates-in collaboration
~with the Preston County Schools, the University Affiliated Center

- (UAC) for Developmental Disabilities at West Virginia University,

(WwVU) and the West Virginia State Department of 'Health.

Upon receipt of funding ‘the program began operation July 1,

"1979, and was adm;ngstered through the UAC. Its staff was

physically located in offices of the Department of Psychology at '
WVU.and attéhe Preston County Early Childhood Education Center_1n
Kingwood WV. Soon after its initiation the program became known °
as Progect c. H A.R.T., for Chlldren w1th Handicaps in Accountable.'
Rural Teaching. Throughout 1ts three years of model demonstration
funding the project was cons1stently data;based, It was also

behavioral in.&ientation and, as will be shown later, it was | .

‘rather strenuously evaluated.

B. Geographic Location and Area Served ‘ : .

The project was designed to serve a rural area, and was>

located on "the farm" just outside’ Kingwood, WV for its entire three

jears. KingWood,IWiéhta_population of 2,877, is the county seat and
largest town in Preston County, an area of some 653.8 square.miles
situated‘in the mountainous north central region of West Virginia.
The location of the project’classroomhin‘Kinguood‘put it a '
treacherous 26 miles from the West Virginia University campusvin
Morgantown, a djstance often impassible in winter. (Preston

County had'morevsnow than Buffalo, NY during the infamous winter of

}
19771)

.'g 1;1 | E .
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- i- C. -Oberating,Conditions
.- . n . . S .
. ' . Initially housed in a 5@0' X 12' trailer, the second ‘and third
years saw its'phfsical integration with two early childhoodlclasses in

. . v . . -

a remodeled calving barn several hundred yards away. Throughout all

. N ~ - h . -
‘three years there was a consistent emphasis on integration of the

'S

 six to eight C H.A.R. T. childrea with- nonhandicapped preschoolers

in the early childhood classes. The first year-this was limited : o
to muSic and lﬁnch periods with C.H.A.R.T. students being |
transported to “the barn" for these each day.'ﬂﬁfter'thetclass
began,sharing the saﬁe physical sbace as thefearly childhood"

classes integration 4ncreased considerablf, with’handicapped‘

children participating in appropriate pre-academic actirities in addition
to the non-academic'ones of Yedr I. 'Ihevchildren attended school five
and one half hours per day, Monday throug}‘ Thursday. Home visits, data
summarization,.and planning occurred on Fridays. Six-week summer
programs were run following Years I and II. |

'

‘D. Children Served

.Designed to serve between'six‘and eight studentsia year, the
»project enrolled a total of twelve different children during its
three years of model demonstration funding. A total of 51 children
was screened'to prodyce this number. ‘Birth dateslof these children
) ranged from 7/7/73 to 3/15/79. All twelve.were_multiply handicapped,<
ané\a}l but one retarded. .In‘addition,‘services were'provided by

progect.staff to 59 nonhandicapped students in the early childhood

classes with which ours was 1ntegrated during Years II and III. These

' gervices were primarily invﬁhigh risk" areas (e.g., fine motor, receptive

and expressive language) where their‘regular teachers were .concerned about




‘possible-slight iags in deyelopmentav~ ‘ ¢
Services were‘aiso provided to 16’different children in.the
two classes of the'Undtfferentiated Multihandicapped érimary Child
‘program that served as replicatlon sites for our controlled T .
.evaluation. These children were somewhat older  than ours (X age

=5.7; ranée = -8) and somewhat 1ess severely xandicapped (all but one

were reﬁarded, with the maJority having IQ scores between 50-70) .

-

" E. staffing Pattern . : . ; - '

The project's staffing pattern, presented in Fig. .8, consisted of
the principal'investigator'(l34 FTE) . a coordinator (1.8 FTE), a = .
.classroom teacher (1.0 FTE), an aide (l @ FTE), a secretary (1.0
}FTE), and two graduate assistants (.25 FTE) Jin addition,‘small
amounts of staff time were contributed locally and Preston County
provided a second teacher' s aide.
The prOJect experienced some staff turnover, limited
primarily to the first year. During the'funding period there were “
three different‘teachers'and two coordinators. The same teacher '
and coordinator served for all ofifears'ii and III,‘hOWever; The
initial teacher's aide and the principal investigator remained the

. ‘ v L : ~ LN
same all three years, as did the coordinator of special

education and the director'of early childhood programming in

o

Preston County.

* II. Original Project Objectives

L]
‘A. Services for children. The principal objective of

this program component was to develop a model public.school,

o , | ] 16
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data—based educational program for severely multiply handicapped

" children between the chronofogical ages of 36 —'72 months in a

spgrsely populated rural setting. To accomplish this the

] . § .
followiné'specifio obEEctives were developed.

o
0

1. To adapt existing (or develop new) curriculum correlated

\]

assessment procedures for use by teachers in establishing

- . . & '
appropriate long term goals and instructional objectives for these

)

To integrate these assessmen} procedures with enes used

children:

2.

proposed one;

the overall special education service delivery process of the

To coordinate assessment and placement activities Mﬁth

State Department of Education;
4. To develop 1.E.P.s for each student that were consistent
with the service delivery process and with I.E.P.s in use in’

existiug programming within the school system;
5. To provide model ways of bringing together and orgahizing
existing curriculum materials from disparate sources;
6. To evaluate objectives sequences for uniformity of
difficulty ad relevance to target skills; and

7.

To evaluate varions direct teaching strategies for
teaching particular objectives.

~

B. Services for parents. The principal objective of

this program component was to involve parents closely in the
education of their child via coordihated"activities between the

school system and the community mental health center serving the

-

im programs that a child might enter prior to and upon leaving the
. . _." |
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region. To accomplish this the following specific objectives were .

A )

-

developed.

1., Tq teach parents to make effective use of community
resources; ‘
{ ‘ o -
2. To involve pgrents in copstructive, supplementary .

/

educatiqn/training attivities with their child at home; . .

‘3. To train parents to discriminate behaviors of their own S

“that foster independence or-depéndence in their child.
h . ‘v A

-
e .

C. Staff development; The-principal obj@ctivé of this

program component was to ensure that classroom personnel are

skilled in all aspects of médel program operat{on. To -accomplish
. this, procedﬁfes were needed tq enstre high levels.of berformance

in each of the following areas: S Lo '

1. educational assessment of individual children; - ‘ .
2. target behavior selection; . ‘ -
3. writing behavioral objectives /

4. writing I.E.P.s;

5. selecting training progrgms;

6. designing and Yriting training programs;

7. direct iﬁstfuction of handicapped children;
8. monitoring student progress;

9. evaluating the -effects of instructional procedures;

18. arranging instructioenal resources;

11. arranging instructional environments;

12. interacting with other classroom personnel;

13. interacting with related service providers;

V~\\\ 14. managing an effective parent/family involvement program;




and ‘ ‘

15. managing the special medical needs 6f children.

4 . .

.

D. Demonstiation/disgsemination. The principal objective

»

of this program component was to_package and disseminate 'various
- components of the model to'edUcators,'other‘professionals:I

parents, and legislatoré. ‘To accomplish this the.followiné >
speciflc ob)ectives were developed.

[

L d - ’

- 1l. To assure 1mmediate statewide visibility of the pro;ect
through the creation of an advisory council whose members Wwould

Y 1nclude staff of the State Department of Educat;on, Department of 1

»

Health, West Virginia Advocates for the Developmentally Disabled,
- and -various advocacy groups such as the Associatﬁon for Retarded

) Citizens; United Cerebral Palsy Associatioﬂ, and the Asequation’7
: . .

“

4 for Autistic and Autistic-like Persons; T2 .

2. To demonstrate efficient organization of a’classroom's
- - ) .

physical space; ) ¢ ' : ' '

3. To demonstrate efficient and effective scheduling of

v

educational activities during the school day;
4. To ghow teachers and aides how they could develop

materials wﬁen"none is available;
§ N
5. To demonstrate the value of uniform progess-monitoring /

procedures that provide trial-by-trial performance data in real
&

’
——

calendar time; _ .

6. To demonstrate the value of uniformity in assessment,

placement, and tracking procedures both within and between

eduvational programs;

)

7. To demonstrate effectiqe Ways of interacting with parents




in both school and home settings, and with other professionalé who
visit the héhe;

8. To pregent project descriptions at state, regional, and

\

-

ngéional professional meetings;
’ N . .

i 9. 'To write and publish papers in professional journals;

.10“ To develop and present a slide tape show of the program

“to va;ibus civic groups; ‘and

~

s 1ll. To seek publicapidh of,descriptions of the programg in

various newspapers througﬂbut'the state .and region.

. .
- v 4 - -
[ 4 « -

E. Administration/mahggement/evéluation.\ The principal

obﬁective of this program component was to plan, implément, and
- evaluate a preschool handicapped cﬁildren's program closely
coord}nated with existing services in order to complete a
Eéntinuum extend[pg from genetiés‘counséling preconception-to

sheltered living and employment opportunities following publYc

.school eligibility. To accomplish this the following specific

objectives were developed: >
l. To prébare a written statement of the overall program K
‘philosophy:;

2. To-establish projectvgoais, objectives, and timelines -
that are consistent with the program philosophy:

3. To construct a chart showing the project's organizational
- . . ‘ 0
structure;

4. To develop written statements-de%ining specific

»

interfacing procedures with other agencies;
1

-

5. To establish procedures and slates for regular project

' review;




v . 9-

- .

6. To obtain written clearance of model classroom procedures

from the University's Human Subjects Committee; " ~ . .

. . -
7. To hire and maintain appropriate staff;

8. To work closely with the L.E.A. to secure and maianin
appropriate pg>sica1 space, equipment, supplies, andb
? / : .

transpértation of students to and from the program;

-

9. To develop a written, comprehensive program evaluation

plan, submit this to review and critiqae, revise it and implement ,
. \V’ )
1t';
77 18. To design and implement a filing system for ‘each program
iy s . «
.component ;

L

- ’

11. To prepare a continuation proposal for B.E.H.;

12. To prepar;/fgggrts,éﬁd respond to various information

. A

requests from-:TADS;

13. To c;nduct regular meetiﬁgs of the project's advisory
coqncil} and |

14. To\meet periodically with éhe S.I1.G. coordinath‘to keep
mutually informed about programming for handicapped children

L 4
°  ‘throughout the state.

A B )

III. Objectives Accomplished

A. Services for Children

1. Adapting existing assessment procedures. The

major summative assessment measure for the project was the West

1981; see Append{; A). The WVAATS is a curriculum;referenced

Virginia Assessment and Tracking System (WVAATS, Cone, ! 1
measure of adaptive behavior in the 20 areas of funéiioning listed i

eRlc - 2

~
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Table 1 -

. 0 7 .
Areas Assessed by the West Virginia Assessment

< _ | T =

SENSORY ZONE N : oot
7 A. Tactile Responsiveness , . |
' B. Auditory RéspanIVeness o R “:' A }
C. Visual Resbonsiveness' ‘ -‘ . © . i |
] PRIMARY ZOWE . \ SECONDARY ZONE .
- \ | .
D. Gross Motor < : M. Recreation and Leisure " a
_E. Eating ) ' N. Writing
F. Fine Motor | ‘ " ©. Domestic Behavior
G; Toileting - ; '~ P. Reading
H. Dressing Q. Vocational
I. Social Interaction R. Time 1
J. Washing-Grooming . : ' © +S. Numbers |
K. Receptive Language : T. M;ney

L. Expressive Language

.
¢ o ©

Originally deveioped for school-age severely hahdicapped atudents,
the measure was revised during Yeér iI of the project to make it
suitable for-a broader range oﬁ chronolOgical ages, including -
_preschool childreén. In the 'revision special attention was given

the three areas of the Sensory Zone (auditory, tactile, and visual

responsiveness) but, overall, more than 50% of the 568 items were

2




rewritten for the present ve¥sion.’ , R ‘ 11
. The WVAATS can be administered in any one of three ways:
‘ E (a) by inter'viewing someone familiar with the student; (b) by
direct observation, and (c) by having someone familiar with both .
the student and the assessment device ci@plete it directly. The

first and third modes have been the most frequently used, and are

>

the most time efficient. Correspondence among ‘dat produced by

each of the three modes has_been investigeted and\ found to be

-

] .
satisfactory. During the project data were collected (for twelve
> . : ‘ . .
WVAATS areas) on five children served in Year 1 via direct

L4

observation of their behavior at school. These data were compared .
‘with 1ndependent assessments provided by the teacher and by the

child 8 parents when interviewed by the project coordinator. The -

results of these comparisons are presented Ln Table 2.

-

: \' Table 2
. " Cdmparisons of Scores from Direct Observations, Teacher, and Parent .
' ) for Twelve WVAATS Areas
Area "+ . Direct vs. Teacher® - Direct vs. Parent . - " Teacher vs. Parent -

Student—> 1- 2 3 4 5 X 1 2 3 4 5 X 1 2 3 4 5 X

Tactile.Resp. 100 82 67 56 85 .78 8 93 .83 98 53 B84 8 .76 .71 57 45 .67
Auditory Resp. 91 97 99 85 .94 93 .72 81 100 83 .83 .84 .79 .79 .89 .71 .88 .83

-~ Visual Resp. 84 67 84 .90 82 81 93 60 67 .82 .48 .70 80 .90 .79 90 .59 .82
Gross Motor 99 .83 97 .78 .97 981 92 .89° 94 .89 1.00 .93 90 93 97 .88 .97 .93 -~

" Fine Motor 87 -88 9 87 98 91 97-97 88 .89 ‘98 .94 90 .90 .82 .771.00 .90

. Toileting 95 .90 100 .79 1.00 93 93 85 .94 .80 1.00 90 .89 95 .94 98 1.00 .95

© . Eating 100 100 96 .96 100 98 ,94 95 83 98 94 85 .94 .95 97 94 94 -85

Dressing 92 .88 B84 .74 92 86 97 89 92100 91 .94 .94 .89 77 .74 .99 .89

Washing/Groom B2 .86 90 .96 91 .89 100 91 1B7 98 .75 92 82 .95 .93 .98 .82 .90
Social Interact. g9 92 78 85 .80 85 .99 100 91 92 .86 .94 91 .92 .71 92 .93 .88

Receptive Lang. 66 .79 .74 75 .67 .72 .68 681 .77 .96 .70 .74 100 .77 .96 .78 .96 .89

ExpressivelLang. B84 89 88 .86 .85 .86 .80 62 .92 100 65 .82 94 56 .81 .87 .76 .79

" Mean 80 87 88 .82 89 . .90 84 80 92 .80 82 .86 .87 B84 .88
Range 66- .79- .67- .56- .67- .66- .60- .67- .82- .48- 79- .56- .71- .57- .45
1.00 1.00 1.00 .96 1.00 1.00 1.00 1.00 1.00 1.00 100 .99 .99 .98 1.00

*All comparisons are based on dividing the smaller area score byhe larger.

' ’

From the data in- Table 2 it can be seen that the WVAATS

4

scores for eadh of the twelve areas are highlw)COmparable whether ‘




produced via direét observation, parent interview, or teacher
report. The higher fidelity of the direct observation data can -

: establish them. as a criterion against which to validate the other
modes. The high degree of correspondence between teacher and
pareht data and those obtained directly by trained observers ’
.provides some assurance that teacher and parent data have some
degree of accuracy. It is gratifying to note in Table 2 that the :

,_a accuracy of teacher and*parent re;ort did not vary greatly across

/the five children nor across the twelve areas evaluated. These

’/ data, though from a rather small sample, supplement those
\'M collected'on the previous version of the WVAATS from N = 59
severely‘handicapped institutionalized children. In that
analysis, aides reports of student behavior were compared with
direct observations by trained observers for eight of.the areas of

the Primary Zone.' The mean Pearson productimoment correlation.

between aide reported and directly observed area scores was .80,

ranging from a low of .68 for eating to a high of .90 for both
gross motor and dressing.

It would, appear that the WVAATS is reliable and that its
results do not depend on which of the three modes one ,usea to
assess the student These are important findings, because the
WVAATS was used extensively in the summative evaluation of
project children, as later sections will show. It should also ' .
noted that these data arellimited to areas of the Sensory and
Primary Zones, and may not represent the reliability and accuracy

~ of the eight areas of'the Secondary-Zone; However, since the
Secondary Zone areas were of minimal relevance to our preschool

children, we opted not to spend project resources pursuing their .

-
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evaluatiOn.

"In the C.H.A.R.T. program the WVAATS was used to establish
priority training areas for the childrens' I E.P. 3' Information'

obtalned from parent interviews conducted by the teacher or the o

project coordinator was used" to complete the WVAATS profiles and
v these were introduced at the Placement Advisory COmmittee-(PAC)
meeting at which I.E. P s were developed and apppropriate | , .
placements were dec1ded, Most frequently, those in attendance at
the ‘PAC meeting~a§reed that the lowest functioning areas in the
Primary Zone should be the highest priorities in a child's
educationa} program. o ‘

Thus, the WVAATS served to identify general areas in which
instruction was needed. When a child was placed in our‘ciase we
then performed an informal item analysis to see just where s/he
was functioning in each priority area. Because the "WVAATS is
referenced to the curriculum of The West Virginia System, it is
possible to go from such an analysis to sub-areas within the~2ﬂ"

curricular areas énd complete our- assessment of the student via

direct observation of his/her performance in those sub-areas. ;,

-~

From direct observation nt is possible to establish levels of
present functioning and eoecific instructiOnal objectives The
details of moving from broad band assessment provided by the
WVAATS to precise assesament via direct observation using
objectivea of the’ curriculum can be found in the introductiOn to
the Visual Responsiveness binder presented in Appendik B. It B -

is sufficient to note here that the development of these ' o

- . procedures fully satisfied the requirements of the first project

objective in the Services for Children component:




¥

.2. 1Integrating assessment procedures with other

programs . It Was our hope that the continuum of.servicea‘
completed by Project C.H.A.R.T. would be enhanced by carefuliy

interdigitating our assessment procedures with those of both

L

sending and receiving programs. At the extremé‘height of optimism

(and najivete) we even imagined all programs using a common
instrument, thus facilitating communication between them and .
providing for the efficient movement of children from onetprogfam

. tb another.

What we accomplished was something less. Through inservice

-

preséntations and one-to-one' consultation between project staff

. -
~Qnd other teachers of the district we ‘were able to explain our

. procedures and major assessment tools so that receiving teachers

T
'

had a good idea of the behavioral repertoire of any child leaving'
our prugram and joining theirs. This enabled éhe receiving
teacher to understand the ch;ld'a 1.E.P. developed in our pfog:am
and to produce one of her own that built difectly on the progres:'
made to date. The few‘Lhildren who did transfer ts less
restrictive placements then continuedvin priority training‘areaa
with a minimum of time lost. »

At a more formal level we affected the integration of our
assessment prSgeéﬁres with those of other classes by
lgross—refe;encing the objectives in our devices to thbse in
theirs. The logic here was that since it is unlikely that all
teachers will ever be satisfied to use a common assessment tool,
it might be possible to pérforﬁ a translation of sorts, so that -

per formance on one measure might be equated to performance on “» -

others. This translation function is provided by the scope,

26
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sequence, and correspondence Charts of the currlculum blnders
(see Append1; éqfor an example), and represented in Table 3. . It . a ‘f‘ ;;
vlS poss1ble for a teachér-gs1ng one. of the assessment 1nstrumentsg. |

| 1nc1uded in the charts to establlsh approximately where a student

,? ‘would be functiqplng on it by. looklng at h1s/her WVANTS

performance and finding the 1tem 1n her 1nstrument that
corresponds with that performance. The teacher mlght then confirm .
the correspondence by asseSslng the student in “the general ':>‘ -

v1c1n1ty of that 1tem on her 1nstrument.d Thls would obv1ate the " A . !

. need for lengthy assessment before the student could be started 1n
programs in the ‘receiving classroom.ﬂ It would also serve-
reasonably well to fac1lLtate communlcatlon and cont1nu1ty between

- programs w1thout requiring -the use of a common summatlve measure._ -

| -’-”A ’ : . . N _ R e -

3. Coordinating the model with the State's .

-

. - .
service dellvery process.v our assesSment and placement

procedures were deslgned to 1ntegrate smoothly w1th those of thé
S.E.A. and host L E.A. during the first year of the proJect. The

comparablllty of our model procedures and those of the Preston
-y

s County Schools can be seen by comparlng thevflowcharts presented

in Flgures 1 and 2. The adequacy of our proceduralelntegratlon
~was further supported by a pos1t1ve review by off1c1als of the_

. S.E.A. who conducted a complete ons1te rev1ew of the L E.A.'s

. .“{

compllance with P L. 94-142 regulatlons during the proJect s

. second year.

.4. Proddc1ng an L.E. A.—compatlble I.E.P. format.

The I. E P. (see Flgure 3) form develOped in Year I and ref1ned in




y g .>’ / - . L. . . ) ) . .
e Table 3 = . B .
'~ Sagpe, Sequence, and Cdrrespondence Charts:
A ‘Visual Responsiveness Curriculum Area
4 ! ) - ) ‘ .
~ ‘ Q?h ‘ : 'y ! s . ,':
) SUAL RESPONSIVENESS
& 3 ’ Objectives in the o
S . WEST VIRGINIA SYSTEM 3
- @ 4
“ .
) . he 4 v~
£/ 5 3
L) - % Q"J c? » ,:", ) )
R 's:
0. .5 . I
< > . pg
. a »
] &o
. 9 g8
Q&
Refleg -1 . Pupi/ls contract in .
S . response to flash- ’ . )
T . * f1ight beam . | o ‘ -
, . . : —t : . ,
Reflex -.'2', ] B1links eyes or turns o 1 ' ' . 1.
head away from object - ' _v’
moving rapidly toward
eyes . 1 S
Reflex‘ -3 Moves head or eyes .} - . ¢ . el
P ‘ toward light, or o v 1 . e
B ‘closes eyes, when n Ly
o »light‘ ;gmed on. - = | &4
o Lt ,é&f‘ d - » ‘ | . ‘. | )
N 1 . : .
: | [/Nm
Fixates - 1 Looks at object 12 : T ~ 0O .. . et
‘ inches in fromt of QU T é ;L*N? ‘ AL
, face- es | S |EEE | . |add
: . =) :
. . . N i
Fixates - 2 -, * | Looks for 3 seconds < o Ry
. ' at object 12 inches .‘3'1 - ) L
- in front of face. - &6&&
Fixates - 3. ‘Looks for 3 seconds =
' . ‘object 12 inches in | .
front of chest. USRS
B 1444
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later years is different from but highly compatible with thak used
in the rest of the“L.E.A.'s special education programs.' The
principel differences are in format andfamount of information
included. Some wording differences exist'also. For example, lohg
- range ébals‘tend to be“stated more precisely, i.e., "progresses
from dressing and undressing with help to buttoning and zipping
independently within eight months" rather than "1mproves dressing

skills" or "will be able to dress self by end of year".

, Ourgmodel I.E.P., like he‘S.E.A.'sAend L.E.A.'s consists of
two s: (a) a total service plan (T.é.P.),,and (b) an
+instruction implementation an (I1.1.9.). Prioritized training
areas, summaries of present'level of functioning within them, and

long range goals are included in the T.S.P. portion. Annual,

monthly, and short;term goals (less than a month to accomplish)
are inoluded in the I.I.P. As can be seen in Figﬁre 3, short-term"
and monthly goals are projected graphically over the months-of
the school year, so that a visual reoresentstion of expected
student progress is proouceé. As the student masters each
> short-term objective;‘the teacher writes the date of that
accomplishment on the gtaph. A dot is placed to the left of the:
last objective mastered each month, and these dots are connected
"across ‘months to indicate student progreas.":As long as the dui i
on or above.the diagonal line of projected progrsss, the pro; ™m
is on target. In our model, the I.I.P. was sent to oarentl each
month to keep them informed of their child's progress.

_The design of the I. E P. to include this type of formative

assessment information helped to change it from///ourely

-administrative document to one that exerted some control over the

34




1y o ' |  Figure 3
: THE WEST VIRGINIA SYSTEM

INDIVIDUALIZBD EDUCATIONAL PROGRAM:

T

'Pupi}

County Preston

Birthdate 5/4/76

Grade '.Eefly Interveantion

[
4

TOTAL SERVICE PLAN |

I.E.P., Annual ﬂeview Date May, 1982

Comprehensive Reevalueﬁion Date December, 1983

.Progrem Terminetion Date June, 1982

School. »Kinggpod'Elennntary

Placement Advisory Commxttee Meeting Dete 11/6/81
Placement Advisory Commzttee Meeting

In Agreement?

Signature Poeitzon. Yes No

Parent/Child Signature of Approval Date

~*Chairperson

Deecription.of'Educetzonel Placement Reeommendetion°
#Sp. class, integrated setting"™" " "
Special Education Program COnfiguretion * Hrl/wmhj;’

Regular Eduoetionunnic freeplay, lunch, snack Hrl/Wk_E.
phys. ed. e

Physical Education Progrlm Regular - Capon_ ' Hre/wk.2hre

Special Transportet;on Need- Specinl Bducetion bus with

bus aide and sest betts

Career Development Needl.LiﬂtCn'to stories about community

workers, identify pictures of community vorkers

Summary of Present Levels of Educational Performance:

Recpt. Lang.: Responds to Simple Commands - Shows at
least some movement when asked to do something.

Express,Llang.: Imitates S;uple Sounds - Responds with some
sound within 6 seconds v:in asked to sa ball.

Fine Motor: Strings anﬁ’Tiqc i - Strings at least
on a shoe lace within 4 ' ‘nuces. .

Dressing: Zips, snaps & But<ons - Zips rest of way on own

ot

beads

Hriting. Holds Penci. or Crayon - Holds r lulet-eized .
zens11_n:.s:nxnn.in.ti:&.ﬂzing, AAﬂﬁde, —
=.etionalz Lintene to stories ebout comnun!&y workers.

" L4

Educational 45& Related Needs:

Speech Therapy 2 times a week




~ Pigure 3 Ccont.)

THE WEST VIRGINIA SYSTEM

INDIVIDUALIZED 'EDUCATIONAL PROGRAM:

[

COuuty-'Pr-lebn

- ?upil’

_' schoélv Kingwood Elementary

_Date TSP COmpleted Dec. , 1980

Date of 1IP COmmittee Meeting Oct., 1981
v

bate~IIP.Inxtiated

Qct., 1981

Projected IIP Review l'ate. June, 1982

(duration of servites)

IMPLEMENTATION/UNSTRUCTIONAL PLAN

K]

COMMITTEE MEMBERS

B
[

(Signature / Positioni

SUMMARY OF PRESENT LEVELS OF EDUCATIONAL
PERFORMANCE'

Lang. :

RS

_ ieast some movement when asked to do something.

R

ReCpt Responds to Simple Commanda - Shows at

Expreéa'Lang.t Imitates Simple Sounds - Reaponds with -

. - some sourid within 6 seconds when asked to say ball.

Fine Motor: Sétings and laces -‘SCtingé at least 4 beads

-

on a shoe laée within &4 pinutes.

taaaing Zips, snaps & buttOnl - Zipl rest of way on own

ot if zippgt is started by someone 3133.4

writing Holds Pcncil or Crayon - Holdl regulat-lized

]
pcncil ot crayon in fist grip. : )
o u..wmal: Liltcnl to ltOtilt \ﬁout community workers. °

‘3 l N

[

o0

Evaluation Procedure For :n-truotional Objcotivoln K

_Q;;lx_glegggi n g; gtudent 8 gtogtcss uling the'

Universal Data Shect : . e,

Schedule Of Evaluation Prooedurel.nailz, grior to '

eachntraining aclaion.

Prograin Implementers

Betsy Shamblin / Teagher .

Teresa Harsh / Teacher Assistant

Jackie Bucklew / Teachaf Assistant B ' .
. “« . . . ] . ‘
1 . : N .

[}

-
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i . ' " Figure 3 (comt.)

THE WEST VIRGINIA SYSTEM
INDIVIDUALIZED EDUCATIONAL PROGRAM:

¢ .-

TOTAL SERVICE PLAN

.“pil § l'_
:oqgﬁy.lPranton e, ' R .

:..f! ‘." . - L. Y . :\) " . ‘ v

DR . prioritized-i: -~ G ; §p9c1fiofSpecrinvzdupntﬂoh " Starting 'Projeﬁkad

S Long1anggﬁG?qll S . ‘and/dr Relatea serviceé Date Snding'vntc

; . v ] . -:'_' .

L_ & ) i 1 . .

. , | . e oL,
1.. chcptive Lang ~ Progtesses from pointinghl. Receptive Language Trainihg hyhi

" Nov. 16, 1981l June 3, 1982

to correct objac: given.2 distractors with /  Teacher daily for 10 minhten_

auditary -1milar1ty‘th:u performihg a task with v

an obiec:.to;reptating.a series of manually . R E ca

-

,dcnbnstrated.ugﬁions vith{n 8 monthq. , v o ' oooTv ey

1b. Receptive Lang .- Prdgpinson Erbm'nilactigg:,",Recoptivo Language Training, by v

Oct. 12, 1981

. June 3, 1982

S

.shape idcntical to one held by toacher to

‘Teacher daily f°: 15 ﬂiﬂ“f3%2“;f°

t

indicating pictutes of furnituro that belong 14 ' o e

opmnay o o

 different rooms of a house fo indicating cleand SR

nnh object frbm field oi 3_with1n 8% months.

B ame B -

- - n.a,.e. +- 1
: . Py

2. Exp Lang = -,Ptogresnon from ixgssiminating :ExprenoiQ: Language Training by, Oct. 12}419§1 Juos 3, 3982',.
Botwecn 2 quee:lona & answeris;;a: ropriatoty :xotchor daily for 15 mﬂn??‘!@}&' g N | ;“~ ' ‘fipimd»
thru a.king thé .tiné .to usiag pir.gular and, A fﬂ KQE ‘ ' ; - lj;!l ;]r“ . .

.oteped _forms, inia eompla.o aoncencc within ﬁ& D R . u:? L {‘ . r N N
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b Figure 3 (cont ) _ .
| SN '!'HE wnsr VIRGINIA svsmn
e INDIVIDUALIZBD EDUCATIONAL PROGRAM: TOTAL SERVICE PLAN- . ;
. ) ! : ‘ . T
’npil _ -
uunty PIQSCOVL .
- ,
R . > "". .
~ " 7 Prioritized ‘Specifio Speoiul-EdUcition’\ ‘stantidi” Proaccted
‘ Long Ronge Goolsh /s ’ - Date

'_and/orlnelcted Sorviceo

End:ng Dnte 'ft ;

: . i
3 Pine Motor - Pxogresses from holding primaryl

Fine Moto:“Traininglby|TeacheF qaily

sciosozs co:rectlx and making random 1" cuts

for 15 minutes

Oct. 12 1981 lﬁ June 3, 1982

thru cutting out 5 simple.picture outlines to,

tracing a circle(using.a tomplate within 8%

- --._.._...-.
. B} .

months. [ S

o
’e

e

4, Dressing ~ Progresses ftom‘unbntton;ng )

Dressing Training by Teaeher daily f

‘Nov. 5, 1981

_June 3, 1982

button whichfk;outiof‘button hole thru putting

for 10 minutes

on shoe which ig hglfway on heel to tieing

. . “

o frman o e

ohoea within R months.

-

l
\
s
1

5. Writing = Prostepaes from holding pencil fort Wci ir; T-aiﬁing by Teacherndaipy v DeéJCﬁ.lQBl June 3, %982y
R T ) .|/' 1 N ) g N - g e~
.10 seconds when plaqed in hand thru, coloring a l gox 1. minutes - .{“',”,M%'aq“{' B !y e
squaxe staying ﬂithin the boundéries to tracing' . - ' : . uﬁi:.; .
‘o simple pictu:e within 6 months. . t ke e
) . - . - ”}
. . -/4 ;!' [ " .._ o . »:v ) "J:y."‘lu’4;:21 “,."i"x; ’ .
s . 3 -(". ’ !




‘Figure 3 {cont. ) -

THE WEST VIRGINIA SYSTEM (\ o
: Sl . » -
' INDIVIDUALIZBD EDUCM‘IONAL PROGRAM TOTAL SERVICE PLAN :
'upn '
,ounty Preston - .
T - . :
l o ) i
'i v ; . - .
i . . . - [
~ Prioritized - ‘ Specif:c Specinl Educahon ‘Starting -Projected *
" Long Range Goals and/or Related. SQI‘V:I.GCB Date. Ending Dato
. VoeutionaL i Progresses from 1istening-to ... Pre Vocationa?l Train'iqg by -‘;e;cher ! February, 1982} mmh, 1932
storiea about. éomunity iworkers thru iﬂdicat"“g - daily for 2 months or 20. minutea I ; S
3 p:lctureo- of community workersassociated witq ' ! o
; - -
séhooL syst:ems r.o 1ndicating 12 picturea of . ., LN
comunity worker.a w;l.thin 2 monthe. ... L :
) N -, o
. ' i G - o .
v ; i v H '
e ) B L N . “A. ’ " f'.
i N i ,
Ve te . : ; ' .
. ! ' :i / - ‘ ’
- < " ! - .I‘: wt. . .v ‘ i p
L) A” . :
Y - o} ! ! l' B e
4\‘ t Q . ‘ . . - i" . , Lk . ’- gi.
o - - .-4 ; N B A,;‘é‘ Yor o n iy N ) A%; L wnldy ' -
" A ! ' ' - o4 e
i N b " Lok 4 ' '
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Page _of | | o * THE WEST wmsmm svsm o ‘ T
- INDIVIDUALIZED EDUCATIONAL PROGRAM: msmucuou mrwmmnon PV |

P\ - Sass swqu\a-rm phm.\ssrﬂ
lqul 5 - Usel :I.ru;ular plm:&l o:u Ol)

Ares/Number:_Expressive Lmsu-se '

Annual Goal: Progreuea from dilcriminnt:l.ng

8 bcgwun 2 questions and answering npprp-

‘priately to using singular and ﬁlurd]_. Lforms

3 Plucal 1-Aré. o N\wehs%\s :-5.3 |
" ut ‘12 = Asks. quelt:!.on Is tha:c“ A]_\q 2:2 |

>Kb:§bue:>‘~oﬂ "OG;uu'.s" whed c-bﬁéc faal

Anlu uestion "How much and how many" 2=Ilo-T s

1 ® in a complete sentence within 8% months.

— Jessions/Week: 4

Lengthk of Session:_l5 minutes

3} '
i / ) AsR Gesd He- oo mather (LI adsguerd - - B3 6’)"
g ) (A6ks Quest 6 - Aakl quelt:l.on "What time is it" 3- |5 &9— .
—— | - <
§ , P(":K'b Quc:;‘.‘\'S Rk (Luefa“)mn w\‘\b'd" '5*‘-\'\-32 9.-1 > 69‘ o
4 ' : . .
é . Asks Qyest, 3 - Asks queation "Where :!.l"lgI 2 %‘2-— —
. Bk Lhad oy b ok a--l e
) . AS.Kr L\ut;\-.l- SR Gy Onc_)c V5o
3 1- Anwera to who is perfoming action \-b %)

q“b CYU-" ".. 90 o« q %QJ )Pﬂl“\t“ L,.‘\C-H\(l _)'\‘(‘(\ ‘J.' 69.

= Answers questions about ltorx ]L‘\:I‘gl

E\"l =Qiven O Salence \‘P\.urﬂ HIA \- )’L\ _ . o
Quest 16 - Gives l:l.mp‘le explanation / 0 MI ' . . L . ‘.;'

e
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teaching process as well. By consulting the I.I.P.s in each

program for each child several times a month, the teacher wae in

| frequent contact with the "big picture for each student, i.e.,
~whether ‘projected annual goals were being met. Appropriate
changee could be introduced if this were not the case. Ofn couree,
our model also used a finer-grained formative measure, the | |
‘Universal Data Sheet, on which daily progress was recorded. This
allowed us to alter progr : that were not v}orking more often than
monthly, and was essential for controlling day-to-day teaching
‘decisions. The monthly progress reported on t‘he I.I. P. was the
necessary bridge between the molecularity of trial-by-trial
recording and more molar picturee provided by pre/ﬁoet summative ’.
measures. Two final features of the I.I.P. were that it greatly
facilitated revisions to the student's I.E.P. in the spring and
that it helped our instructional staff begin to project annual

 goals with a bit more realism and accuracy.

S. Providing a model for organizing different

curricula. The model for bringing together curricular materials
from dis'parate sources and organizing them in easily retrievable
w;rays ‘became essentially that of The West Virginia System.
Specifically, the 20 ‘areas assessed by the WVAATS (see Table 1)
served as the major categories into which materials were sorted.
Thus, what 'one\ author might call "cognitive" (e.g., learns 'names
of colors) we would call "receptive language" (e._g'., correctly
points to objects when asked 'iShow me the red (blue, etc.)‘
one.") |

Once aseigned to the appropriate area, curricular and

47
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| the specific objectives covered by them. This allowed us to

29
assessment devices were then:analyzsd in'terms ofgthe content of-
assign objectives to sub—areasi For example “stands within 3 sec.
when asked” would be a'recentive language'skill.fdlling
snecifically in the "Follows Simple Instructions“ sub-area.

With this organizational scheme it is possible for teachers'
wantlng curricular and/or assessment suggestions for certain

skills to go to the area and sub—area of The West Virginia sﬂg!!m

.curriculum and discover what materials have been indexed there.

This task is further facilitated: by the use of the scope,
sequence, and correspondence (ssC) charts mentioned earlier (see
Table 3 for example) A teacher in need of suggestions concerning
the assessment or teaching of a particular skill simply locates
that skill in the SSC by area and sub-afea and reads across the °
column entries to identify assessment instruments and/or curricula
in which the.skill has been treated. |

Using an organizational structure such as this an individual
teacher or a school district’'s special education curriculum
coordinator can easily categorize new materials as they become
available, merely by analyzing their content. 'Filing ‘these -
materials by area and sub-area would facilitate raoid
retrievability for later use. Moreover, dublication and‘waste-‘
within whole school systems could be  greatly reduced hy‘such a
system since individual teacher'requests.for materials could '
eagily be checked against current inventory before purchasing
them. By using a skill—based organizational structure for special
education_resources rather than the "name of the item, publisher,

etc.a—bascd systems currently predominant, teachers could be

/ C 4 3
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a

alerted to alternative, already available materials for aesessing
and/or teaching the specific skills of cOncern. In larger
districts where there are multiple teachers for each type of claes
and infrequent contact between them this is likely to be a more
important asset than in dietricte where a aingle teacher is
responsible for say, severely handicapped preechoolers and would
tend to know what materials are available since they are probably
in his/her room,‘ 0
Under the general goal of curriculum organization the project

undertook to produce collections of assessment and instructional
materials in the three Seneory Zone areas of the WVAATS, i e.,
tactile, auditory, and visual reepOnsiveneae. These collections
are presented in the form of curriculum binders (see Appendices
B-D). "The accomplishment of this goal resulted in the completion
of The West Virginia System, the most comprehensive set of
integrated assessment, curricular, progress monitoring, and parent
involvement procedurea ever developed for handicapped persons.

? In producing the tactile, auditory, and visual responsiveness
binders, a total of 21 different assessment and curricular

sources was examined. Some 518 objectives were extracted from

these sources and rewritten in the three-part form suggested by

Mager (1962). Tney were then sorted into sub-areas within each of

‘the three larger areas and sequenced from simple to complex in

terms of instructionaf difficulty. Sequencing was performed
independentlv by at least two persons for each sub-area, and
discuesions, rewriting, and adding new objectives continued until
a rank order correlation of at least .80 was reached.

Objective sequences were then examined for completeness, and

49
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31
intermediate objectives were written to £ill gaps. ‘Tne resulting
| task analyses then served as the basis for writing instructional
procedures. Each dbjective was placed on a separate method card
and step-by-step instructioms were written for aasessing and
~teaching it. The'steps generally proceed from assessment (step 1)
" through a series of generally more compelling { forceful, |
restrictive) prompts (Steps 2-3).. Thus, the stu?ent will
initially be asked (vocally or manually) to perform the skill. 1f
s/he does not, a gestural prompt will be added to the command.  If
the student still does not perform,tne response correctly,'a
modeling prompt is added to the previous two. Finally, a physical -
prompt is added. Teachers proceed through levels of increasingly
" more compelling prompts only so far as is necessary to produce the
correct response. These prompts are then faded in reverse order
so that‘the.atudent is eventually performing the objective . .
independently. : . ‘ ”

' To check the completenees of each- teaching strategy, a
flowchart was frequently constructed depicting the series of steps'
and their sequencing.' Revisions occurred whenever the method being
suggested led the teacher to a dead end. By following the
steps carefully, there is never any question as to exactly what is
supposed to happen next. .

Thus, each of the 518 objectives produced by the project
has a specific, step—by—step method for teaching it. These
methods appear onbmethod cards which are organized by area and
sub-area and sequenced in the order in which they should be

taught. The resulting tactile, auditory,’ and visual curriculum

binders provide a valuable resource for teaching sets of




32
heretofore relatively neglected but Very pasic responses. A o -
commercial outlet for these materials as well as the rest of The

AAV West V1rginia System materials is now be}ng pursued.

-

¢ . . . ~ .

6. Evuluating objectives*?equencea.v The mcdel
‘ demonetration project was’ viewed from the outset as a vehicle for
adapting already existing curriculum materiels‘for use’with
| preachool children.' It was also expected that'theeé m;teriala
could be eValuated in the project. Specifically, sequences of
objectivea in The West ‘Virginia System curriculum were evaluated

for completeness and correctness of order. During the Ehird

project year, 157 different objectives sequences (talk

analyses) were used,‘ For each, classroom teaching personnel
indicated whether (1) additional objectives had to be written to -
render the sequence effectiue for tﬁe cuild they were teaching, or
(2) the order of the equence needed to ﬁe revised to make. it more—
effective. Appropriatesrevisions incorporating the additfnnal
: objectivea and/or re-ordered aequencea ‘were then undertaken. of
the 157 sequences used, 22 were revised. These involved task ¢
analyses from eight of the 20 curricular areas. .
The rationale for these analyses was that some way of
evaluating the previousiy untested curriculum materials of The
_West Virginia System was needed. Because most of the task
analyses had been produced tationallyarather than empirically, it

was not known whether they'would be effective when used with

" handicapped students. Of course, the ultimate test of any

inatructional material is its production of expected change in €he

students with whom it is used. The present analysis deals only .

L4




" with the adequacy of the structure oé the currlculum,'howcver;

‘v

i

and not. ‘its cffectivenesa in producing qhan e} though it is

Vi " . \

ted in this case. An

(

assumed . that ltructure and function are

' evaluation of the latter will be described ih a’ later section.

"It should be noted that these analysca providc only the
,barcat‘beginningé.of an evaluation gf the structure of The West
¢ ’ .

_ VirgiQégfgydtem curricylum.’ To the extent that these particular
' ’ - .
cequences are repreaentative of those in the curriculum generally,

we can assume that its structure,while not perfect, ie reaaonably .
adequate with respect to‘these?charécteristica. .Whether the B
;equences are repreaentalive, however, is debatable. They Qere
not randomly selected fromvall of those‘avallable,,and they were
limited primarily to areaclaT”the\Primary Zone. Whether |
comparable results would be obtained for seQuenccslin the ;ensory
and Secondary Zones mugt await further study.

7. Evaluating direct teaching strategies. The

effectivenese of the direct teaching strategies embodied in the
prompt sequences of the method cards was evaluated syltematiéally
in Years II and III of the project. A thorough discussion of this
evaluation will be presented in the Administration, Management,

Evaluation section later in this report.

B. Services for Parents. During the’firat year of the s

project a parent needs assessment survey form was developed to
determine the types of information and skills our parents wan! 24 -
us to provide them. As mentioncd in the continuation proposal for

Year III submitted in January, 1981, the use of thicfdevice led to

slight changes in the objectives originally proposed for this

.
« ‘ ¢ . e
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component of ‘our model. Nonetheless, to be consistent with the.

format in other areas of this final report, accomplishments in our

Services for Parents component will be presented in the context of

' vdiscuesing the original objectives. It willabe seen that our

acoomplishmenta go eomeWhat beyond these objectives, however.

1. Training parents to use communitx re-ourcea.

Our'needs assessment procedure-(see Appendix E) was a aLightly

modi fied veroion of one developed by WESTAR (1979) When

admlnistered to out parents in Year I, it waa determined that

_ their interest in 1earning to use community resources was Of lower

‘ways of training their child themselves.

g{iority than dther areas. A mean profile of parent concerns

across the seven areas assessed can be found in Figure 4. A

PR

higher percentage score reflects a higher percenta e of the' _;

parents wishing more infGrmation about an area. An analysis of

" the profile shows parents most concerned abouyt . receiving

) .
‘additional information in three areas: (a) handicapping

g

conditions, genefa11§; (b) tests and measurement; and (c) specific

| 4
Based on this information, a program of parent group meetings

was developed and cagried out in the second year. The schedule,

tooice, and attendance of these meetings are presented in Table 4. )

parent satisfaction with these meetings was assessed via Item 7

of the Parent Satisfaction Rating Forn developed by the project

(and abstracted in vandiviere and Bailey (;981)). All perente

rated this item as a 1 (on a 6-point scale with, 1 being highest),

indicating their ‘general satisfaction with the pa:ent‘grohp

meetings. '

2. . InvoLving‘parents in constrnctive activities

. 53




THE WEST VIRGINIA SYSTEM .

‘Project C.H.A.R.T.

. Date

v

Parent/Family Involvement
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. ‘Table4§
L 36
- . The West Virginia System

 october 23, 1980

Project C.H.A.R.T. ~ - o :
Parent Group Meeting Nates, Agendas, and Attendance *
1980 - 1981 - » ' ¢
Opén House for ali'Ear]y Childhood Education students
(69PN S
“getsy Shamblin (Project C.H:A.R.T. Teacher)
Marilyn Frank (Project C.H.A.R.T. Coordinator)

November 20, 1980

December 15, 1980

January 22, 1981 °

February 19,'1981

April 23, 1981

Introduction to Parent Involvement Program o :
Overview, needs assessment information, H.E.P., I1IP's

 as Progress Reports, integrated classroom, watch

videotapes (7 - & pH) )
L Attendance ='6 parents

z John D. Cone, Ph.D. (Psychology Department..WVU. Project -

C.H.A.R.T. Director) -
1Q Tests and Your Child S
What IQ tests are, what they measure, what they mean to
- parents, other types of frequently administered tests:
(Examined IIP's as Progress Peports)
: (6:39 - 8:70) -
Attendance = 3, parents

Speech and Language Development -
Parents have the most influence on speech and language -
development in their child, how you can reinforce your

" John Podbesek (Speech Therapist, °reston founty Schools)

. child for using speech, common speech and language

problems, techniques used to remediate problems.
(Betsy explains "Catch 'em. being good", examine IIP's
as Progress Report) . N : E
‘ (5:37 - 8:00)
. Attendance = 6 parents

Fred Orelove, Ph.D. (Assistant Professor, Special Education .

Department, WVU) ,
General Handicapping Conditions

“Major causes and types of handicapping conditions, 4 .
“educational labels, specific handicaps (e.g., hydrocephaly,

spina bifida, cerebral palsy, epilepsy, etc.), preventi.n
of handicaps. : ‘ :
(Examine IIP's as Progress Peports)
' (6:30 - 8:00) :
Attendance = 3 parents

' Harybeth'ﬂarris'(InStructor, Neurology/Physical Theraby

Defartment, YVU) . ‘
Physical Therapy ‘ ] ,
A general overview of what physical therapy is, the hepefits
of physical therapy, handicapping conditions which
frequently necessitate physical therapy,: importance of
positioning, efficacy of starting at an darly age.

' . (6:30 - 8500) .- .. :

- Attendance = 2 parents -

26 -
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May 21, 1981

 pecently was a Staff Attorney with Legal Aid Society in . . -

fTablefd;(qoﬁt,)”.i
Pagé 2
William F. Byrne, Esq. (Attorney in Private Practice, until

Morgantown, has also worked with WV Association for
Developmental Disabilities) - S - :
LeEal Issues and the Handicapped ) : . o
P.L. 94-142, 1EP's, legisiation and 1itigation for special ¢
education (especially early childhood), least restrictive .
environments, developmental disabilities (Act 504), insurance,
legal aid. o L : S
: - (6:30 - 8:00) . .
Attendance = 3 parents: ' .

CEPS

.

1




with their children at home. A major thrust of our

parent component involved BhOWlng parents ways to interact
constructively with their children at home The fbundation for
this part of. our family involvement actiVities was the Home.

-

Enrichment Program (HEP, Hawkins, Bieniek, McGinnis, ' B

Timmons, Eddy, & Cone, in press). The HEP was originally

designed as the parent involvement component of The West

-

'Virginia System. As-such, it cansists of 396 game like
activities that parents can engage in w1th their handicapped

-~

child. Each activity is written on an indiVidual sheet of 8 l/2"
\lby 11" paper (HEP card) and each is correlated with the twelve

areas of the Sensory and Primary'ZOnes in,The West Virginia

.
k]

System.
The purﬁcserof the Egg is to prcmote reinforcing

interactions between parents (or other'famil¥ members) and their

handicapped chila. The activities séecified on the cards are ' .

designed to be fun-for the partiCipénts while at the same tlme.

supplementing the more formal instruction occurring in the

clasgroom. The HEP cards have been deliberately restricted‘to

15-20 minute activities_requiring,cnly materials commonly found

around the house. An example of a HEP card can be fbund‘in

_Figure 5. It can be seen that this particular ggg”activity is

L
designed to facilitate eye-hand coordination and is correlated

with the stringing and lacing sub-area of the fine motor curriculum

’

=3

area from The West Virginia;System. 'Because HEP cards

\~

are refrenced to the curriculum areas and sub—areas of The

West Virginia System it is relatively eaq& for a teacher

working on a particular gkill at school to select a corresponding ///

1




Figure 5

Sample Card fromfthe Home Enrichment Program 5TPROJECT‘G{HaA.R.T;

MAKE A NECKLACE

WHY: : To help in lacing skills and develop ability to work with hands.
SKILLS NEEDED: . Good v{sion, stacks blqcks (or similarly difficult’task)
MATERIALS NEEDED: Efther a large shoelace with a good tip or a'crqchet.hodk‘and string; rigatoni noodles, beads, spools
SUGGESTED TIME:A i 5-10 minutes’
NHERE : At the table, on the floor

_ Tie the string to the crochet hook. String one of the objects over the hook/Tace and tie a knot
HOW: around the spool or noodle to prevent others from sliding off. Place a rigatoni noodle 1n front

. of the child. .
Say, "___, make a necklace."”

You may have to help the child place .the hook/lace through the noodle. Prafse the child fof
" aking a necklace."

Wear the necklace or have the child wear the necklace. for a short time. Then. either start a new
necklace, or take the first one apart and start again.
You might want to color the necklace with felt-tip pens and wear it proudly.

—
o . A

~ . - ‘ . , -
' . . rease the number of beads/noodses/spools to string. Have the child string smaller macaroni
ADJUSTING DIFFICULTY: | Foypow macaroni)-or spools usmng a shoelace. - ' o
A
RELATED ACTIVITIES: | Help the child start lacing a shoe.
h . . o . ° i . . w
WVAATS AREA: Fine Motor - e - -, @

0 73-AREA:  Stringing and Lacing | ‘ ‘ o
5 I ® conyright Beverty Glanie & Rabert Hawkin, 1978 -




HEP activity for parente to do'at home to gupplement the

classroom 1netruotion}‘
_‘ As the model for our parent services component unfolded, it
became clear that each of our families was at a eomeWhat different
point or level in terms of the extent of their participation in
our program. When we looked at other programs it also became
ciear, at least at a,rather enbjective and euperficiai leyel, that
there is a great deal of variability in the ways programs involve

parents and in the overall amount of involvement they

produce. N ' C

These observations led us to_do two things in our-modei;
First, we developed an objective way of assessing the types. of
involvement parents might have in their child s program as well as
their overall level of involvement. Second, we developed our own
parent component to refleot:four different levels of interaction
or engagement with a program ’ |

Our measure of parental engagement, the Parent/FamiLx

Involvement Index (p. /F I1.I., see description in Vendiviere

and Bailey, 1981) hae been field tested in several school
districts, revised to 1ncorporate field test findings, and is \
currently being field-tested again. Thus far we have collected
data on 239 families in progr!ms in four different states; The
firet version was shown to have high levels of reliability and to
produce reasonable variability in distributions of scores for the
twelve areas assessed. Means and intercorrelations among the
areas are presented separately for the 39 mothers and 20 fathers

included in the field test of the initial versgion in Table 5.

Comparable data for the reviaed vergion are now being analyzed.

.
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It is expected that a papef describing the measure will be
submitted for publication in a professional journal by June, 1983.

A copy of the present version of the P./F.I.1. can be found in

2

Appendix F. L o ) o

The ?.(F I.1. was originally designed to assess degree%f h
parent involvement in their child 8 program and to provide a means
for individual teachers to evaluate the coﬁpleteness oé their oﬁn'
parent invclvement efforts. lt wasbexpected that the measure |
could also be Gsed to compare the amount of ihyolvement generated
by different programs.

An additional use emerged from our own experience with the
device during Year III of the pfoject.‘ It was observed that the
P./F.1.1. canvbe used in a crcspective, educational mahner as
well as in the retrospective, evaluative manner originally
intended. That is, parents can be given the device themselves
early in the school year and askgd to indicate different waya‘they
would like to participate in their child s program. Completing

the form might educate them as to various possibilities they had
not considered. Additionally, their reeponsea might be used by
the teacher to plan activities to foster certain types of parent
invaleement during the year. Teachers might also opt to assign
tasks to parents (e.g., present program to local civiec group;
serve as field trip chaperone, etc.) on the basis of their

-

expressed preferences for various types of involvement in the
program.
Taken together, the Parent Needs Assessment survey and the

Parent/Family Involvement Index could serve as the basis

for a comprehensive assessment of individual family needs and

6J
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preferences and load to the production of family involvement
programs individually tailored to each. By using these measureo 1

" the degree of participation to be expected by~different'families
can be established and programs specific to various levels can be- .
developed. Suchilogic provided the basis for the second major |

. product'of our parent—component, a paper deacribing four levele'on'
‘which parent proéraﬁsigan be organized. (éae'Appendix G for an -
outline of this paper ) The paper_ assumea parenta can be
claaaified ip terme of the type of interaction they have w1th
information about their child's eondition and the nature of his/her
educational program. Minimally (Level I), parents are passive
,recipiente of information;‘ At Level II, parents are active‘ ‘
pnrsuere of .information which they subseouently use under
supervisxon (Level 1II) and eventually independent1y~(Levei 1v).

The paper ie more or less an inductive @ummary of our '

observatong® of how different parente will become involved in
their Childis program. It is the result of what our parents

: taught us during the three yeare of our model program, rather than ’ "o

the a priori design of a model which we then implemented and

evaluated. It describes checklists, assessment devices, ways of

. communicating'with parents, and training procedures which seemed

to work for us and which were consistent with our overall model,.as

represented by The West Virginia System. We have not
evaluated it, however, and will have to leave its OVerall,-formal
effectiveness undemonstrated for the present.

3; Training parents to discriminate independence/ L

dependence-fostering behavior. Our initial.project goal to

’

make parents aware of the ways they foeter independence rather

p
R
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than independence was not pursued as systematically as we
originallf intended. We did use the  occasions of home visits to

show parents what their child had learned in echool and to

4 encourage them to require the highest level of performance of each

skill at home. Rather than d01ng something for the child because
. N
(a) "a/he can't do it" ‘(b) "s/he is too messy when she does it-by

‘herself”, (c) "It takes too long for him/her to Qo it", etc.,
, . ,

parents were encouraged'to see these as important opportunities

for enhancing their child's development. We pointed out to’

| parents the difference between short and long-term rewards, noting

that ”putting up with" the inconvenience, in the short run would
lead to a child less dependent on them to do things for him/her °*

in the long run.

Those perents participating,in Level IV of our parent

involvement program were more formally trained to provide only that

level of prompting neceesary for the child to perform a response:
This occnrred‘through perents learning to use the method cards of
TheJWeat Virginia System. It will be recalled from our earlier
discussion above that such method cards follow a progression

from least to most compeliling (forceful, restrictive) prompt
‘Underlying such a progreseion is the preference that a child

be given the opportunity to perform as independently as

possible. At leqpt informal efforts were directed toward showing
parents the relationship between such instructional tactics and

the notion of fostering independence at home.

C. staff Development. The principal objective of this

component of our model was to assure that classroom personnel

bO
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implempntod'cach aspect of thgvmodel as accurately as po;sible;
| Ealentiallf, this fequired training teachers, aides, and graduate -
students in: A o '
1. educational assessment of individual children;
2. target behavior aelection; o
° '3. writing behavioral objectives; ,. L . .
4. writing I.E.P.s; |
5. seldécting training programs;
6. desiéning and writing training progfams;
7. direct instruction of handicapped childrens;
8. monitoring student progress; |
9. evaluating the effects of instructional . procedures;
18. arranging instructional resoﬁrcea;
11. arranging instructional environments;
12. interacting with other classroom personnel;
13. interacting with related'sgrvlce providers;
14. ﬁanaginé an effectivemparent/family involvement pfngraﬁ;
15. managing the special medical needs of children. |
During the three years of model demonstration funding we trained ' .
a total of six teachers, two aides, two project coordinators,
and two prograip administrators (from other L.E.A.s). Ih addition
we tij;ned six graduate students from various disciplines, and
an equal number of undergriduates. Among the teachers trained
were two from the Richmond, VA schopls who coopefated in a

systematic replication of our procedures, and the teacher who -

was hired by the L.E.A. to continue the model after its initial -

14

H.C.E.E.P.. funding expired.

Our overall approach to staff development congisted of (1)

LI
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fotmal; data-based training activitiel of both preservice ang
inservice varietiel. and (2) informal opportunitiea to expand
their kfowledge via consultation with otherﬂﬂﬁofeelionall and
-visﬂts to other handicapped childrenl early education prog:am:
Our data—based procedurel uued the model to teach the model.

Thus, a staff member's skill in various aspects of the prbgram

(e.g., assessment, curriculum, Home Enrichment Prqggam,

" progress monitoring, I.E.P. géneratiOn. and direét ihstructio;)
would be pré;;ésted and a profile of strengths-weaknesses across
llubfareal would be generated. An Individualized Inservice Educat.i'onf:D
Plan (I.I.E.P.) would then be deQeloped specifying goals, timelines,
responsibilities, and formats.® These would be tailored to the
individual such tﬁat only those sub-areas for whiéh pre—-test
profiFiency was not demonstrated And which were necessary for the
person's particular role in the project would be c;vered.
Traiping'was self-paced and used multiple media.

An example of a profilé of skill levels in the various

sub-areas of assessment using th;%iest Virginia Assessment

and Tracking System (WVAATS) is presented in Figure 6. It
can‘be seen that this particﬁlar staff member (actually a graduate
‘student) was initially proficient with respect to the technical

' Pspects of the WVAATS so tpaining waé not needed in this
sub—area:’ His pfe—training knowledge of the rationale for and
development of the meAaure was relatively high, but required some
training, as did administration and scoring and interpretation of
the device. Following training, this student's post-test profile
indicated mastery was reached in all four sub-areas. Because he

was not going to need to administer the WVAATS, he was not

b7
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1nstructlonal areas CQVGI‘Ed

.tralnee s skill at worklng with a handlcapped Chlld' (2) follow1ng

. are accomplished using the Staff-Pupil Interaction Recording

pre and post-tested: dur1ng an actual admlnlstratlon session.. S AN

Thus, no scores are reported for thlS sub~area.
-4

Informatlon from the pre-test WOuld be used in the

) development of an I.I.E.P., a copy of which is presented in Flgure

7. There is an I I1.E. P form simlar to this for each of the staff

% -

Iﬁ should be noted that many. of our formal staff training
procedures have been developed jointly'bydstaff of this project

and those of the»Training Resource Center operated by the west'

Virginia Department of Health ‘at, Colln Anderson Center, St. Marys,

wg, Moreover, some of the most 1mportant training of our staff
was provided atlthe Tra1n1ng Resource Center which was developed
spec1f1cally for 1nstructlon 'in the implementatlon of ‘The West

Vlrglnla System.

" Probably the most 1mportant staff training we prov1ded was in
the area‘of,direct instruction using our curricular procedures.

The written portions of this training were. typically accompllshed

.at our off;ces at weSt Virginia University. The applled portions

mere'conducted at Colin Anderson. xApplied:training'in direct

1nstructlon involves: (l) the systematlc observatlon of a

- LS

@

9
-

these basellne observatlons with RAPP (remote auditory prompting

"and ,praising) sessions-durin§ which the trainee‘worksmwith a child

2

and is instructed from behind a one-way mirror via a wireless FM

] x
transmitter and receiver; and (3) post—RAPP observations to assess .

5, . . i N

change over baseline.. All direct observations of trainee behavior

System (SPIRS, Cone, Nyberg, & Watson, 1980). Using the SPIRS it

o




Figure 7 :

rA Client's _ DEPT. of HEALTH ) Implementér-of this plan: -
Name:, . . TEACHER TRAINING LABORATORY — . R
-s“"""“” ' — INDIVIDUAL INSERVICE EDUCATION PLAN
| e ) (11EP) .
rWOth ‘ \ tici 1.;1 1 1 ; A T s u . w( Dates
~im ;: z :{I:Mtﬁ?: I;Eg? ng inp ‘gg:;‘%i:: Agrees " Long term training goals: ‘| Hrs,/Wk.|startjend
1, impiem e . ) . yes_ no (ordered by priority) >~ — ‘
-~ —‘ .
1
| -
_ — Tt
Signature of client: —
A ’ ' ( »
(- - )
Recommended Training Priorities: Pre-test
. ‘ ! Profile
WVAATS TRAINI_NG BINDER Score:
@ Development Sub-area/ ‘
O Technical Considerations Sub-area \ A A .
O ‘Procedures for Administering M Sub-area _ Short term objectives:(see criterion reference chart) _
O Scoring The WVAATS Sub-area - -
O Actual Administration of the WVAATS Sub-area Dates:
. Date this.plan documented:
@ Others: . :
Date this IIEP to be implemented:
‘Frequency ‘that this plan will be
L reviewed: .
\ . /
— e . . ' 8 :
. - - TR
Cowentq? ‘ 7 7’_;) m,«%




J-h is possible to calculate the percentage of correct teaching

. - - - . N - .
* O - .
» N . -
' . o
. @
[ - ‘ ., K
. o »
.

A

interactions and the overall rate of sequences correct per minute. A

AdditionaI RAPP sessions are progranned until.theAtraIneerreaches‘

d88% correct teaching sequences.

The informal aspects of our staff development component ‘were
highlighted by two visits to other hapdicapped ‘childrens' early
education programs These trips were supported by TADS and
‘1ncluded v1sits to the Bozorth Child Uevelopment Cénter at

Glassboro State Cdllege in New Jersey, and the Preschool Program\of

-

° the Division of’Individual~and Family Studies in t 1e College of

Human Development at The Pennsylvania State University Both

visits were made by our teacher and _ the two teachers. of the .early

. childhdbd classes with which ours was integrated. The programs

»

Visited were selected because ‘of their own emphasis on the
integration of handicapped with non-handicapped children.

Benefits of these trips 1ncluded improved communication among'the
three teachersy ideas for activities involving alllof the;children
together, and reinforcement of the general notion that integrated
preschool education is an imminently manageable enterprise.

It should probably be mentioned here that the ma jor .skills
emphasized in our formal staff training program were monitored
continuously after training was completed. This vas especially
‘true in the areas of summative assessment, formative.assessment,
and direct 1nstruction. A combination of checklists;, informal:
obsgervation, and Videotapes of teacher-pupil interaction was . used
in this monitoring process. The' overall level of staff monitoring
was‘prObably higher than in typical model demonstration<programs.

However, because of the relatively systematic nature of our

o
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program evaluation aotivities’to'besdiscusssd later, such frequent
staff.monitoring,was necessary to insure faithful implementation
.of the model. ‘ ' . -

» ' - l-g,

D. Demonsfration/Dissemination. i

1. Advisory council. An advisory council which 1ncluded

state—levelvrepresentativegﬁof_the Departments of Health,

Education, and of Welfare and a member grom the state level of the
West Virginia ARC was created in Year I and met quarterly for the
‘remainder of the project. A list of. advisory council menbers is

. included.in Table 6. Over the three years ten meetings of ‘the
council were held, all -in Kingwood WV. The makeup of the council
'b'and consistency of meeting attendance helped fulfill the first of

our demonstrétion/dissemination objectives, ‘that of producing

model visibility via state level adv1sory council

o
[

representatives.

2. Demonstrating features of the model.

Objectives 2-7’of the demonstration/dissemination component.
concerned demonstrating various characteristics of the model to
other staff of the host L.E.A., and visitors to the class from
ontside the L.E.A. Because of its relatively reﬁote; rural
location the project was never inundated with visitors.
Nonetheless, procedures for handling on-site visitors were written
and followed more or less closely in the. second and third project
years. From the time we began keeping a log of visitors (lﬂ/BZ), “
a total of 28° non-project related persons visited.

In addition, various aspects of the model such as its uni form

progress monitoring procedures,'and ite summative assessment ]
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Table 6°

. Project C.H.A.R.T. Advisory Council Members

- Rosella Archer, Director’

Childrens' Services~
Department of Welfare
1900 Washington St. East
Room 850-B
Charleston, WV 25305

Linda Behsdn
104 . Brown Avenue
Kingwood, WV ,\26537

Maty S. Blizzard, Director.

‘Employee Relations

Department of Health "
State Capitol
Charleston, WV 25305
Mike and Brenda Cool
Rt. 2, Box 161-A
Tunnelton, WV 26444

Jan Nash, Coordinator
Developmental Disabilities
Valley Comprehensive ’
Community Health Center
301 Scott Avenue 2
26505

Morgantown, WV
Kay‘ﬁawkins

257 Park Street
Morgantown, WV 26505

Carole D. Jackson
109 Spring Hill Dr.
Kingwood, WV 26537

Wanei}ja C. Halbritter, Director
Student Support Services
Preston County Schools

P.0O. Box D
Kingwood, WV 26537

Dr. Louise Kaczmarek _
Special Education Department
606 Allen Hall -

West Virginia University
Morgantown, WV 26506

Betsy Shamblin, Teacher
Project C.H.A.R.T. Classroom
Preston County Schools
P.O. Box D

26537

&iﬂgwood,,wv

Mr. William Rosier

Preston County Bd. of Education
121 East High Street T
Kingwood, WV 26537 "~

Mr. Gary Warnick ,
Preston County Bd. of Education
121 East High Street - .
Kingwood, WV ( 26537

Mr. Charles Lucas
‘Route &4 ” :

Birdscreek Road | <.
Kingwood, WV 26537

Nanc¢y Vorobey, Coordinator
Preschool Handicapped
Capitol Complex '
Building 6, Room B-315
Charleston, WV 25305

Charles and Debbie Nestor
Rt. 1, Box 182 .
Thornton, WV 26440
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pnocedutel were demonstrated to endniring persOne ffdmvall over
the country via written documents describing their'use.' The
abstractﬂng of two of our Pparent component measures’ (the ’ !
P. ZF 1.1. and the P. S.R.F.) in Vandiviere and Bailey (1981) led
to opportunitles to "demonstrate" something about our model to
numerOua peraona who wrote asking for copies of them ]

'Perhaps*the most systematic demonstration we did involved
the training of teachers and aidea in two classrooms of the |
Undlfferentiated Multihandicapped Primary Child program of the
"Richmond, VA schools. These persons participated in the
oontrolled replication of parts of our model to be ment ioned 1n»
Section E. below. "In their use of our procedures duriné the
second and third modelsyeara, they, in essence, served as
additiona} model sites. Visitors to the{r classes were expoeed to*
the same summative and formative essessment procedures and to the
same curficular methods. Unfortunately, a systematic log of
visitors to the Richmond classes was not kept, so it is difficult
to know how many persons may have been expOBed to demonstrations

of our procedures there.

3. Presentations at professional meetdings. During

the three years of model demonstration funding presentations about

‘the project were delivered at five national conferences in the .
U.S., and at one in Spain. A list of these presentations can be

' found in Table 7. 1In addition, an in-depth presentation of the

| model was delivered at the WV Stete'D.E.C. annual meeting in

December, 1981. ’ , | .

4. gEblications in professional jou;nale. Perhaps

one of our greatest failures has been in this area. While we have

“

| o
) 76




.
54
Table 7 ' o ~
Presentations of Information About Project C.H.A.R.T.
’ at.National Confexences'|
Date Location - Conference
_ &
 May, 1980 Dearborn, MI . Association for Béhavlbr Analysis
December, 1980 Washington, D.C. H.C.E.E.P./D.E.C. Conference
. : { : :
June, 1981 Norman, OK Rural Consortium Meeting .
September, 1981 Madrid, Spain | Spanish Psycﬁologicél Association
October, 1981 New York City . The Association for the Severely
. Handicapped

December, 1981 Washington, D.C. H.C.E.E.ﬁ./D.E.C. Conference

C , | 2




given a reasonable number of presentations at conferences on the

national level, we have not converted these to manuscripts

submitted to professiOnal journals. A study conducted to evaluate

the training of obaervefs to use a direct observation procedure

; . _ ,
for coding social interaction between the children has been
written up and submi'tted for publication (Wolfe, Cone, & Wolfe,

1982). It is expected tha portiOnsvbf *he evaluative data to be

.described in a later section will also be submitted for

publication at some time.

5. Slide tape show. A 2@-minute slide tape show was .

completed by the project coordinator during the third year. It

has been shown to one civic group and‘to several Classes at West

virginia University thus far. The text of this show is presented

»

in Appendix H.

"6. Newspaper ;tories.‘ During its three-year period of
federal funding Project C.H.A.R.T. was described in twelve
different newspaper accounts and in one newsletter story.: The
dates and outlets for these stories are presenged'in Table 8. In
addition, copies of three of the moge.reéent articles are included
in Appendix I.

Overall, the project can be satisfied with its
accomplishments in the demonstration/disaeminatipn area, even
though all of the originally proposed objectives wére not meﬁ. A
final observgiiOn is ;hat a brochure describing Project C.H.A.R.T.
Qaa printed in Year II even though this was n9t one of the
original project objectives. The brochure has been widely

distributed.
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Table 8

The West Virginia System
Project C.H.A.R.T.

Newspaper/Newsletter Articles"

m! - © QUTLET

e s

June 9, 1980 The Deminion Post . LA

«July 6, 1980 s _The'Déminion'Posc
Sepjember, 1980 - The Dominion Post *
November 10, 1980 2restgg County Journal
February 15, 1981 The Dominion Post |

'+ February 20, 1981 Daily Athenaeum (DA)
April, 1981 . . Wv-DECade Vol. 1 No. 3
August 27, 1981 .~ Preston County Journal
Augusﬁ 28, 1981 A ‘ Preséon Counﬁ Edition
 “E*lbominton Post)

April 25, 198;\ - The Dominion Post
May 23,'1982 Preston County Journal




E. Adminiltration/Management/Evaluation-. ) o ' .

_ Thxs comp0nent was reaponsible for the proparation of
progreaa‘reporta, continuation proposals, bUdgetB,.needs
assessment surveys and the myriad other administrative details .
requlred for the smooth functioning of a project this size. A .
major focua of this compOnent was also program evaluation. Thus,
.1n this section of the report .we present most of the data
collected to evaluate the program. Some of these might better
have been includéd in the reepective BeCtions dealing with the
components evaluated, but ultimately it seemed preferable to
present these data in a sing}e section. As with the previoug
portions'of this report, the origihal project objectives will be
discussed in order below v

1. Written statement of program philoaophx. Such:

a statement or statemente are embodied in the original grant
proposal and in performance reports and continuation proposals

submitted to the funding agency since the project began.

2. Project goals, objectivee, and timelines. .The .
establishment of these in accordance with proposed objectives is
evidenced by the milestone tables included in program performance '

reports and continuation proposals.

3. Organizational chart. 0ddly enough, the project

became organized and xemained eeseptialf§ as depicted in the

proposed organizational structure included in the original-grant

application and presented in Figure 8. Some alteratione in time’ <
commitments were effected, however. For example, the ‘director

actuaily served aboutl.34 FTE rather than the .58 FTE origina;ly

propused, and the secretary was shifted from .50 FTE to 1.0.
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4. Written procedures for agency interaction. It
. K

‘was or1g1nally"proposed that formal networklng procedures between

the model and its host L.E.A. and Gther agenc1es (e.g.., Department
. of Welfare; Easter Seal Society, etc.) ‘be written down durlng the
’ course of-the model demonstration.years; This.neVer~oocurred,
partially becausevthe‘host L.E.A. had reasonably effective
informal ways of networking and partly because the preference
among agency representatlves was typically for the non—11t1glous,
informal approach. ‘No oneuseemed\especially excited about the

potential benefits of writing it down, and it was never done.

**4““m*v—%—57’fﬁates and*procedurégwfor regular -project

‘review. The project was reviewed .extensively three times a

year. Two such reviews were occasioned by the program performance

report and contlnuationvproposal)subm;tted each.year. The third | ’ .
was prompted by the needs asséssment procedures implemented each ’
yearly by TADS. | | |

»
6. Un1vers1ty human subjects “clearance. An overall

human subjects research protocal was approved by the Universityfs

human subJects connuttﬁF at the~beg1nn1ng of the progect. Thls

I

umbrella“ clearance was supplemented by the submlsslon of

additional protocols for spec1f1c research projects w1th1n the
model demonstration program as. the need arose throughout the three
project years.

Y

- A (] (] ‘
7.. Hiring and maintaining staff. : Lots of hiring was

necessitated by the turnover of staff (teachers, coordinators)
during the first year;. In addition, unlverslty—based models sach ° -

as ours tend to use a good'many graduate and undergraduate

students who are relatlvely transient by definition. Thus, the
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‘project director'became adept at h;ring good staff., Improved

performance ;n this area appeared to pay off in terms of

N

’maintenance.of staff as well, since there was very little turnover:

after the first year. Whereas thriee different teachers and as
many coordlnators ‘had been hired by the end of Year I the third
one of each then stayed with the proJect for all of Years II and
I1I. s U - .

Staff ‘performance was monitored closely as mentioned earlier.
Routine checks on the fidelity of model procedure implementation
were conducted and carefully structured correctlve feedback was’
provided.: in addition pro;eét‘staff_operated on a management by
objectives basis, with weekly obJectives turned in to the project‘

.

director. These served as the basis for weekly supervisory
meetings with the director and proved a convenlent way of
prompting him to praise ‘objective completions and rearrange

resources when ob]ectlwes appeared consistently not to be met.

‘8. onrking with L.E.A. to operate program. This

objective embodied early cooperative interaction withfthe host
L.QZA.‘toloBtain the necessary resources te initiate and'maintain
the program As mentioned in previous reports, space,»equipment;
transportation of students, and some supplies were all provided by
"the L.E.A. The initial space for the program was adequate in ¥
amount but consisted of ,a 50' by 12" trailer physically separated

from other classes. " The incldsion of the class in a large open

4 room ‘with regular early childhood classes in Years II and III was

‘a great 1mprovement over the initial lqpation and permitted _

’

extensive mainstreaming of our children with nonhandicapped peers.

‘The overall amount of space sPecifically for the model decreased,

60
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K. A oot . .. .
"~ however, and Years II and III saw cramped conditions not" present

v “in Year I.. The integrated location more than compengated for the

space reduction, however. .- - - :

-

9. Developing and Implementing an Evaluation "

EY

~ Plan. A comprehensive plan for evaluating overall model R °
operation was completed early in Year II and implemented in Years
i1 and I1I. The elements of the program evaluationwplan are’

presented by component in Table 9. The ?han called for the

collection of 28 ‘different types of’ information distributed across

N

the serVices for’ children, services for parents, staff

development, and demonstration/disseminatlon components., of =

these, 13 (46%) were outcome, 15-(54%) were. process: A variety of

o

nethods was used including direct observation coding systems,

checklists, rating scales, paper and, penc1l tests, archival -
s .
records, and videotape. Administratron frequencies varied from .
daily to annually. & - | - o ' * - A ) o “ -
- In addition to—the comprehénsive plan embodied in: Table 9, | L

R

rather ambitious controlled evaluation of the instructional

l

procedures of the serVices for children component was also
¥

designed. ' A description of this, planned evaluation is included in -

»

. Appendix J. . , )
It is probably fair to-sa9 that ourfperformance with respect |

., . to the implementation of our evaluation plan was good to : ‘ ,,: !

Ay -

excellent. We actually collected 25 of the 28 dlfferent types of

. information called for, giving us an 1mplementation:1ndex‘ofi ‘ e

~

89.3%. Our most systematic and most strenuous efforts were in

-
)

the services for children component.

7
In keeping w1th the controlled evaluation plan presented in




Program Evaluation Procedures

‘-Tabie 9
Project C.H.A.R.T.

by Program Component

Services for Children

x

———

WA

Source

Information Collected Type Measure* Method Collector  Schedule Audiences**
1." General level of. ' : ' , '
adaptive behayior Qutcome | WVAATS Checklist | Teacher | Teacher Sep & Jun |P,PS,AC, SEP
: ' JORP,Prof'ls
2. Trial-by-trial v : ' , _
performance Qutcome | UDS Direct ob-| Student Teacher/Aide | Daily P,PS, SEP,JDRP
o servation : ;
3. Social interact- :
 ion skills Outcome | Social In- | Direct ob-| Students | Evaluator/ Variable; |P,PS, SEP,JDRP, "
~+————teraction —|servation | ~—— ~ . Coordinator | at least |Prof'ls~ ————
| Observation| ' monthly .
Record ‘
4. General behavior ' : : S
~at center : Outcome | Videotape - | Direct Students .| Coordinator | Sep & Jun |P,PS,GP,LEA
" ~ filming : . -t : 5 ,
5.Teacher performance | Process | Teacher - . |Direct ob-.[ Teacher Coordinator | Bi-weekly |PS,LEA
. ” ~° {Evaluation |servation; - ‘ to annually| _
' System records; . - S
_ “ ratings R
N ’ . ‘ _ : : ]
6. Aide performance Process | Aide Eva - |Direct ob- |.Aide - Teacher Bi-weekly * [PS,LEA oL ﬂ\g\ \
s  -|uation 5rs5- servation; to annually = e
tem - yecords; - '
ratings )
‘ 5
. - 2
8ﬂj (con't) -




Tabie.9 (cont.)

Project C.H.AR.T
Evaluation Procedures
Services for Children

PS= Project S-i“f LEA= School Distrigt Staff JDRP= Joint Dissemination Review Panel
Prof 1s= Profes..onal Community

(con't)
Information Co]1écted Type  Measure** Method Source Collector Schedule Audiences**-
7. Programming effort [Process | PCU | Records Teacher/ | Coordinator | Bi-weekly | P,PS,AC, SEP
. : Aide o
8. Programming cost ’ i
per student Process | Program | Records Business | Coordinator |-Annually PS,AC,Legisla-
_ , Cost Index Manager | tors,Prof'ls
9. % IEP annual goals - . S ;
accomplished Outcome | WWAATS & * Checklist;| Teacher Evaluator Annually AC, P, PS
. . : uDs Direct N
: Observa- |
. - tion - '
*Measures: WVAATS= West Vir 1n1a Assessment and Tracklng System ) .
. UDS= Universal Data Sheet ) ,
PCU=Program Contact Unit
*fAddienCes _— ' ' .
P= Parents AC= Advisory Council SEP = Special Education Programs, D.O.E. GP= General
Public

&

OO

€9
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Table 9 (cont.j

Project C.H.A.R.T.
Evaluation Procedures
Services for Parents

| Method

: Scheduie

“t

Information Collected Type Measure Source Collecter Audiences*
1. Types of assist- |, } ' ,
ance needed by family |Outcome | Parent NeedsiChecklist | Parents |[Teacher/Coor-| At program P,PS,LEA, SEP,
: Assessment «[dinator entry AC :
Survey
2. Degree of program _ ' _ ,
"~ involvement Outcome | Parent/Fam- |Records Parents. |Teacher/Aide | Daily P,PS,LEA, SEP -
‘ | ily Involve- : . .
ment Index
3. Parent ratings of
satisfaction with pro- - ‘ , . T
~gram "’ Outcome | Parent ‘SatisiRating | Parents, [Coordinator | Semi-annu- |{PS,LEA, SEP,
faction Rat-|Scales S ally (Jan & GP,JDRP
ings (PSR) ' Jun) o
4. Intensity of pro- -
gramming for Parent/ o : ' ' : . o
Family involvement Process |. Parent/Fam- [Records - | Teacher; “{Coordinator Quarterly |PS,LEA, SEP -
| ily Program-{ *| Coordina- T ‘ ’
ming Inten- tor .
-sity Index

v

*Audiences - L . ‘
P= Parents AC= Advisory Council  SEP = Special Education Programs, b.U.E. GP= General
PS= Project Staff LEA= School District Staff JDRP="Joint Dissem¥nation Review Panel - Public
90 t L
91

1“

'§:

v
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Table 9 (cont.)

Project C.H.A.R.T
Evaluation Procedures -
Staff Development

' H ’ . A i v .
. 1
- v
M e . . ) .

Schedule

Audieﬁces*

bpfonnation Collected Type Measure Method Source Collector -
1. Knowledge of HCEEP |Outcome |Project Or-|Paper & ~ |Teacher/ | Coordinatar | At hiring PS
jentation |pencil Aide .
pre/post - |test; oral
Test exam
2. Knowledge of pro- .
ject 1] 1] n " - n " 4
3. Assessment Skills |Outcome |[WVAATS pre/|Paper -& - Teacher/ Coordinator | At hiring PS
|post test |pencil per-|Aide ‘ i
formance :
| - checklist
4. Curriculum Skills Oufcome. Binder use |Paper & Teacher/ | Coordinator - At hiring PS
pre/post |pencil oral|Aide : ‘
test ° exam '
\
5. Daily measurement ! '
skills Outcome [UDS pre/ Paper &  |Teacher/ | Coordinator | At hiring PS
post test |pencil;oral|Aide : P
performance
o checklist -
6. Parent/Family In- N .
volvement Skills Outcome | Home En- Paper & Teacher/ | Coordinator | At hiring . PS
richment . | pencil; Aide
Program oral exam :
pre/post
test
14 .
e (con't) '
N con't qQ 3
! -5)Li

¢9




~ Table (cont.)

u- g o
2 akﬂwggp

_ ‘Project C.H.A.R.T
‘Evaluation Procedures
~ Staff Development

\

(ﬁon'f)

o

/)A .}w

. . . . . S
- Information Collected Type “Measure - Method Source Collector Schedule Audiences*
7. Intensity of staff '
. development training o . ‘
.effort Process |Inservice ‘|Weekly ob- |Coordina- | Director  During staff |PS
"~ |Effort In- |jectives |tor : development
Vdex Survey. s . activities
8. Staff satisfaction. 7 ) , T 1
with training received {Process |Inservice |[Likert-type [Teacher/ | Coordinator | Upon comple- .|PS
Effective- |rating Aide tion of in-

ness Rating
Form '

scales

‘service train-
ing

* Audiences
PS= Project Staff

(cont.)

99




Table 9 (cont.)

Project C.H.A.R.T
Evaluation Procedures

Demonstration/Dissemination

Inforﬁation Collected Type Measure Method Source Collector “Audiences*‘
1. Advisory.meeting attend ¥ :
- ance Process | Advisory Coun-| Recdrd Advisory. | Director PS,SEP
‘ cil Log Coulcil '
2. Project descriptions 4
at professional meetings Process | Demo/Dissem Record Staff " Director PS,LEA,AC, SEP,
| Log ’ P
3. Audience attending pro- o o '
ject descriptions Process | Demo/Dissem Record Staff Director gsz;LEA.AC,
B : Log ' - :
4. Papers published in _ '
professionals journals Process | Paper Count Permanent Staff . Director PS,LEA,AC, SEP
Product - ' —
5. Slide tape present- ' : v '
ations Process | Demo/Dissem Record Staff Staff PS,LEA,SEP,AC
Log : :
6. Audience attending ' : . v
slide tape presentations Process | Demo/Dissem Record Staff - Staff PS,LEA, SEP,AC
: Log ‘
7. News stor1es pub- _ ’ ‘
lished . Process | Article Count Permanent Staff Director P,PS,LEA, SEP,- .
_ ' Product AC
8.. Written requests for : '
information about pro- L . _
ject | Process | Demo/Dissem. Record Staff Director PS,LEA, SEP,AC
Log

*Audiences
P= Parents

. PS= Project Staff AC= Advisory Council

~

LEA- Schoo] District Staff SEP - Special Education Programs, D.0.E.

ay

{9



Appendix J, both summative and formative data were collected to
.aésess child progreég. In addition, teacﬁer and aide . \
instructional behavior was monitored throughout Years II and III
in ords:/to assure they wérg~£§ithfully implementing the .model.
Surmative data were obtaihed,using two criterion-referenCed

.
measures of adaptive behavior: (a) the West Virginia

Assessment and Tracking System (WVAATS, Cone, 1981),

and (b) the Uniform PerformancevAssessment.System

(uPAs, Bendersky, Haring, & White, 1981). Pre/post changes on these
measures during Year II were provided in the Prdgram Per formance

Report submitted in February, 198l1. Data were provided for the

C.H:A.ﬁ.T. classroom and for the two UMPC clésses in Richmond that
collaborated with us in the controlled replication of_our model's

assessmen£ and curricular probedhres. Summafizing these data, it
was shown that, for all ;hree'classes combined, statistically
significant pre/post changes occurred over tﬁe school year inl19
of the 20 areas assessed with the WVAATS. All five argés-
assessed with the UPAS showed statistically significant growth
for thevcombined classes.

The summative data for Year III showed similar patterns. For
the C.H.A.R.T. classroom (N = 7), the mean pre/post WVAATS
‘profiL;s ;re’pregghfzgriﬁfﬁTaﬁ?gbgfb'It can .be seen that
performance\increased in eight of the 12 areas assesged and
remained réiaﬁively unchanged in four. Of the areas showing
increases, four were statistically ;ignificant (p < .95,
one-tailed t:for correlated means).. It is imporxtant to note

that these data are from the direct observation administration

mode rather than teacher or parent interview modes. They were"
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. . . Ny )
collected by graduate students in clinical psychology}yhose
reliability was checked by the project coordinator. Mean

AR

agreement (shaller/larger) across the twelve areas was 98%%%

(range = 90-100%). | | .

A

The mean pre/post UPAS profiles for the C.H.A.R.T. By
classroom for Year III are presented in Figure 1@. It can be sé&p

o

ﬁhaﬁ changes occurred over the year in four of the’five areas \w
assesséﬁ. Of these changes, three were statistically signifi#ént xx\
(B < .QZSJ one-tailed- t for correlated means). Only the : v fﬁﬁ\
' decrease 'in inappropriate behavior failed to reach significaﬁce. o ‘?il
For RichmondiCIass #1 (N = 4) the mean pre/post WVAATS E%x
. —_— ™,

profile is presented in Figurq\ll. Nineteen of the 20 areas were
assessed. Of\these, 15 showed increases over the'year.- Seven'of SR
these\were statistically significant (p < .05, one tailed t
for correlated means). It should be noted that, unlike £he
C.H.A.R.T. class WVAATS data, both Richmond classes used the
teacher-as-informant administration mode. Thqs, the daia 1=ilect
what the teacher said about the children's qhanges, not changes
actually observéd by traiﬁed, independent observers.

~ For Richmond Class #2 (N = 5) the miean pre/post WVAATS
profile is presented in Figure 12. Again, 19 of the 20 areas were
assessed. All of thgse showed changes over the year; 17 of which
were statistically significant (p < .05, one-tailed t-test fou
correlated means).

The UPAS data for Richmond Class #1 are presented in Figure

13.

»

‘Y .
It can be seen that four of the five areas showed changes

during the school year. Of these, three were statistically

] 0 ’
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., Category
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75

i : - S
significant‘(g < .05, one-tailed-t-test for correiated means).
It should be noted that ‘this teaéherlperceived ﬁer students asg
‘displaying significantly more inappropriate behévior at the end of the
school year. 4 ’ |

The YPAS ddta for Richmond Class #2 aré presented in Figure g
14. It can be seen that all five areas showed changes during the
. school yeaf. Of these, two were statistically significant (E <
.825, one-tailed t-test for correlated means) .

Thevmean pre/post WVAATS profile for the three classes

combined (N = 16 students) for 1981-82 is presented in Figure '

’
L3

15. Increased performance was observed in all 19 aréas assessed.
(Note: Vocational skills weré not assessed by all ciasses.
SecondAfy Zone areas were assessed only in the two Richmond
‘classes, so‘bomparisons here are bas;d on N = 9 studenta)
Seventeen of the 19 increases were statistically Bignificant at
the p < .05 level or greater (one-tailed t-test for correlated
meanq).

‘The mean pre/post UPAS profile for the three classes
éombined (N =17 students) is presénted in Figure 16. It canvbe
seen that change occurred in all five areas assessed. Of these,

4 werqnstatistically significant (p < .85, one-tailed t-test
for éorrelated means) .

Thus, summative evaluations ;f the children show substantial
change in the expected directions over the)gcﬁool year. Of the
total of 65 pre/post comparisons for all three classés on both
measures, 36 showed statistically reliable chapge. These

findings are generally consistent with the summative evaluations

of Year II, perhaps showing slightly more improvement in Year III.

'
\
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The West Virginia System
Project C.H.A.R.T. Evaluation 1981-82
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bf course, pre/post improvements in summative méasu;es are
not uhexpected, and are open to several plausible explanations.
The absence oﬁncontfol groups makes it difficult to know ﬁow much
bf the'improvement would have occurred due merely to maturation
§nﬁ the nafurally occurring changes taking pléce over the same
period of time. It is also pqssible that the changes were merely a
result of the general benefits of attending- early education
prbgrams and weré.not specific to the procedures employed in the
model itself.

; As‘é check on this possibility formative data were col’~cted
in ail three classrooms throughout the school yeaf. Two types of
formative data were evaluated in a multiplé-baseline across areas
. within students design: (a) percentage of trials correct dﬁéing
each day's assessment periods, and (b) cumulative objectives
mastered over days. ' | -

_ To establish whether repeated_assedgﬁent, the. mere p;ssagé of
time, or non-specific benefits of program participation might have
produced changes observed in these formative measures, baseline\
data were collected in séveral'of a child's priority‘training
areas prior to the introduction of in;;ruction. Instruction was
introduced sequentially across three training aread in
multiple—béseline fashion. It shouid be noted that only three of
a child's 5-6 trﬁining areas were included in.the controlled
evaluation. Included areas were randomly selected from those
targeted for intervention on the child's I.E.P. Areas not ‘

included were instructed immediately and did not undergo baseline

dssessment.

11/
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Formative data fpr each of the seven children in the
C.H.A.R.T. classroom are preéeﬁted in Figures 17-23. Space does

not permit discussion of each child's data here. There is a good

deal of comparability across the seven figures, however, so

i

attention to one of them will provide information generalizable to
» v
the other six.

The.dafa of Child 1 in Figure 17 are fairly representative.
Baselines of eight, 15 and 19 school days were obtaired for fine
motor, washing/grooming, and expressive language skills. Trials
correct per day are referenced to the lgft ordinate. Cumulative

objectives mastered are referenced to the right ordinate. School

~

weeks and days within weeks are plotted on the abscissa. Four

assessment trials were administered per day in the fine motor and

exprlessive language programs, three per day in washing/grooming,
Blocks of four or three trials are reported oﬁ the 1lcft ordinate
;o represent performance on each objective as it was masterea in
sequence. Thus, the first block of four trials in +tle éop panel N
of Figure 17 reflects performance on the first objective i? the
student's fine motor program. The next block of trials reflects
per formance on the nexg objective, ;nd‘so on. ‘
From the data in Figu€9 17 it can be seen Fhat Student 1
performed no trials correctly during baseline for fine motor
training. He did, hgwever, perform three of three trials
correcily for the first of his washing/grooming objectives, thus
héstering this objective during the 15—day baseline period. He
performed one of the four triéls correctly for the first of his

expessive language program objectives on Days 1, 2, 4 and 10 of

baseline, but did not master the objective.

Y
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When daily instruction using the method cards of The West

Virginia System curriculum was introduced eequentially to each of
the three areas, the number of ttials cor ct per day increaaed h
rather quickly. This pattern is replicated across the other six
students in the program as the data in Figures 18-23 attest. .
Occasionally trials were performed correctly during baseline, but

students were qarelj‘correct in c0nsistent and improving ways

until training was introduced.

It is possible, of course, to show daily improvement in

4

trials-correct and not actually master an objective. For this

reason, cumulative objectives mastered are also plotted for each
training area in Figures 17-23. By referring to the right hand

ordinatewin-Figure 17 it can be seen that Student 1 mastered ~10,

15, and 13 objectives in his fine motor, washing/grooming, and

expressive, language programs, respectively, over the 36 weeks of

the school year, Thus, it would appear that daily improvement in

trials correct is related in meaningful ways to the mastering of
actual instructional objectives. o i

Similar formative data were collected throughout the Year in
the two Richmond classes as well. gahce does not permit their

inclusion here. It is eufficient to note that generally V-
L

comparable patternl of low baseline performance followed by

\

accelerations after thée introduction of training at different

: P .

" points 'in time were obtained.

It is noteworthy that these patterns were replicated in the

Richmond classes because instructional pf%gremb in these two

classes typically involved higher level skills than those in the

C;H.A.R.T. class. Whereas programs in the latter class were drawn

2 4
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instruction was necessary for objectives tq De mastered..

.Reéordlng,SXstem (SPIRS) as descrlbed 1n an earller sectlon

almost exclu31vely (20 out of 21) from the pr;mary zone of The

i West V1rg1n1a System curr1culum, ‘Richmond class programs commonly

-,

came frOm the areas of the secondary zone. Among all three PR ’

classes,~ten of the;26~eurr1cular areas were 1nvolved in the

evaluatlon. ‘The areas 1ncluded and the number of programs per

class are. presented in Table lﬂ. o R _V

To summarize brlefly, pre/post changes were produced on both

ksummatlve measures for all three classes. -MOst of these changes

were stat1st1cally rellable, espec1ally “when pre/post comparlsons

were performed on\the data from the three classes comblned.. That

'these changes were not due merely to maturatlon, assessment N

v

effeqts, or’ the non-spec1f1c benefits of slmple school attendance

.was supported by f1nd1ngs w1th our formatlve data on trlals

'1.

correct per day and cumulatlve ob]ectlves mastered. -Chlldren

showed no systematlc change in these measures untll after tra1n1ng

)

- was spec1f1cally 1ntroduced, desp1te basellnes varylng from eight

to l9‘attended‘school days in length., Thus‘lt_would appear that
M . - - < . 3

Of'coursegninstruction can occur in many ways, and our,

. S

intergst” was in the effectiveness of strategies embodied in the

methed cards of The West-Virginia.System: That our teachers used
these tactics and not others was addressed in several ways.
First, they'@ere trained specifically in the direct instructional.

tactics included on the‘cards.~ Their training was mastery based

apd high leveld of correct 1nstructdon were requ1red to complete

it. Performance wap assessed uslng the Staff/Pupll Interaction-

of th1s report. Second, the 1nstruct10nal procedure for each

“
v

L} , ,
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Table 10 4

. The West Virginia System
ProjquAC.HsA.B.I;  :
Cutriculum Areas,Inciudéd in the,Contioiled_T

Evaluation in Year III: ,1981;82 -

k1

o  CLASS
- C.H.A.R.T. ~ Richmond 1 , Richmond 2

&
Gross Motor-

. - a"‘- N - AS
Fine Motor P

‘Dréssing
waéhing/Grooming
,Receptive’Language
EgpréSsive Lagguage

Mriting

_Reédiﬂg'

Numbers

Mmmy'

Totals - 21 - | - 16 0,2

e

*Entries reﬁqeseﬁtlth number of d;ffefent programs in each ar-a in-
cluded in the evaluation. Areas receiving training but not evaluated

‘in the multiplé baseline design are not included here. - .

o




S o o1
objective is written down in simple, étep—by-stép 1anguage and
‘teachers were,required to réad“the.method cards before feaching the . .
objective énd to haVelfhe card handy as a.referenée during actual |
instruétion,. And third;‘ieachinglsﬁaff were'obsefved periodically .
ﬁhrOﬂghoutqthe year and their inétruétidhal perfofmance was

recorded by £réinea observerS'using-the-§g£§§,~'Videotapgs wefe

m&de of these sessions and ﬁséd‘tb provide systematic pefformance "

to the individual staff member . ST , .

The results of this staff monitoring process for the teacher

4
~

‘and two aides of the C.H.A.R.T. class during Year III are -~ | -y
. presented in Fiéu:e 24. Comparable data for ﬁhe-two Richmond
teachers and one aide ‘are presented in Figure 25.: It can be seen

that, while variable, the performance of the C.H.A.R:T. teaching -

o

staff\imprOved_bvér the school year,"Impfovement in Aide #2 is
‘especially remarkable.‘ She was new to the jab at the beginning of
the year,vand répidiy in;reased her skill over the_first th:ée
monthé so that from January on shg ponsistentljrpfoduced 99% or
higher teaching sequenées correct. Feweribbservations were‘
available for th? Richmond staff, and it.was diffiqult to proQide
freQuent feedback to them. Nonethelesé, at least the te;chers
maintained reaSonébly high-level; of compiiénce with the model's
instructional procedhres over'the.coufse of the widel& seéafated
ob;ervations. |
. . It should be noted tﬁat monitoring procedures such as these
Vare~potentially quite reactive and replete with demand ‘

chqracteristics. The extent to which the déta'they produce are

‘representative of instruction occurring at non-monitored times is

not known. It can be said that, with the poésible exception of one

H

- las T 1
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aide, these staff members were capable of teaching in accordance
-

e

with the model. * Whether they consistently did so or not can only

-be guessed from these data.

What can be said with confidence from our overall

experimental design is that the instruction in our three classes

was effective in producing change. What is less certain are the

H

specific features of the instruction that were the major

. conitributors to the change. It is relatively likely that it was ' *

the instructional procednres embodied in the model, however, as’
these were what the teachers uSed throughout their programs, even
those not 1ncluded in the multiple—baseline analysis.‘ In addition.‘
these were the proceduree the staff were specially trained to use.
and for which their data gathering systems had been developed.
Finally,.frequent observatrons in the classroom revealed little: in
the way of»alternative curricular materials and/or teaching
approaches.

Between Yeare Iuand II and”II and I1I the project operated a
summer program of six weeks duration. Students attended school
half days and no lunch was served. Summers were optlonal for
parents, and not all. students participated. These programs were used
extenaively to further integration of our handicapped children
with tlieir non-handicapped peers, 8o an effort was made to
include these latter children as well. In 1984, five handicapped
and eight non-handicapped children participated. In 1981, the numbera
were six and ten, respectively. The summer programs were also seen as a
preventive vehicle for “hot—yet—identified—as-special education” '
children who had minor problems that their preschool teachers thought

should be ameliorated before they became extensive enough to result in -

el

. R &_140,
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a'speEialbeducation label. )

The nog—handicapped children were assessed at the start and
,endvof.the sunmer sessions in both years. . pre/post dhangea for the eight
studenta'in the 1980 program are presented in Figure 26. It can be seen
that their mean percentage correet increased in five of the six areas
taught, and remaihed unchanged in the sixth. similar'data for the ten
non—handicapped'childreﬁ in the 1981 program are éresented.in Figure
27. Here the changes were less iﬁpreaaive, ;howing growfh in four
of the ten areas assessed, no change in five, and soﬁe decrease in
'one; éhrﬁ of the difference'in the two yeare.ie undoubtedly due tp
the relatively higher entry perfqrmance-of the 1981 students. ‘A
ceiling effect mey.heve miﬁihized the opportunity for chenge to be
measured. The assessment procedures varied somewhat from one year to .
the next alsq,with obviously leée sensitive ones used in the aecondr
year. |

Pre/post mean scores (percentage correct) are presented for the

six handicapped students for 1981 in Figure 28.' Their data show

easentiaily no change in six of the areas, increases in two, and -

decreases in two others. Similar data were not collected for the
five handicapped students in the 1980 summer proéram, preferring

- instead to rely on the summative and formative meaauree used in the
normal school Qear aﬁd continued in the summer.

10. Designing and Implementing é Filing System.

This important objeétive was accomplished during Year 1. The
system‘developed then was continued throughout the remainder of

~ the model demonstration period and proved invaluable in preparing
performance reports, responding to inquiries’about the moﬁel. and . .u

avoiding duplication of effort.

ERIC S 14,
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'develop competenc1es for preschool'handlcapped teacher

. . A
. . . . o .
. . PN L. )

'-ll. Preparing Continuation Proposals. Two such ) .
proposals were completed during the three-year pro;ect, onqrforv

Year II and one for Year III.

12. Preparlng-Reports for TADS. The pfoject.

~part1c1pated in thorough needs assessments in each of 1ts three

years. ‘It also conttlbuted 301ntly to the preparatlon of

LN

techniocal ass1stance agreements emanating from.the overall needs
. . Ty . . . .
assessment surveys. ’ ' .

13. Conductlng Regular Adv1sorx Counc;l Meetlngs.

‘As reported in the Demonstratlon/Dlssemlnatlon sectlon, the

advisory council was formed in Year I. It met quarterly w1thout

fail for the remainder of the model demonstration period.

,

- -14.' Meeting with the S.1.G. coordinator. A S.I.G.

coordlnator was hired by the State Department of Education early"

1n the project's second year. The coordlnator became a member of

“‘the adv1sory ‘council and regularly attended its quarterly

meetings. In addlt;on, the project coordinator served on a

statewide task forcé organized by the S.I.G. coordinator to

-

cert1f1cat10n. Per10d1c meetlngs of this group allowed for even

more contact with the S.I.G. coordlndtor.

‘ \

!

Summa;y and'Recommendatlons

- The history, location, operating\characteristics, staffing

pattern, and,childrén served in the model demonstration project

'funded by u. .S.Dx O.E. Grant #GO07900512 were described, followed byS

a 11st1ng of the original grant obJectlves.‘ Accompllshments ovef* Cs

the three-year period of the award were' then presented by :program

A & "




L.E.A.’

" materials developed. \\

f

.

1

component'and'bylobjectivas within components.- It vas noted  that

the model developed by the grant has been continued by the host

services for:children was the most rigorously evaluated of
the model's'five‘components.,‘Summative data are presented
showing'statis}ically significant growth in most'areas assessed.
Formative data collected in the model Class in a multiple baseline
across areas within student design replicated in two additional
classrooms supported the attribution of pre/post summative changes
to effects of our 1nstruct10nal procedures.

Products rev1sed and/or developed de nouveau in the

>

project included a ‘revision of the West virginia Assessment

and Iracking System (WVAATS), curricular materials in the'
areas of auditory, visual, and tactile responsiveness, and a
measure of parent involvement in their child's special education
program. ' A total of 518 objectives and daily lesson plans for

teaching them is inclmuded in the three'volumes of’curricular
. R

2

Descriptions of the model were presented at five national
conferences in the U.S. and one in Spain. Eleven different

newspaper articles describing the model have appeared during the .
2

three-year demonstration period

t

.

As a part of 'the Handicapped Children s Early Education
Program (H.C.E.E.P.), our' project had the advantage of joining a

network of similar projects throughout'the country. The

" H.C.E.E.P. has developed rather\sophisticated mechanisms for

orienting project directors and facilitating their administration

of efficiently running projects. The initial and followup

g

- < [ ]
3

,14‘_) -
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Do . v , ‘ S
directors' meetings were very helpful in this ‘regard, as was the

technical assistance provided by TADS. ;4' IR .
A minor negdtive experience for us were the reportiﬁg
requirements'of the funding agency. Semiannual performance

reports posed serious demands on staff time, and seemed

‘cumbersOMe' especially given the requirement for an extensive

‘needs assessment each-year by TADS as well. We may have made more

"

‘work. for ourselves‘than was necessary in preparing these reports,
_ however, and could have benefitted from some instruction and

‘models of what to include/not include at the inLtial project T

directors’ meeting. In other words, semiannual reports may not be

as muchiaproblem as the manner in which we went about -completing .

them. -

. - 3

It would also’be of benefit if project officers would sit

s

down with directors at the outset, outline what they see as‘the

4§

ynique potentialities of the project, and suggest'yays of
emphasiiing those and reporting specifically on their progress.
Every project probably does not have to' be all things to all

children, and some effort to, focus its efforts might lead to

higher level products and more rapid advancement of the field.

. ®
s

Project directors need to know that it is O. K. to have one or two

. truly outstanding features and just be adequate with the others.

§ .
’

Finally, it would be useful to distribute some form of

standard program efficiency information among pro;ect directors so

*

they would have some idea of, their performance relative to others.

For example, we were ofteh mildly criticized for serving a

relatively small number,of children. We served them for 22

’

contact hours per week, however, whieh is relatively high for- //f

101



/

‘preschoel programs. Some index showing the ratio of F.T.E.

to program contact hours ﬁy children could provide a'useful

comparing programs and alerting project directors to gross
diﬁcrepancies. Indeed, at this stage in its dévelopment it

seem useful for the H.C.E.E.P. to produce multiple measures

'

102

staff

way of

would

of

this type and move qystematically into the comparative evaluation

of various types of model (e.g., rural vs. urban; L.E.A. vs.

social service-based; etc.) g,
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INTRODUCTION

This binder is to be used as an aid in teaching d®velopmentally dissbled:
youth. Included within it are the’following components: (1) a Scope,
Sequence, and Correspondence Chart which 1ists teaching objectives in this
particular skill area and their correspondence with other assegsment and
curriculum devices; (2) method cards which provide step-by-step directions
on how to teach each objective; end (3) a description of a universal data
sheet (UDS) which could be used in charting each student's progress through
the programs represented by the method cards. In addition, information is
provided about the developmént of the overall system of which this binder

is a part. ; :

These materials have been developed as a joint effort of Project T.E.A.C.H.
( Teaching Every Adolescent and Child with Handicaps) and the Statewide
Assessment, Placement, and Teaching System (S.A.P.A.T.S.).* T.E.A.C.H. was a
 federally funded project of the Department of Health, Education and Velfare,
' Region 111, Developmental Disabilities Office. It was administered through the
University Affiliated Center for Developmental Disabilities at West Virginia -
University. S.A.P.A.T.S. is an E.S.E.A. Title I funded project of the West
Virginia Department of Health. The combined projects were referred to as
e Vlest Virginia System. One of the principle objectives of the system is
to devise educational services appropriate to severely developmentally .
disabled youth of West Virginia. This effort is being guided by the fodlowing

seven step model:

Step Procedure
1. Receive and evaluate each referred child using appro-

priate, designated assessment instruments such as the
West Virginia Assessment and Tracking System (WVAATS).

2. Esteblish edusBijional priorities for the child based on
evaluation information and placement committee recom-
mendations and initiate an individualized educaticnal

progrem (1.E.P.). .

3. Assess the child within each priority area, establishing
program entry points, terminal program cbjectives,
progress goals, and procedures for continuous daily
measurement of progress, thus completing the 1.E.P.

4. Monitor the child's progress in each program and initiate
. changes if the child's performance falls consistently )
below the progress goal.

5. Refer to an objectives-correlated methods-materials.

collection such 88 The West Virginia System curriculum
if necessary to effect the changes indicated in Step 4.

% A variety of -acronyms, abbreviations, and new and funny-sounding words will
appear in this binder. A glossary of terms has been provided at the end to
help interested readers sort out some of this confusion. o

-
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6. Vhen the terminal objectives have been reached, re-
administer the assessment device used for that training
- area, establish maintenance procedures, reexamine the
child's educational priorities with the placement com-
‘mittee, establish new ones, and return to Step 3.
o . &

7. - .ﬁ Readminféyervthe instrupéntsfﬁsed in'Sfep 1 at least
REEEEEE annually and when the child leaves your classroom for -
< ©  anothet. §~j ' A ' ) :

From the outset a basic assumption of the.West Virginia System has been

that the provision of special educational services, ‘especially to severely

. handicapped children, can be described in terms of developing behaviors, in a

"'firite number of general areas. . An extensive review of the literature led
to a 1list of 20 such areas ranging {rom simple sensory responsiveness of the
auditory, visual, and tactile modes; through motor, self-help, and language

. 'skills; to academic, prevocational, and recreation and leisure activities.
Having delineated these 2Q areas of functioning, project activities were first
concentihated on developinga comprehensive assessment device which would aid
in evaluating.level of fuhctioning within each of the 20 areas. The West
Virginia -Assessment and Trackigg;System\(WVAATS); a 160-item instrument, was
.déveloped and initially field. tested- on approximately 400.children. It has been
revised twice,, third edition having appeared in 1981. I

s Presently, project activities are centered around developing curricular
procedures specific to the 20 areas of functioning assessed by the WVAATS. As
materials are developed they will be arranged in binders such as this one, so
that eventually 20 binders (one for each area of functioning) will be available.
These 20 binders comprise what is referyed to as The West Virginia System

. _curriculum. T E— :

Although these materials have been‘devéloped so as to provide a com-
prehensive assessment-and curriculum package, it should be noted that they
also lend themselves to use as a resource. Individual method cards can be
pulled from the binder ¥o be used as needed even if another device is the basis
of the educational program. - Also; the Scope,Sequence, and Correspondence

Chart c#an be used to refer the teacher ?o other relevant sources.

L o - .

[ M
\

t ©  How This System Was Developed

‘Once the 20 skill areas Wér%hggiiheatgd, an extensive review of assessment
and curriculum sources was undertaken. From these various sources, objectives
were compiled, revised to correspond to the three.part format suggested by
Miger (1962), arranged into sub-areas, and sequeficed within these. A general
strategy for teaching the skills required in each sub-area was then designed’
and method cards written for each objective. '

" According to Mager, the usefulness of an educational objective is dependent
upon the extent to which it.communicates an instructional intent to its reader.
Thus, the objective must cledrly describe, the terminal behavior expected of
the student. Additionally; a description of the conditions (i.e,, the givens)
which must prevail- when the behavior occurs further clarifies for the reader

N R
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those acts which will be accepted as evidence that the student-has achieved

‘the objective. By including a third section, the criterion, the reader is.
"able to determine how well the student must perform in order to fulfill the

requirements. of the objective. Thus, each of the objectives in the system

" contains a "given" section (describing the conditions under which the behavior

is to be performed), a "student" section (describing the task to be performed),

‘and a "criterion" section (. describing "howmany”, "how long", or to "what

degree" the behavior must be exhibited).

Once the objectives from other sources were revritten-in the three-part
Tormat, sub-areas were identified. Objectives were sequenced within each sub-
area according to hot the.particular task would be taught. New objectives then
were written to fill gaps in the training sequences. To check on the reliability

of the sequencing, two or more project siaff memnbers independently‘sequence¢‘

" the sub-areas. A correlation coefficient then was computed. In the few cases

where the resulting correlatién was found to be less than .75, objectives were:

resequenced (and reworded, if necessary) so that eventually an acceptable level

of sequence reliability-(r *,.75) was reached. Additioneally, project staff
jdentified some objectives as "non-teaching" ones. These included objectives

- that were an integral part of thé sequence but were more suited as assessment

objectives then as teaching objectives. For example, in Running Nose, a sub-
area in Washing and Grooming, two cards refer to behaviors which jndicate ' . %
awareness on the student's part (i.e., wrinkling his/her nose or rubbing running
nose with arm or hand). It is.important to assess this awareness but not to
teach these particular behaviors. Cards such as these have been included at

the appropriate points in the sequences and' are marked "Assessment Only."“,

A team of people experienced in working with developmentally handicapped
children 'then began to develop .method cards for each teaching objective. The
team included teachers of handicapped children in institutions and county
classrooms throughout the state, as well as graduate students in psychology,
special education,educatipnai psychology, and speech pathology and audiology

at West Virginia University. Some of the method cards were modeled  after other:
curriculum sources, while others were developed on the basis of the experience
of the particular project staff member responsible for the sub-area. ‘

In order tq assure some consistency among the cards, guidelines were
énd;i A). The basic training paradigm selected depends on a one-
to-one student-teacher ratio, although many of the objectives can be taught in
small groups without seriously decreasing the effectiveness of the strategy.
The developers of the program realize that most teachers - of the handicapped do
not have adequate adult assistance to train their students independently.
Suggestions for organizing the training so as to facilitate one-to-one instruction

are given under the heading Meeting Certain Inevitable "Challenges" (ﬁage 10)-_

As inspection of the guidelines reveals, a particular séquehce of prompts,
was adopted for use with most of the training. This sequence has been shown in

the literature to be effective for training handicapped children (ef. Rosenbaum

& Breiling, 1976). Basically, this sequence includes a progression from minimal
prompting (e.g., a command or gesture) through maximal rompting (e.g., actually
physically assisting the student in completing the taskg. Further explanation
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of the card format is given in the following section. \ ‘ .

o

How to Use the Cards in This Binder.

The reader will recall that. the method cards in this binder'can be used
in two major ways: As a curriculum in its own right; as a resource for other
curricwla. - - ‘ ' ) - y

¢ ’

'As a Curriculum in its Owm Right = .

* Vihen used as a curriculum in its own right, the following procedures should
be adopted: : v - : ' M
- (1) - Administer the WVAATS or another assessment device to’determine
,the student's level of functioning. Baged on the results of the
*, assessment, complete a student profile ( Appendix B) to be used to
identify the sub-area(s) in which training will'begin. The decision
to begin training in a particular area will rest largely on-
1) what skills are most needéd for day-to-day living and 2) what
o  areas are functioning at the lowest level. For example, a stu=
\ ' derit's profile may .indicate minimal skill in Using Numbers. How-
ever, if several skills in the Eating area have not yet been
.mastered, training in Eating probably would begin prior to train-
ing in Using Numbers. The iselection of priority training areas’
_probably will not be accomplished in a completely mechanical
fashion. .The active involvement of the parents and child (if
. possible) together with other professionals of the placement
committee will be needed to supplement assessment information.

[ . - .o .

(2) locate the objective within the designated sub-area which
corresponds to the student's level of mastery as indicated by the
assessment information you have compiled. .

(3) Either begin training, using the method prescribed on.the method

- card which most closely corresponds to.the student's mastery .

_ level...(Most assessment devices will provide only rough estimates

e o of where training should begin.. It is more desirable to begin

‘ with an objective the spudent has already mastered than to begin

- L

at a level which is too advanced.) . )

(4) <oOr, in cases where the number of objectives within a sub-area
‘is quite small (e.g., three to five), begin training on the first
objective of the sub-area with the first method card, '

“

As a Resource for Other Curricula

4

If the program'ﬁs to be used as a resource rather than a curriculum in its
own right, appropriate method cards can be pulled as needed. For instance,
suppose a student is being toilet trained with the procedures developed by Foxx
and Azrin (1973). Up to this point, satisfactory progress has been made. How-

ever, you now find the student 1is having difficulty mastering a particular step

¥
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Functional Aspects of the Method Cards

in the training sequence., By checking ‘the Scope, Sequence, and Correspandence
Chart, locate the objective which has fust been mastered by the student. Now
find the objective in the sequence that corresponds with the step in the Foxx-
Azrin program the child is having difficulty mastering. There should be
several objectives between these two points in the sequence. Starting with /
the next objective after the one already mastered, select its corresponding
method card and follow the procedures listed.on.it.’ When the student is once
again making progress, you may return to your original program er continue
.through the method cards in the TPSS sequence, whichever seems more desirable.
Information regarding the functional aspects of the cards is provided below.

Inspection of the method section of the cards reveals the following:

. N \ N . . :
(1) _Each task (i.e., objective) is broken into step-by-step procedures..

. 4
... (2) The first step, designated the prestep, is actualfy an assessment
» step which "sets up" the task as described in'the ngiven" section
of the objective. It provides an opportunity for the student to
demonstrate competence prior to any training.  As previously
- mentioned, the lack of complete correspondence betweéen assessment
-devices and the objectives within each sub-area makes it difficult
to pinpoint the student's exact mastery level. The inclusion of
the prestep prevents unnecessary teaching of a task which has
already been mastered. . :

(3)~ The method is designed to "flow." In other words, at no point
in the procedure is the trainer left without directions on what
to do next. This requires each step to include directions on
what to do if the student is correct, if the’ student does not
respond, or if the student is incorrect. Exceptions include
cases where an incorrect response is équivalent to a "no response"
and cases where the trainer is referred to another step for a
correction stirategy.

(4) Several frequently used terms require further explanation:
Reinforce. Whenever the student responds correctly, the trainer
is instructed to "reinforce", i.e., to reward the student so as
to increase the chances that the student will respond correctly
again. This reinforcement should occur irmediately, i.e., within
1-2 seconds after the response, so as to be maximally effective.

\ .

Although food and praise typically act as reinforcers, it canuol
be assumed that this is always the case. The effectiveness -.l' the
program depends in large part upon finding "the right reinforcer(s)"
for the student. This can be accomplished by observing the student
or by conferring with the student's caretakers, trainers, family,
or other individuals with whom the student is in close contact. A
more valid procedure, albeit also more time consuming, is to "test"

4
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" the student ‘yourself. For instance, present the student with S R

' the student during training sessions whengver a correct response

"(such _as ". , now take the cup in your hand") usually would be

K S L — 115

several -different types of food vhicn you suspect will functionm as
reinforcers. Allow the student td pick only one fram the group. .
After this is done on several occasions-and with several

different foods, you should have a valid index of wnich foods’

are effective reinforcers for this particular student. These

foods then are made available to the trainer to be dispensed to.

is observed. To assess the effectiveness of smiling, touching, .
and praising as reinforcers, present tle student with each of these
stimuli on separate occasions (i.e., smile, touch, and praise

tne student, at different times). Watch the .student's reaction.

If the student responds positively-(i.e., smiles back and/or
repeats the behavior which occurred immediately prior to your
smiling, etc.) use these as reinforcers during training also.
Remember, however, that reinforcers (both tangible ones such as

food and- the less tangible ones such-as smiles) can lose their
effgptiveness.' The alert trainer is constantly assessing the
efféct of the rewards s/he is presenting and is prepared to present’
alternate reinforcers when necessary. ‘ ' . . '

»
Y -

Wnen training first begins on a particular objective, the trainer
will want to reinforce every correct response. Gradually, however,
reinforcers should be reduced so that the student is requijred to
perform correctly two to five times before receiving a reward.
This "intermittent schedule of reinforcement" has been found to .
maintain higher rates of responding than "continuous reinforcement
schedules" where every correct. response_is reinforced. It is .
probably best to think of training as going through acquisition and
maintenance phases. During the first, reinforcers should follow
every correct response. When mastery has been reached, the main-
tenance phase is entered and intermittent schedules should be
employed. _ , ’ - ‘ :

-

‘Model. To'model‘is to demonStfhte thé behavior for the student.
"1t is important to have the student's attention before beginning | |

to model the task. Generally it is helpful to perform the task
somewhat more .slowly and deliberately than normal. Also, other
students can often be used as models. o .

s

' Signal. THe word "signal" has been used in many of the procedures

Io Indicate that hearing is not a prerequisite for learning via the
method described. A "signal" can be a vocal command, a gesture,

or sign language. Thus, any effective way of directing the student
is a signal. o ;2 ,

Prompt. To prompt is to assis{ the student 1n'per£orming the .
task. Normally the sequence of prompts included in-the procedures
is from a minimum to a maximum amount. Thus, a verbal prompt

-t




o used before a physical prompt (actually taking the student's
w b . hand and physically manipulating it so that the cup is ‘held). -
s . The important point to remember when .using prompts is thdt they
o must be reduced gradially. With yerbal prompting, this would
. > = mean shortening the amount of verbal direction given the student
S : on each triel; with gestural pr?mpting-(such as pointing), less of
KR ) ~.a gesture would be made on each’trial; and with physicael prompting,
) the fOrce.EI_duratiqn of the pr&mpt would be lessened with each
‘¢risl. A common mistake is to withdraw sssistance too rdpidly.
A good siEn that this-‘has gécurred is a breakdown in student per-
formance.  A§ indicated on’ the ‘cards, ‘the protedure ‘to follow when
. i this happens is to return to the last effective level of assistance,
. S reihyorce a correct response; and then begin decreasing thé
’ _assistance, but more gradually than you-did previously.

I3

4

o -

Informdtive Aspects of the Cards

? -;" In addition to the step-by-step proéedurerﬁtlined for teaching the objective,
each card cantains the following infor?ation: . _ :
(1) the skill area to which the ébjective belongs (one of the 20
‘previously mentiqngd) : . | .

: (2) °the‘sub-area to which the objective belongs within the skill area

(3) * the number of the objective. As mentioned previously, each sub-
"~ . area is numbered independently, and is arranged according to a
training rather than developmental sequence.

(4) the objective itself (in the three part format described pre-
. viously) - PR ’

f o o ; - | :
(5) +the mastery criterion (indicating how the trainer is to determine

v

(6) the prerequisites. These include abilities such as vision and
_ , hearing which a student must have in order to be trained in the
’ : manner prescribed on the card. If one prerequisite can be sub-
‘ stituted for another, a line is drawn between the two with an "or"
written on it. It is important to remember that the cards can be
- ‘ : adapted to meet a particular trainer's or student's needs. Thus,
~ if the student does not have one of the prerequisites indicated
+ on the card, the teacher/trainer should examine the card and -,
‘ decide if the method can be altered in some way to make it applicable
' ’ for the particular student in question. Also, it is ot'ten necessary
for the student to have developed a certain level of fine or gross
o . ' motor coordination in order to achieve the objective. Administering
_an assessment device such as the WVAATS prior to training should
* give the teacher/trainer a fairly reliable idea of the student's’

if the student has mastered the objective) = . ]
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level of motor functioning. Levels of motor coordination have
not been indicated as prerequisites since discretion and in-
~dividual judgment must be used to determine the appropriateness
of teaching a particular objective at a particular time. If
training ‘is begun and then it is discovered that the student does
not have.the necessary skills to master the objective, the teacher/
trainer can always stop training on that particular objective, EO‘
back and train the necessary skills, and then return to the original
. objective and complete trajning on it. ; : .
(7) the student grouping. A double asterisk is used to designate .
. tnhe best trainer-student arrangement for using the teaching
method; a single asterisk indicates alternate groupings which
may. be used effectively, but which are not ideal.

"Minimum supervision" applies to arrangements in which the
trainer starts the student on a task and then merely needs to
be present to answer questions, guide the student back to the
‘task occasionally, provide encouraging comments, etc. The
defining characteristic is that the teacher can be doing something
else away from the student while the method is being used, but
can respond to the student within five seconds of any signal that
help is needed. . :

"No supervision" applies to those rare methods that involve
basically automatic, or self-teaching. Here the teacher/trainer
might arrange the materials for the student(s) and then not have
"to interact with them at all. The defining characteristic of
this arrangement is that the teacher can leave the room for at .
least five minutes and the method will still be used effectively.

(8) materials and equipment. Common objects needed to teach
e the objective in the prescribed way are listed here for’ -
easy reference. If they are uncommon, ‘they are described and/or
drawn in diagram form.

v

(9) the source. If the method was adapted or taken ‘directly from
a commercial source, all the biographical data needed to
refer to that source is included here (e.g., name of series or
program, author, publisher, date, etc.). If the method was .
designed by one of The West Virginia System staff and 1s not
. available commercially, 'the member's name and the date the card
was written appear in this section. ‘ o

General Considerations in Training

1. ORGANIZING THE TRAINING SITE. A good. training site is one which is
well organized and allows for few distractions. Make sure the site you .
" bhoose.is private. If you do not have separate rooms for training, moveable

. B
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>part1tionp may be used to enolosé a-space for training. The site sﬁould

include enough chairs for the student(s) and trainer, as well as a small

table. - Always sit between the student and the door. This arrangement will
help in controlling attempts by the student to leave the site. Also close

the door and post a "PLEASE DO NOT DISTURB" sign on the outside of the door,

or hang a similar sign on the corner of the partition.

Keep all data sheets, pencils, reinforcers, and other materials, not
immediately in use, out of the student's reach and sight (e.g., behind you).
Do not spread these items on the table in front of the student(s) as this
could distract and/or encourage him/her to scatter these materials everywnere.
Bring only essential items to the site with you. . Excess baggage will only
weigh you dovn and provide more distractors for the student. lMake sure you
have all materials gathered prior to the training session so that it need
not be interrupted by your leaving to look for something. Finally, do not
leave your materials lying around the training site when not in use, or you
may find that they have somehow mysteriously disappeared or been damaged.

2. TRAINING SCHEDULE. It is best to have at least one training session .
per day on each task. If too much time elapsegﬁbetween sessions, you may -
find that the student has forgotten much of the task. Holding frequent’
sessions means more opportunities for the student to practice the new skill.

It is also recommended that the teacher set up activities outside of the
training situation which will integrate new skills, give the student more
opportunities for practice, and generalize the skills to new situations.-

Fifteen-minute training sessions are recommended as this time span
generally will not exceed the attention span of the student. Longer sessions
may make training annoying to the student who quickly looses interest in an
activity. It is also wise to incorporate several trials on behaviors already
acquired into a session. This assures maintenance of previously learned '
skills. Also, the successes the student has on these trials will help sustain
the student's interest in training. Remember, however, that the nature,

" number, and length of sessions should ultimately depend on the individual

responding of the student. “Try to time your session to end when the student- is
responding well and is enjoying the training. S/he will be more enthusiastic
the next time. e . ;

3. TEACH THE OBJECTIVE, NOT SOMETHING ELSE. Keep the method card from
which you are training handy, and refer to it often to refresh your memory
of precisely what it is you want to train. For example, if the pbjective
states the student should reach (with extended fingers) toward an object
ﬂlaced in front of him/her and touch the object, you might easily misinterpret

. the objective and require the student to grasp the objJect if yoﬁ were not
" referring to the method card while training. Even if you are familiar with

the training method, you may find it helpful to glance at the card quickly
pefore each training session. You may want to carry the card with you to the
session and keep it in front of you as you train.

Unless otherwise specified on the method card, only reinforce completely
correct demonstrations of the task. For example, if the objective calls for

¢

167

o




N 2

' a response to be made within five seconds of the prompt, make sure you
reinforce only responses made within that time 1imfit. Similarly, if the
objective calls for a shirt to be taken completely off, reinforce the
student only when the garment is completely off his/her body and not when

it is still hanging on a wrist. If you do not require complete accuracy,
when ygu begin training in a new task which requires an accurate performance
of previously trained tasks, you may find training difficult or impossible
because the requisite skill has never really.been acquired.

- Also, remember to avoid reinforcing interfering behaviors. Do not
teacn the student that the way to terminate training is through engaging

in interfering activities. Suggestions on coping with interfering behaviors
are included in tbe next section. ‘

Méetigg_Certain Inevitable dChallenges"

_ In nearly every training situation, there will be certain problems
" which will need to be worked out if training is to occur efficiently and
effectively. Below are provided some common problems which the/trainer
may face and some suggestions which may assist in meeting these “challenges."

, 1. MARY DOES NOT ATTEND AT ALL TO WHAT I AM TRYING TO GET HER TO DO.
It may be that Mary simply does not have the skill of attending in her
repertoire. You can teach this skill as a part of the particular objective.
on which you are currently working. You do not need to divert your teaching
to a separate program for developing attention. Favorite, bite-sized, solid
foods dre excellent for catching the eye of the student. Before each training
trial, simply hold the edible close to your face and say, "Mary, look at
me." When Mary looks at you, give the appropriate prompt as specified on
the method card. Reinforce correct responses with the edible. If Mary
does not look at you upon command, manually guide her head to the desired
position and continue as specified above.

-

2. MARY ATTENDS, BUT NOT CONSISTENTLY, TO WHAT I AM TRYING TO GET HER
TO DO. If this is the case, there are several steps you can take. First,
check your training situation. What is the student attending to when not
attending to you? Is the training site such that the student can see and
hear others doing things that seem to be more fun than what s/he is doing?
If it is, find a quiet, private area where these distractions are minimized.
Are there other things in the training site itself that might be more
interesting than training for the student to attend to (e.g., brightly
colored pictures, toys, or a window with a nice view)? If there are, you.
might want to try getting rid of some of these distractors.

Second, check the reinforcers you are using. Are they really arpealing?
If the student has eaten two bowls of Fruit Loops for breakfast, more Fruit
Loops might not be very reinforcing. Similarly, if you have been using the
same foods over and over again in training, perhaps you should try a little
more variety. You should also check the freshness of the edibles you are
using. Eat one. 0l1d, stale foods do not have much appeal for anyone, -
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including your student. If you are using social reinforcers, remember that
not everyone likes to be patted and cuddled all of the time. Again, you

may provide variety by alternating social reinforcers with edibles and brief,
enjoyable activities such as looking at a pretty picture for a few seconds.

Third, if you are quite certain that the training site is distraction-
free and that your reinforcers are suitable, you may try imnediately stopping

- training end turning your head away from the- student when s/he stops attending

to what you are doing. When the student looks at you again, turn to him/her
immediately, reinforce looking at you, and then resume training. Use this
strategy only when the other two have failed. ’

3. MARY ENGAGES IN FREQUENT SELF-STIMULATORY, EVEN ' SELF-INJURIOUS
BEHAVIOR. There are basically three strategies you can try if this is the
problem. First, try ignoring the student when s/he engages in the undesired
behaviors. Second, if this first strategy does not seem to be working,
try stopping training and turning you head away from the student until the 2
behavior stops. When it does stop, immediately turn to the student, reinforce
him/ner, and then continue with training. ' .

-

There are some disadvantages to using either of these two strategies,

. howéver. Ignoring the student or "timing him/her out" (strategy number two)

are obviously inappropriate' in cases where the behavior may be potentially
harmful. A common result of these two strategies is for the behavior
immediately to increase in frequency and/or intensity. Thus, it must be
stressed that for many self-stimulatory or self-injurious behaviors immediate

* . action should be taken. In these cases, try the following strategy: When

the behavior begins, immediately tell the student what s/he is doing wrong
(e.g., "Mary, you're stomping your feet.") and stop the behavior by grasping
the body part involved. Then, manually guide the body part through a series
of four to five movements (e.g., feet out in front, on the floor, to the side,
etc.). Repeat this practice for about five minutes and then resume training.

This description is an abbreviated form of a strategy generally known
as "overcorrection.” The interested reader is referred to Azrin, Kaplan,
and Foxx (1973) end Foxx and Azrin (1973) for more complete descriptions of
the overcorrection procedure.

Remember, the key in eliminating these behaviors is to not let the
student profit from engaging in them. This means being firm but not nasty.
Do not plead, cajole, or let the student get out of training by engaging in
these behaviors. Carry out your strategy and resume training matter-of-
factly when the behavior is under control. :

4. MARY WORKS HARD BUT DOES NOT SEEM TO BE LEARNING. If thir "he
problem, first check your teaching. Are you sure that the student s really
attending to you? Are you speaking clearly, slowly, and loudly enough
so that s/he can understand what you are saying? Are you pacinhg your trials
adequately (i.e., evenly and without too much time elapsing between them)?

Do the gestures you use really reflect what it is you want the student to
do? If you are using modelling, are you going through the movements slowly
enough so that the student can catch what you are doing? Do you stand’'directly

“ “
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» in front of him/her so that a good view is provided? 1I1s there enough time
given for the student to respond? Are you sure you are using the reinforcers
best suited to the individual student rather than reinforcers which are
convenient? Has the student tired of the same old reward?

If you decide that the training methods are not at.fault, then it may be
that the response is just too difficult for the student at this point.
firy dropping back one objective at a time in the sub-area until you find
one,that the student does perform. Tnen start training on the next objective.
If the student is still having difficulty, try making up an objective which
§s somewhat more difficult than the objective the student can do, but less
difficult than the objective you are trying to teach. . Train this new °
objective and then go on\?o the next objective in ‘the sub-area.

A third strategy for coping with this problem is to refer to the Scope,
Sequence, and Correspondence chart provided in this binder (p. 39). This
will tell you where to find other methods for training the behavior of interest.
And do not forget that your colleagues and special education coordinator
are also valuable sources of information. b :

5., THE METHOD CARD CALLS FOR 1:1 TRAINING AND I HAVE NINE OTHER KIDS
IN THIS ROOM. Although the method card may call for 1:1 training as the best
grouping, alternative, effective groupings will usually be suggested an the .
card. Use these alternatives, incorporating as many students as you can manage
(effectively and efficiently) at one time. You may also use students

who are proficient at the particular training task as assistant trainers.-

while you are in training, have the other students engage in a fun,
quiet activity which will hopefully keep their attention (e.g., coloring, a
finger painting). If you have an assistant, have him/her supervise the .
students whom you are not training at the moment. If your school board g
will not provide you with an assistant, look for volunteer help among the
ranks of parents, high school students, and other potentially irievested
persons. Your local chapter of the Association for Rétarded Citizens (A.R.C.)
may be of help here. If you do not have an assistant at the mnment, you may
want to shorten your training periods so that you can rotate training among
students more quickly. -

As many students do not'remain quietly engaged in activities when
left on their own, you should consistently reinforce self-directed,
appropriate behavior. That is, make sure that rewards are consistently
given to students who behave well wnile you are in training session with
other students. A chart on the wall displaying who has behaved correctly
and how many times each has received rewards is a good way of reminding
higher-level students of the goodies to be obtained for good behavior. It
is also a good way of reminding you to reinforce that behavior. For severely
and profoundly retarded students, you might try mounting individual token-
banks on a convenient wall. These are cylinders of clear plastic (1 per
student) through the top of wnich students drop plastic tokens (e.g., poker
cnips) earned for good behavior:. As more tokens are placed into the student's
bank, the level, of course, rises, giving a nice visual representation of the
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student's behavior. ‘AlloWing your students to purchase reinforcers with their
tokens earned for good bepaviors should further serve to increase and maintain
that behavior. : .

6. 1 DON'T HAVE TIME TO DO ALL THIS PAPERVORK. While the West Virginia
 System does little to decrease papervork involved in developing the newly
mandated individualized educational plans (IEP's) and consent forms, the
Universal Data Sheet (UDS) included in tnis binder (see pp. 260-276 ) has been
designed to eliminate some of the paperwork ordinarily involved in running

an effective, objectively based classroom. By incorporating a recording
technique and graphic representation into one device, you can record your
students' data and keep a graphic record of performance simultaneously. It
will also provide a simple means of communicating progress to parents,
administrators, and other interested persons. .

Data collection is normally the most difficult and time consuming aspect
of paperwork, and even it becomes easier with practice. ' The: importance of
keeping records of your students' progress cannot be over-emphasized.

Without these records you will have little concrete idea of the skill level
at which your students are performing and therefore little basis upon which

to make future programming decisions.

7. THE METHOD CARD CALLS FOR SPECIAL EQUIPMENT THAT I DON'T HAVE,
Usually, the method cards will call for €quipment which is readily obtainable.
" In the rare case that special equipment is required, there are several
stratefies you may use. First, check with colleagues, friends, or your
supervisor. They may know where such equipment can be obtained. Second,
see if you @an make the required item. Third, check the catalogues.1 Al though
this strategy may be more expensive and take more time (e.g., in delivery),
it may be the best choice., Be sure to place your order enough in advance
so that the equipment will be available when it is time to begin training.
These materials have been specified because they are most effective in
teaching the behavior; so try, if at all possible, not to settle for second
best. However, if you cannot acquire the exact materials; do not give up
on training the skill. Be creative, and improvise. If you cannot improvise
a satisfactory substitute, refer to the Scope, Sequence, and Correspondence
Chart for alternative methods for teaching the same objective. o

A Checklist for Spotting Certain Problems with Training

refers to the checklist fyyequently will avoid developing "bad habits"
which interfere with effedqtive training. If sessions are not going
smootnly, the checklist will help the trainer pinpoint the problem areas.

Below is a éhecklis;xprovided for easy reference. The trainer who .

1

¢

y .

1. The authors suggest the following catalogues: Developmental Learning
Materials, 77-78 (available through Developmental Learning Materials, 7440
Natchez Ave., Niles, IL 60648); SRA '77 Catalog (available through Science
Research Associates, Inc., 259 East Erie Street, Chicago, IL 60611); and for
West Virginia educators only, Annotated Bibliography of Special Education
Instructional Materials (available through West Virginia College of Graduate
Studies, SEIMC, Institute, WV 25112). :
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- ‘ , TRAINER'S CHECKLIST

17.

. Did you keep the method card clqse at hand and refer to the

YES
Was your training site private,fquiEt, and distraction-free?

Did you pdst a "do not disturb" sign on the door or paritition
before beginning training?

S

Did you seat yourself between the student and the gntrance
to the training site?

Did you collect all essential materials before going to the
training site? .

123

NO

Did you avoid bringing any non-essential materials to the
training site? :

objective when necessary?

Did you speak end gesture clearly, slowly, and loudly enough
during training so that the student understood what you
were saying?

Did you get the attention of the student each time before
you began a new trial? ‘ .

-

Did you get the student's attention before beginning to
“model?

Did you pace your trials effectively?

Did you slowly go through the movement of the training task
and stand directly in front of the student when modelling?

. Did you reinforce only correct demonétrations of the iraining

task {(unless otherwise specified on the method card)?

Did you avoid reinforecing interfering behaviors?

[ 4
Did you give the student enough time to respond?

Are you certain ‘that the reinforcers you used were most

suitable to the individual student&

vﬂ
Did you deliver reinforcers immediately after a correct
response? 4

Are you sure the objective you trained was not too difficult
"for the student at the moment?

Did each student have at least one training session per
day for each objective presentaly being trained?

Did you observe the students engaging in activities out-
side of training which incorporated newly learned skills?

Were your training sessions 15 minutes long or fewer? L
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rearranged unless a system is provided to insure their proper integration.
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Some Technjcal Consideratiqgi’_’/,/*?‘~\\\_;",,

The functional and informative aspects of the method cards have already
been described. However, the interested reader may want further detail
regarding technical aspects of the objective sequence and method card development.
The following information is provided for such a reader and is an adjunct )
to the other sections of this introduction. It is primarily supplementary,
and a trainer can certainly use this program effectively without the benefit
of the following information.

Flow Concept and Flow Charts .

The training of even a "simplé" task such as buttoning ane's shirt
{nvolves a number of discrete steps which can easily become disjointed or

The use of flow charts provides such a system. As: previously mentioned (p.’
the method cards have been written so that not only is the trainer provided
with a step-by-step procedure of how to teach the objective, but s/he is also
provided with alternative strftegies to be used if the studeht does not respond
or responds incorrectly. This concept is graphically illustrated by means

of a flow chart. -

A flow chart is provided with each sub-area. It is usually based on
the procedure used on the first method card of the sub-area and represents

. the basic strategy used in teaching objectives within that sub-area. When

reading the chart, begin at the top with the first rectangle. This indicates
the first step which the trainer performs or has the student perform.
Arrows {rom this step indicate where the reader goes next: If the first
step involved "a choice point", i.e., the student had a chance to respond
correctly, incorrectly, or not at all, the arrow will direct the reader to
a diamond rather than to another rectangle (or step). From each choice point '
(or diamond) are arrows marked "Yes" or "No". Thesc alsc guide the reader
to the next step depending upon what "choice" was made. .
. »

Inspection of one of the flow charts reveals that the reader j= often
sent back to a previous step if the answer at a particular cholce is "No."
In other words, the student must successfully complete a step before the
next step is begun, It should be noted, however, that on many necasions a limit
is placed on the number of times a particular step is repeatead. For example,
{f the answer to the question "First Time?" is "No" (indicating that the
trainer has already repeated the. step once), the reader is directed to a
diffe.ent step. This different step is not the same as going ahead with the
next 'ask that occurs in the sequence of tasks necessary to perform the
objec:ve, Rather, it is more accurately conceived as as an alternacvive
strateyy provided for teaching the as yet unsuccessfully performed step the
fralner 1s attempting to teach. .o

LS
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~ giving less and less assistance.™

o {/.. o o 428

N 3 v )

Two symbols or‘words whic
require explanation are "SR*"
of writing "reinforce." It appears after every correct response and after

:often_appeér on the:flow charis and may‘_,
and "fade." m&R+" is merely a shorthand form .

or as part of steps jnvolving physical prompting. It should be remembered

that although shown an the flow charts after every correct response, the

trainer probably will want to alter the reinforcement -schedule once training ,
has shifted to mainfenance for a particular objective. "Fade" is the technical
term use “to describe the process of gradually reducing the amount of assistance.

. given to the ‘student. Although the term "fade" does.not appear on the method °
;Qrds‘themselves, a comparison of the flow chart steps with those on the
#¥€thod cards reveals that the flow chart "fade" steps correspond to the

method card steps which say something like, "Continue step 3(a), each time

v Again,'it,should’be.embhaéizeq that an understanding of "flow" and flow
charts is not a requisite for the effective use of method cards in this -
binder. , The charts merely provide a quick, graphic illustration of the

~ procedure génerally applied in ‘each sub-are. However, effective teaching

~ ean be enhangéd by-e thorough understanding of flowcharting and the use of .
these charts to evaluate the completeness -of teaching- routines. It the S
routine flows smoothly and leads-to no dead ends when charted in this manner, . -
it will be an-indication that a thorough analysis of the steps to be followed :
in teaching a particular objective has been accomplished. =~ ‘ -

Impligationg of Uniform,'Specifid Tréining‘RoutinesJ' S . o

*

- As explaihed on Page 3 , a particular sequence of prompts was adopted
for use with most of the training. This sequence generally begins with a
prestep (designed for assessment rather than actual training) and then
progresses through a sequence of prompts, beginning with a minimal level
(e.g., a vocal or gestural command) and coniinuing through 'a maximal level -
(e.g., actually taking hold of the student .and physically guiding him/her .
through the task). In cases where physical assistance is given, it ‘is then S
nfaded." That is, the trainer is ifistructed to reduce tha amocunt of physical
assistance g;gdually until the student performs the objective with only a '
slight, touch. (Exceptions are in cases where the objective specifically
states that the behavior is to be . performed with assists ce).
The rationale for the approach described above is based on the fact
that pegple, whethex adults or children, handicapped or "normal, learn at
_different rates and through different modes.. To provide physical assistance
to. a student who might be able’ to performgghe task after having it demonstrated
once by the trainer or ancther studént would be a waste of time and effort.:
Providing only as-much assistance as is absolutely necessary alluws a more
accurate assessment.of the student's rate and "style" of learning ‘and also
produces more efficient teaching.. At the same time; strictly adhering to the

program in cases where the suggested sequence of prompts -does,not fit a

L]

- parjicular student's learning style would also be a waste of time and effort. .

z
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!, . Por example, a trainer may discover after several trials that a student }

| " does not respond to modeling. Why continue to adhere strictly to the o oL
‘suggested procedure if it contains modeling? The trainer in such a case :

would be wise to alter the sequence of prompts so that it more adequately -

reflects the performance of the particular studemt.

delay between signals and subsequent prompts likewise enhance the efficiency L

of training by allewing the student an opportunity to demonstrate that the N

response has already been learned. For example, with an_objective involving ;
« partial physical prompting, the teacher might signal the student to "pull .

on your sock" and wait a few seconds to see whether the student does it. v

Or the teacher might give the signal and proceed irmediately to.,help the . .-
"student without waiting to see wvhether s/he responds to the 'signal alone.

The first procedure seems preferable from the standpoint of efficiency.

" The use of presteps (fof.assessment) and the provision of a slight .

, The guestion of "How riuch should the method be altered?" is difficult .

to answer. The developers of this program would like to encourage creativity
on the part of trainers. Of course, it is possible that creativity might
be employed at the cost of effectiveness. Generally, however, the danger
with a programmed learning package such as this lies more with its being )
used too strictly than with its being used too flexibly. As long as the
trainer is keéeping accurate daily. records and realizes that some of his/her

" creative efforts may prove ineffective, there is more to be gained by flexible

use of the program than by rigid adherence to it. ‘ .

1

-

An Open-Ended System: , o : o \ -

Related. to the flexibility suggested above is the-concept ef this
" curriculum being "open-ended" rather than fixed ard complete, The user of . -
the program will notice that many method cards suggest writing another '
objective if the student responds incorrectly on several succefsive trials
: after all the suggested prompts have.been employed. Given -the(previously.
> discussed differences in learning rates and styles, the need fur this type
' of flexibility is readily apparent. Guidelines which were used for generating
the method cards in this binder have been included along with a blank method
card. By referring to these guidelines and the already devised method cards,
" a ‘trainer should be able to generate new method cards and n"sub-objectives" when
s/he finds those provided are inadequate. For purposes of* organization, we
suggest these new, sub-objectives (along with their corresponding method .
cards) be numbered with the previous card's number plus an "a" (if it is the
first sub-objective written) or a mpu-(if it is the seeond), ete. For
. dxample, if a tfainer wrote two sub-objectives to Walk - 1 (i.e., s/he
. found it necessary to add.more steps to the skill taught with Walk - 1
. before teaching Walk - 2), &/he would number them Walk - la and Walk - 1b,
' respectively. Similarly, if"a trainer discovers anothgr source which has - s
objectives that s/he finds helpful in addition to those already included in
the binder, they can be transferred onto cards (as described “above ), numbered
A i ;o

-
.

v '
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. :
iin this fashion, and inserted at the appropriate place(s) in the binder.

The  new source(s) can then be added to the Scope, Sequence, and Correspondence
Cnart so that it remains current and maximally effectlve.

Sub-Areas Found in More than One Skill Area_ ) o : ' S 3

There is some overlap in terms of sL111s to be taught in the various
areas. For instance, teachlng a student to wash his/her hands is an integral
- part of both Uses Toilet and Vlashing and Groonlng In order to make ‘each
. Sklll area.a self-contained unlt, sub-areas have not been cross-referenced.
,'Tnus, a trainer vho is teaching in more than one skill area likely will find

jdentical or highly similar sub-areas in more than one skill area. Although
this may appear redundant to the educator who is using the entire progran,
"it is necessary in order to provide a complete sequence of objectives for
those trainers who may be using materidls in only one or two skill areas.
Such a system also allows a teacher to have an aide or volunteer train on
one area while s/he trains ih .another without having to shuffle materials
back and forth between them.

-

J . A

EE_The Future‘

Your Help is Needed

As prev1ous1y mentloned the entire West . Virginia System curriculum
consists of 20 binders ( such ds this one) corresponding to the 20 WVAATS
 skill areas. The curriculum presented in this binder and others like It have.

‘been developed by teachers and other professionals experienced in ‘working

. with developmentally handicapped children. In spite of the fact that ah
attempt has“been made to field test the materials as they have been developed,
the cﬁ%rtculum wild continue to be revised and expanded as data are gathered
from| educators indicating the need for such changes. We strongly encourage
the lsers of these materials to provide us with information regarding the
‘»'stremgths and weaknesses of the program so that we mlght continue to improve

upon iit. > :
2 . ,3 ) .

Home &hrlchment Program

’

in addition to the 20 binders containing curricula suited to a classroom
s1tua§;on, the West Virginia System includes "Home Enrichment Caxds."

These |cards contain descriptions of games or game-like activities to be ,

used ehther by the parents or the teacher to expand or maintain skills being
taughtiin the classromm. Except for a few areas such as toileting which = -
do not ilend themselves to game-like activities, a minimum of two activities
will be| provided per sub-area. Examples of Home Enrichment Cards are included
ip' Appendix E. - : o
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Sensory Zone

- Introduction _

Three areas cqmprise,the SEnsory Zone of the West Virginia System
curriculum binders - Auditory, Qactile'and Visual Responfsiveness. They
are very similar to the other 17 binders. of the system, yet these three
are unique. They are similar in overall orgarfization and construction.
The same prqcedures were followed in writing these three areas, also.

The Sensory Zone areas are unique 'in that they address/teach sope
very basic responses to auditory, tactile or visual stimuli. In wrAting
these three curriculum binders the authors attempted to keep each/method .
card simple and speéific to the area it addressed. They al
to cover as many different response modes as feasible in order to keep
prerequisite skills to a minimum. The West Virginia System staff strove
to write method cards in a manner that even the most seyerely physically,

-

. visually or hearing impaired student would have a means of receiving the

appropriate stimuli and a means of responding to them. In Auditory
Responsiveness, for example, the only Prerequisite Skill on all method
cards is that the student have at least partial hearing. Response mode
prerequisites vary, but often may include speech, and sign language. .
Other modes include gesturing, using 'a head or mouth pointer to select
from @ group of.picturés, using a communication board with an electric
switch to select pictures, symbols, words, .and so on. - -

7

By keeping prerequisite skills to a-minimum and permitting many
response mode alternatives, each of the Sensory Zone areas has beep
kept relatively specific to the sensory mode being _assessed and trained.

By doing so, visually and physically impaired and some hard of hearing

students mpay perform most Auditory Responsiveness objectives; deaf,

physically impaired and some visually impaired students may perform most
Visual Responsiveness ‘objectives; and deaf, blind, multiply handicapped
and all but the most severely physically involved students may perform -
many of Tactile Responsiveness objectives. ' !

The Sensory Zone areas may be selected for instruction for those
students whose WVAATS (Cone, 81) profile is generally low. These .
students have low scores in most Primary Zone areas. Students who fall
into this category are either young, severely- or multiply-handicapped
or both. Their multiple handicaps include combinations of meptal v _ g
retardation; physical handicaps,vision or hearing losses. The students :
have - educational goals in both Sensory and Primary Zone areas. Their
Primary Zone goals consist of the simpler skills in those areas. Sensory
Zone goals are selected to develop prerequisite skills needed for train-
ing in more complex Primary Zone area skills. E '
{

.The Senses are used to receive gbe stimuli whf:h serve as cues for
the student to respond during training in all areas. 1f the student has
sensory losses (e.g., visually or hearipg impaired) two priorities emer%e.‘

1 ' - .

. ..

\ .

- . . | | . . 1'7.,1.
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The student needs training to 'devélop maximally those receptive skills in
his/her remaining senses, and to use any residual sight or hearing s/he =
possesses. For examplé; a visually impaired student would receive auditory .
and tactile responsiveness training to develop these areas as strengths
and would also receive visual responsiveness training to minimize the-
deficit. The deaf student would receive visual skill training .as prerequi-
sites for learning sign language, cued speech, lip reading, anf§yso on.
S/he would receive tactile responsiveness training to feel auditory
vibrations. Auditory training,may then be adapted using the student's’
_ tactile responsiveness ‘to auditqry stimuli. ~For the blind student, tactile
< responsiveness training would provide prerequisite skills for learning
to read braille. All of the Sensory Zone areas.proﬁide response alterna-
tives so that severely physically handicapped students may receive skill
training in them. The introduction to each Sensory Zone area includes
additional suggestions for selecti‘! it as a priority training area.

)

-
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) ’ ‘ Visual Responsiveness

. Introductian

— .
Visual Responsiveness, for the purposes of this binder, is defined as '

a specific, measurable behavior exhibited by a student within a specified
amount of time following the presentation of a specific visual stimulus.
The contimumm of visual skimuli in this binder ranges from bright objects
which are 12 inches from the student's .face, through changes in lighting,
to smiles from 10 feet away and small differences in similar figures,
Possible correct responses to the stimuli range from simple changes in
pupil diameter through stringing beads and kicking rolling balls. to drawing
missing parts in pictures. : ’ ‘
¢ The visual responsiveness curriculum progresses from sinple-responses

to general visual stimuli through recognition of specific visual stimuli

to preacademic visual skills, such as would be addressed in early childhood

education and the primary grades. The last step of many method cards in

this binder refers the trainer to other appropriate sources (areas and

sub-areas) in The West Virginia System curriculum binders. These suggestions

provide alternative teaching strategies. However, they may be written in a

manner which requires the student to have more prerequisite skills (such

as hearing, use of hands, ambulation, etc.). The trainer is advised to use

careful judgrLTfent before deciding to use these alternate teaching suggestions.

Contents of the Visual Respansiveness Curriculum

There are 11 sub-areas in the visual resporisivenéss curriculum area.
These are presented in Table 1 along with abbreviated sub-area names, and
the number .of objectives and metkod cards in each. A perusal of the 'sub-area
names in Table I will provide some information on the content covered in
this curriculum, More specific information about each of the sub-area
dontents cah be found. in ‘the brief introductory comments preceding the -
method cards in that sub-area. : . . : SR '
The" 11 sub-areas of visual responsiveness follow a .gener'all progression
from simple to complex? .The first five sub-areas, Shows Normal Reflexes
. (1) through Establishes- Eye Contact (5); require. the student only to respond
_to the presentation of an object or person. Scans Environment (6) and
visually Searches for Removed Objects (7) require more active involvement
by the student as s/he looks- for nearby objects. -The Visual-Motar Coordi*
nation (8) sub-area includes a mixture of objectives which have in common
the requirement of a motor respomse guidéd by vision. The objectives are
similar to the initial objectives in a number of sub~areas in the Gross
. Motor and Fine Motor binders, and serve as introductions to these sub-areas
. “for students who need to learn skills which' are pre-requisites for these
g sub~areas. Finally, the Discriminates Visual Stimuli (9), Matches by -
Visual ‘Cues (18), and Visual Closure (11) sub-areas require the student to
" respond to similarities and/or differences between visual stimuli (in the
. last method cards in Visual Closure, the student must respond to similarities
between a partially-concealed object and an object which is not present) . -

-
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Table 1 _
Contents and Organization of the Visual Responsiveness

mfrimlun Area: _ Sub-area Names, Aﬁnreviations,
Number of Objectives and Method Cards per

Sub-area, and ‘Oorrespanding” WWAATS*

- Item Number - .
WVAATS* Item Sub-area Name - . Abbreviated No. of Objectives &
Nurber ' Sub-area - - Method Cards
hd . . . N‘m » -
17, 19 1. Shows Normal Reflexes  Reflex x> 3
. . oL } . . di g e - -
18 2. Fixates on Objects Fixates - 6
20, 21 3. Tracks Objects Visually - Tracks 14
' 4.  Responds to Sight of Siéht of Person -5 ’
Person ' ' .
5. Establishes Eye ' Eye Contact 4
Contact _ : . &
6. Scans Environment . Scans = .’ 1
0 , 7. Visually Searches " Searches 10 -
S ‘for Removed Objects [ ’ - :
‘8. Visual-Motor '~ Visual-Motor . 20
Coordination : , - . .
.22, 23, 9. Discriminates Visual Discriminates . 22 .
.24 .. stimuli:
: 10. Matches by Visual Cues Matches K 34
11. 'Vis,ual,Closure . " Closure 18
’ IR # . TOTALS = . 1 147
" ¢ : . ?

1

R «
o .
) ” )
: ) i .
. .
L
N

* 3rd EA., 1981.
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Although there is a general progression of complexity among and within
the sub-areas, there is not necessarily a prerequisite relationship between
any two adjacent sub-areas. Thus, while it is generally the case that -
earlier-appearing sub-areas should be ‘taught before later-appearing ones, -
it will sometimes be desirable to teach several non-adjacent sub-areas
‘concurrently (e.g., Fixates on Gbjects, 2, and Responds to Sight of
. person, 4). And, it may even be reasonable in same instances to teach
later-appearing sub-areas before earlier ones.

. Objectives and Sources

As can be seen in Table 1, a total of 147 objectives has been inclufed
in the visual responsiveness curriculum. These have been cbtained from a
variety of assessment and curricular sources, all of which are listed in
the references section of this binder (see Appendix B). Sources which
we found to be especially helpful were the Behavioral Characteristics
Progression (Santa Cruz Special Education Management System, 1973), the
Comp Curriculum (Forsberg, Neisworth, & Laub, 1977), Developmental
Guidelines (Karnes, Sprugel, & Goldberg, unpublished)’, and Assessment
of Deaf-Blind Children: The Callier-Azusa Scale (Stillman, 1976).

_After identifying the objectives to be’included in the curriculum we .
grouped them into sub-areas, regrouped them, added, deleted, and finally
settled on the 11 sub-areas listed in Table 1. Next it was necessary. to
rewrite the objectives to get them to. be consistent with the 3-part Mager
(1962) form. Objectives were then arranged to approximate what appeared
 to be the most logical order for teaching them. Additional ocbjectives were
then written to fill. obvious large gaps. ' -

[}

»

~ Throughout thé process of obtaining cbjectives from diiferent assessment
and curricular sources care was taken to keep track of the origins of each.
This enabled the production of a cross-referenging system which shows whether
and where the objective is located in each of the more than 20 sources used.
The cross-referencing system appears in the Scope, Sequence and Correspondence
section of this binder. : R , ’

Method Cards

As in all curricula of The West Virginia System eaun of the 147 objectives |
in the visual responsiveness area is printed on a method card which also provides
a detailed, step-by-step lesson plan for teaching the objective. The 'lesson
plan is written in a direct-instructional format with reinforcement and correction
strategies specifically stated, and a sequence of progressively more compelling
prompts included as steps in the method. Portions of a typical visual respon-
siveness method card are illustrated on the following page. :

o

]

a
-

The task analyses for each of the 11 sub-areas of the visual respon-
sivencss area are a combination of rationally and empirically derived teaching
strategies. Many have been tried out and refined at least in part as a result
of actual experiences with them. Additionally, numerous speech/language
clinicians, audiologists, teachers, psychologists, aides, secretaries, mothers,
and graduate students have provided initial input 'and offered reference
suggestions, examined the method cards and offered suggestions for their w»

18,




SUB- - | OBJE
A: Visual Responsiveness | AREA: Fixates on Objects NO.

[y
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OBJECTIVE Given a red ball or other brightly-colored object presented 12
jnches in front of the student's face, the student looks at the object
" within 2 seconds. ' .

-

% 2. Repeat Step 1, dangling or shaking the ball rather than holding it s;ill.

MASTERY CRITERION: |
3 out of 4 responses correct for 2 consecutive sesgions.

™

METHOD |

1. Hold a red ball or other brightly-colored object 12 inches in front of
the student's face. 1If CORRECT (i.e., student turns eyes toward object
within 2 seconds), reinforce and repeat Step 1 until mastery criterion
is met. If NO RESPONSE, repeat Step 1. If STILL NO RESPONSE or if
INCORRECT, go to Step 2,

Say, ", look at the (ball)," as you do this. If CORRECT, reinforce
and return to Step 1. If NO RESPONSE, repeat Step 2. I1f STILL NO
BESPONSE or if INCORRECT, go to Step 3. ‘ :

Touch the ball to the student's nose; then slowly move it to a point 12
nches in front of student's face while dangling or shaking the ball.
", look at the (ball),"” as ‘you do this. If CORRECT, reinf
Step 3, gradually increasing the distance at which

-

'

improvement. It is important to note, however, that none of the task analyses
represented in the sub-areas of this binder has been exhaustively evaluated
cuch that we can say with certainty that they are effective ways of teachihg
cach of the skills. Until such evaluations have been completed it is probably
best to regard the method -cards as tentative suggestions of teaching strategies
which have a good chance of being effective with a given student. ' The teacher/
trainer should be alert to ways of improving each sub-area, and should espe-
cially watch for opportunities to make the task analyses more complete by
adding intermediate objectives and step-by-step procedures for teaching them.
Guidelines for writing method cards are presented in a later section of this
binder for persons who want to improve various of the sub-areas in this way

(See Appendix C) .

Prerequisites '

The only prerequisite specified on all the method cards in the visual
mspc?ng,iveness binder is vision:, Other necessary prerequisities for
specific method cards and/or sub-areas pertain to the student's respchse
mode. As was mentioned in the Sensory Zone introduction and the first

.

N _ i ’
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paragraph of the introduction to this binder, efforts were made to keep
the response mode as flexible as possible. The trainer will find many
prerequisites connected by "or", and the objectives list exanples of
several different prerequisite response alternatives.

Student Groming

The ideal student/teacher ratio for most visual responsiveness sub-
areas is 1:1. Same sub-areas may also bet?ught in small groups. For
exarple, a number of the method cards in tHe Visual-Motor Coordination
sub-area lend themselves to small group instruction,,

Materials & Equipment

A variety of materials and equipment is suggested on the method cards
in visual responsiveness. ‘In some cases, nO materials are needed. Most
method cards call for bright or otherwise visually stimulating objects,
screens, figures and letters drawn on cards, assistants, etc. Efforts
were made to suggest use of inexpensive, camonly available materials.
These are materials that would typically be found in’ educational settings.

" The key here is to remember that most materials listed are suggestions. .
The trainer is encouraged to use available resources, make appropriate

substitutions, and use his/her imagination to expand upon the provided lists.‘

Pr%anp_ip_g_ for Generalization

while the acquisition of visual responsiveness skills may be most
efficiently brought about in intensive one-to-one training sessions, the
generalization of these skills over time and setting requires supplementary
procedures. There are myriad opportunities for incidental visual training
throughout the typical program day (e.g., snack time, art’, lunch, as.part,
of other instruction, etc.). Thesé should be capitalized on at every
opportunity. - At the very least, generalization should be facilitated by
having visual training conducted by more than one person and in more than
.one setting (e.g., classroom, playground, dayroom; one-to-one and group;
etc.). Parents, other family members, and volunteers can -easily be
recruited as visual trainers since the method card format of The West
Virginia System curricula has been ‘specifically designed to facilitate this
kind of multiple trainer approach. . ‘ . R .

o~ . . ' Where To Begin 'j‘rainihg

Initial assessment in visual responsiveness, as in all curricular areas
of The West Virginia System, is by means of the West Virgihia Assessment and
Tracking System (WVAATS, Cone, 1981). Other measures may be used in addition

to, or instead of, the WVAATS, as will be described later. .

)

In- the preparation of Individualized Educatlon Prografns (XEPs) the

WVAATS is ugsed .as the primary vehicle for determining priority training
areas, present levels of educational performance, long-range goals, annual
goals, monthly goals, and short-term instructional cbjectives.” In the «

sections that follow you wiIl be taken through the steps involved in .

134
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targeting visual responsiveness as one of the areas of instruction to be
included in an IEP or any other habjilitation or intervention plan which
might be used to design the behavior change programs of clients in human
service agencies. A blank WVAATS Answer Sheet .and Profile Sheet may be
found in Appendix D. : \

Selecting Visual Responsiveness as a Priority. Training Area

T When the WVAATS has been admi,nist.ered and scored, the resulting profile - A
is examiped to-determine the student's relative strengths and weaknesses' . -
across the WVAATS scales. Frem the profile examination it is possible’ '

to select priority areas for training. These fvould generally be those

areas (scales) on which the student scored the lowest. Of course, other .
considerations play a part in deciding priority training areas. Chief L.
‘among these are (1) the skills most’necessary to function in a less
restrictive‘environment, (2) the importance ‘of some skills relative to .

others (e.g., responding to visual stimuli obviously facilitates development
in other areas), and (3) the preferences of parents, teachers, and others
' working with the student on a frequent basis. .

e

. Visual responsiveness may be selected as a priority training area for

* several different reasons. As was explained in the introduction to the
Sensory Zone, if the student's profile is generally low in the Primary' Zone,
same Sensory Zone responsiveness training is advised, together with skill
training in Primary Zone areas. A student who has low auditory responsiveness
(the deaf or hearing inmpaired) should receive visual responsiveness training
to develop maximally skills using vision. The vision impaired child may

o benefit from visual responsiveness training to develop skills in using

residual vision, to stay close to "normal" development in an area of sensory

loss/deficit.

Determining Present level of Performance

Once visual responsiveness has been selected as a priority training area
it is then necessary to establish the student's present ‘~vel of - per formance
(functioning, skill, etc.) within the visual area. To establish the present
level of performance in visual responsiveness and in the .other two Sensory
Zone areas of The West Virginia System, the following four steps are suggested:

Step 1. Consult the completed WVAATS answer sheet in
the visual arca and find the first item where "Has

done so at least once" (1) or "Sometimes" (2) is marked.
(The complete scoring alterhatives for the Sensory Zone
are noted in the exanple at the right). )

| - , 18 ) .
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VISUAL
w2 : :
—pwe_+ Exanple of a completed WVAATS answer
— sheet in ‘the visual responsiveness
204+ . - area.

19 ——— —

* i . . : .

Step 2. Consult the WVAATS ‘manual for the corresponding item.

I

C. VISUAL RESPONSIVENESS
17. Changes pupil size in response to variations in the brightness of light.
—D 18. Looks at or fixes eyes on an object momentarily.
19. Turns eyes and/or head toward source of light.

20. Follows an object moving, from left to right or ' \ o
right 1o left within six inches of face. |

21. In an uninterrupted movement of eyes only, follows object moving from left to right or

.. . right to left (shows no hesitation or jerkiness of eyes as object nears '
center of face). . - |
22 Indicates an idenlified object (e.g., “red ball,” “square, " “cow,” etc.) when that object !

is presented together with two other, dissimilar objects.

23, .Responds consistently in dilfferent ways to a prihted capital “W" and "M" when
presented together. (Note: ThlS item and the nex! are measuring visual
discrimination and do not require these specific skills to have been taught
as part of a reading program.) ‘

. 24. Responds consistently in different ways 1o a printed small “p” and a “q" when [
presented together. : : ' '

4

Step 3. Consult the Table of Oontents of the visual respons:wencss bmder to
find a sub-area named the same or approxunately the same as the item name,
i.e., "Fixates on Objects.”

Shows, Normal Reflexés . . . . . « &« ¢ o o & o & o o o« &« =
——DleatesonObJects....................
Tracks Objects Visually . . « « « o « o o o o o+ v o/0 s
Responds to Sight of Person . . + v v v v o 0 o s 0 s o o

/ o —or- :

Consult Table 1 for WVAATS item numbers which correspond with visual
responsiveness sub-areas. '
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Step 4. Tumn to the first method card in the corresponding sub—area and
begin direct observational assessment of the student's skills in the sub-
area by. testing him/her on the first or “"test" step of each gethod card -
in succession. Assessment should continue in this way until a method card
is reached which contains an objective on which the student does not meet
mastery. Since the cbjectives and method cards are generally sequenced
in the order in which they should be taught, the last objective passed
(mastered) during the assessment period represents the student's present
level of performance. '

Once it has been determined where the student is presently functioning
it is possible to select the next higher skill in a task analysis as the
cbjective to be mastered in the training program first. This objective is
~ often regarded as the student's entyry level performance and becames the

first short-term instructional cbjective. More will be said about determin-
ing short-term instructional objectives after long-range, annual, and
monthly objectives have been established.- .

Determining Long-Range Goals ,

The philosophy underlying The West Virginia System's approach to the
I1.E.P. process is that all instruction should be controlled by an analysis
of the minimal skill levels necessary to function effectively in a less
restrictive environment than that in which the student is currently placed.
These minimal skills represent the long-range goals of a particular
educational or habilitative program. Space does not permit a conplete
description of the process to follow in establishing. lang-range goals.

The technology for doing this has not been extensively developed at this
time anyway. Several approaches can be suggested, however. . '
.

First, it is necessary to-decide the next less restrictive placement
options for the’student. There may be one or several, but it (they) should
be determined before placing the student as an outgrowth of the present
1.E.P. process, That is, when a student has been identified, screened,
evaluated, and is being considered for special placement, the next most
reasonable placement after the immediate one should be identified. This
is very important as it may have serious implications for the appropriateness
of the placement immediately being considered. Since less restrictive
future placement is our overriding concern, present placements must be
considered in terms of just how well they will prepare the student/client
for future placement options. The programming option selec¢ted for immed-
iate placcment should be that which has the highest probability of prcparing
the student or client for the next, )

Once subsequent programming options have been determined it is th
possible to establish the minimal skill levels nccessary for adequate
functicning in them. A relatively easy approach to doing this is to have
persons responsible for programming in these placements fill out a WVAATS
answer sheet on the basis of such skill‘levels. A profile of the results
ould be used for comparison with those of students being considered for
placenent, and priority training areas and long-range goals could be
determined. If the student is radically different from the "entry level
profile” of that particular class perhaps a different less restrictive
placement should be considered. ,

1&¢
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alternative and nore difficult apprbach to estesblishing entry level
préfiled of various placement options would be to observe the behavior of
' rtain Students/clients in those placements directly. The students selected .
identified by the staff of the placement as being the lowest -
unctioning“persons they would accept in the program. - Direct observations
would be recorded on the WVAATS answer sheet and an entry level profile
generated just as before. . : -

The long-range goal for a student in the visual responsiveness skill
area then becomes the cbjective in The West Virginia System visual
‘ responsiveness curriculum which corresponds with the minimal level of
pérformance judged necessary for adequate functioning in the next less ~T
restrictive placement. _

Determining Annual. Goals

Annual goals are established by dividing the number of objectives in
the visual responsiveness binder between the student's present level of .
functioning and the long-range goal by the number of years it is likely the
student will need to reach the long-range goal. let's say there are 72
objectives between where the student is now angd where s/he needs to be to
enter the next less restrictive placement. Let's also say that based on
previous experience with this student and/or with similar students at this
level it is likely that s/he will master three objectives per month.
Assuming 12-month programing this represents 36 objectives per year.
Dividing 72 by 36 results in two years to reach the leng-range goal. Thus, .
the 36th and 72d objectives can be viewed as annual goals. Since it is
unusual to go beyond a single year on a given I.E.P., only the 36th objective
~would be listed as the student’s annual goal in vis;al responsiveness.

Determining Monthly Goals

R >
Once the long-range and annual goals have been established it is a y
simple matter to determine the mdhthly goals to include on the student's
I.E.P. These are found by dividing the number of objectives between the
present level of performance and the annual goal by the nutber of months
in the program year. In the present exanple, every, third objective would
represent a monthly goal.

Determining Short-Term Instructional Cbjectives

: If the last objective of a task analysis passed by the student represents
, present level of performance, it is logical that the next objective in the
sequence would be the student's first short-term instructional objective.
The objectives in the sequence between this point and the first monthly
cbjective (see below) would constitute the 24, 3d, etc., short—-term instruc-
tional objectives for the student. :
Instruction would begin on the First short-term objective and the
associated method card for that objective could be used as a dajly less
plan. It should be noted, however, that instruction in visual responsiveness
need not be limited to a single objective in a single sub-area of its
curriculum. While the 11 sub-areas are roughly segyenced from sinple to

L)

-
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complex there is not always a prerequisite relationship between earlier ¢
and later-appearing sub-areas, as was noted earlier: That is, it is
" “sometimes the case that sub-areas are of appreximately equal difficulty '
. and can profitably be taught at the same time. The teacher/trainer.might  : = e

want to repeat the direct observational assessment procedure in several -
‘ of the sub-areas and select multiple short-term instrugtional cbjectives & A

to be worked, on concurrently in visual responsiveness training. -This o .

apprbach would be especially useful for "within-area thematic" or "cluster

‘teaching" in which several different but related objectives are taught

at the same time, i ' . ' .

[\

é_wl_‘arl
By following the procedures outlined above it is possiblé to produce
the goals and objectives required for most I.E.P.s and other .types of °.

program plan. By establishing the student's present level of performance
in the curriculum area as a reference point it is possible to determine
short-term instructional objectives, long-range goals, annual goals and
monthly goals in a relatively straightforward manner. o

, Lt should be hbted that many programs do not specify all of the levels
of goals described above.: Indeed, P.L. 94-142 requires only the establishment S
of annual goals, short-term instructional objectives, and' present levels of :
educational performance. We have found it extremely useful to differentiate
goals more distant than immediate (short-term) instructional objectives and
less distant than annual ones, and to tie these to calendar progress and -
ate the plans. at least on a monthly basis. Many people might find )
monthly goals and short-term objectives synonymous. In such cases SOome’
decision must be made as to which of the objectives between present level
of, performance and annual goal 'should be call "short-term". It has seemed
easiest to us merely to regard anything between present level and first .
monthly goal as a short-term instructibnal objective. '

»
-

Using Other Assessment Procedures -

while the foregoing discussion has been restricted to assessment with t
thé WVAATS, it is not necessary that the WVAATS be used in order to make use -
of the curriculum materials in the visual responsiveness area. Because
several different assessment devices have been cross-referenced to the
curriculum they can be used to determine where to begin training visual
responsiveness skills.. All that is necessary is for the assessor to examine
the items missed by the student on the measure being used, ‘turn to the
Scope, Sequence, and Correspondence Chart in the binder, find the colum
corresponding to the particular measure, and read down the objectives in
the colum until ones missed by the student are logated. By then reading
the WVS objective to the left in the row(s) of the ‘objectives thus identified,
it is possible to find the sub-area and method card corresponding to the .
objectives. The assessor can then turn to the appropriate method cards, '
directly observe thg student's performance as described on the test step
and proceed with the procedures outlined above. - ‘. ,

X .
n . -
. . : R . -
o o d . . .

”
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Itv should be noted that the use of other ‘assessment devices in this |

" manner can extend to measures used by speech/languageé clinicians, physical.

~and occupational therapists and specialists in visual or hearing impairments
"as well. All that is required is that the jitems in the medsure be cross-
referénced to the objectives in the visual responsiveness binder. Because
the abjectives are specifically worded, grouped into sub-areas, and

ced, this is a relatively easy task to accomplish. We recommend
that teachers/trainers and the various specialists working with the student
work closely to effect the cross-referencing of locally preferred measures
so that the extensive curricular materials provided herein will be easily
and logically acoessed directly from whatever measure i's used.

. Keepihg Track of Daily Progress .

Daily recording of perfo ce is vital to providing high quality,
effective, and accountable anming. The ability to respond to the
student's performance as péflected in the data and to alter programs
accordingly is essential

Daily trial-by-trial progxess in the visual responsiveness curriculum
area, as in all West Virginia System curricula,can be monitored on the
Universal Pata Sheet (UDS). A sanple UDS and guidelines for its use
are included in this binder (see Monitoring Student Progress with the
Self-Graphing Universal Data Sheet, BAppendix A) .

‘Wwhat To Do If Method Cands Do Not Teach

As mentioned earlier in this introduction, the method ‘cards in this
binder have not been' thoroughly evaluated and shown to be effective for -
t-gaching each of the 147 objectives included in the visual responsiveness
curriculum. Thus, it is likely that a user might find the strategies ’
suggested on a method card not to be effective with a particular objective
being taught a particular student. 1In su circumstances there are
" several alternatives open to the ‘trainer/teacher which may succeed in

getting progress going again.

1. Drop back to the previous objective and provide the student
opportunities for overlearning it. Perhaps the mastery

+ criterion for that objective was insufficient to assure
- ¢the fluency necessary to facllitate ready acquisition of .
the next objective. '

2. Write a new method for teaching the objective. Many. teachers/
trainers are creative enough to think of new teaching strategies
which will be effective in the event the ones we have written
are not. To facilitate the continued upgrading of the visual
responsiveness curriculum new methods can easily be added to the
system by using the blank method card and following the guidelines
reproduced in the rear of this binder (Appendix C). ‘

* »
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~

Write an intermediate abjective and a method for teaching it.
Suppose after dropping back and providing overlearning on the
previous cbjective the student still does not make progress
on the present one, Perhaps the step between dbjectives is
too large. In such cases it might help to write one or more -
intermediate ocbjectives and methods to teach these. Agairi
the blank method card and gudielines at the back of the
binder could be used. :

Consult the Scbpe, Sequence, and Correspondence Chart (SSC)
for additional strategies for teaching the bbjective. Since
the objectives of nurerous other curricula have been créss-
referenced to those of The West Virginia System, it will
often be the case that they will provide alternative teaching
approaches which may work when a method ¢ard fails. As long
as the teacher/trainer has access to same of these sources
s/he will be able to use the SSC chart to go directly to the
appropriate location in the referenced material and find the
alternative strateqy. Instructions for using the SSC charts
are included in the SSC section of the binder.

mnalyze the data to determine whether teacher antecedent or -
consequent behaviors should be altered. If the student has

‘been "on" the abjective for a number of days and has shown

some correct trials, it is likely that the problem is more
with performance than with acquisition. In such cases the

power of the reinforcer(s) should be checked and, perhaps,

new ones tried. If there are no trials correct after several
days the problem is likely to be an acquisition one. and the
general suggestions offered above should be tried.

"~ call for help! BAsk your supervisor, consultants, other

teachers and other professionals for suggestions.

Appendi ces L
w

. 7 — "
several appendices follow the method card sub-areas of the visual
responsiveness binder. Some of these have already been,mentioned. Their

purpose,

naturally, is to increase the usefulness of the curriculum to

the largest number of teachers, trainers, parents, volunteers, etc.

Included

are: the use of the Universal Data Sheet, guidelines for writing

method cards, sample WVAATS answer and profile sheets, The West Virginia
System glossary of terms, references’and Hame Enrichment Program cards.

The

Home Ehrichment Program (H.E.P.) (Hawkins, et al., 1983) was

developed in conjunction with The West Virginia System curriculum binders.
An introduction to and brief explanation of the program are included in

Appendix

included.

E. All H.E.P. cards relevant to visual responsiveness are also

3
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: Summary
Pppropriate responding to specific visual stimuli is critically

important to all learmers with even a minimal amount of vision. In most
educational settings, for both "normal" and “exceptional" students, much
of the input (stimuli) from teachers and trainers is visual. In activities
of daily living, visual stimili provide warnings, guide persons as they
move about, provide reinforcement, and so on. Maximizing a person's
appropriate responses to visual stimuli is uséful in all curriculum and
instruction, and can help greatly in improving one's quality of life.
v .

The visual responsiveness curriculum of The West. Virginia System,
drawn from a variety of assessment and curriculum sources, builds three
types of skills: simple responding to visual stimuli, more active searching
for objects, and responding to similarities and differences in visual
stimuli. Additionally, one sub—area provides a foumdation for learning
more advanced gross and fine motor skills. It is distributed further
across 147 dbjectives ordered sequentially into 11 sub-areas. The
prerequisite skill in all sub-areas is some vision. Prerequisites for
student response modes have been kept as flexible -as possible. Each of
the 147 objectives is accampanied by an explicit, step-by-step set of
teaching procedures modeled after the direct instructional strategies
described by Becker, Engelmann, and Thomas (1971). Visual responsiveness-
skills taught in this binder range from fixating on and tracking visual
stimuli through discriminating and matching visual stimuli and relsponding |

to partially-hidden visual stimali.

Objectives and instructional methods of the binder have been cross-—.
referenced to many other assessment and training programs. Thus it is
possible to enter the curriculum using assessment information derived
from the West Virginia Assessment and Pracking System or from other
measures included in the cross-referencing system of the binder.
Additional curricula and assessment measures can be easily incorporated
into the system to make them prescriptive as well as diagnostic. This
cross-referencing capability extends to the procedures of speech/language
clinicians, vision or hearing impaired specialists, educators and other ,
human Service professionals. Thus, the content of the visual responsiveness
curriculum is not new. The novel contribution of the materials presénted
herein is their thorough integration into a comprehensive service delivery
system designed to enhance the independenit functioning of persons with a

variety of handicapping conditions.

19,
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Table 1

Conténts and Organization of the Auditory Responsiveness

Curriculum Area: Sub-area -Names, Abbreviations,

Number of Objectives and Method Cards per

Sub-area, and Corresponding WVAATS*

, Item Number

-

i .. r Y
WVAATS* Item Sub-area Name Abbreviated ~ -~ No. of Objectives .
Number - Sub-area & Method Cards
Name * ‘
v o~
9,10 1. ‘Startles to Sudden Startles 3
Loud Noises - o
9,10 2. Responds to Sudden . Respond/Loud 4
Loud Noises '
10 3. Responds to/Tracks, Responds/Tracks 9. .
' Sound-Making Objects .
4, Manipulates Objects to Manipulates 5°
Produce Sound .
13 5. Responds/Attends to ) Voice : 13
. Voice ’
* ' 6. Responds to Name Name 7
12 7. Responds to Simple Commands . %l
Commands
11 8. Reéponds to Praise Praise 3.
15 9. Responds to Music Music 6
. “ » 10, - Discriminates Volume-, Volumé 5
) 11. Discriminates Pitch Pitch 5
FEAN -
12. Discriminates Tempo Tempé 6
13. Discriminates Dufétipn Duration 5
. k4 .
* 3rd Ed., 1981. ,
¥ I,QQ)
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. 14,

15.
16.

17.
L

18.

"19.

20.

1

16 21.

22,

.23,

’ 4

. 2.
25.
2.
27.

28.

29.
30.

31,

Table 1 (conEEBue)

Discriminates Relevant Relevant/Background

from Bdckground Sounds ‘ -
. L y

Discriminates Rhythm " " Rhythm

Categorizes Sounds . Categorizes
Identifies Object/Action Object/Action
Associated with Sound

Matches Sounds ‘Matches

Identifies Sound Sound Producing

Producing Objects

Recall of Sound Sound Sequences

Sequences , ' .

Recall of Sound Sound Patterns
Patterns

Indicates Number of, Number of Squnds

Presented Sounds \
Recall of Vocally Recall Numerals
Presented Numerals

v Forward Numerals
llumerical Sequences )

‘x:call of Backward Backward xum-.éls

Numerical Sequences

Recall sof Vocally Recall Words

o pref A ted WepEEe m o

.Recali of Forward Forward Words

Word Sequences

Recall of Backward Backward Words
Word Sequences
Recalls Sentences >Sentence8
Recallé Simple Rhymes Rhymes

Tunes

Recalls Simple Tunes

10

10

34

28




; r .
32. Recalls Simple Songs ‘ Songs | 9 149 -+
& Jingles
33. Recalls Simple Stories Story 11 ’
TOTALS 33, o 267 )
. - ' - + T \ ;

will sometimes be desirable to teach several non-adjacent sub-areas concurrently
(e.g., Responds to Simple Commands, 12, Identifies Sound Producing Objects, 19).
And, it may even be reasonable in some {nstances to teach later-appearing sub-
areas before earlier ones. ' ' ' .

ijectivés and Sources _ .

As can be seen in Table 1, a total of 267 objéEtives has been included
in the auditory responsiveness curriculum. These have been obtained from
o a variety of assessment and curricular- sources, all of which are listed
3 in the references section of. this binder (see Appendix B). Sources which .
T we found to be especially helpful were the Behavioral Characteristics
3 Progression (Santa Cruz Special Education Management System, 1973), the
Comp Curriculum (Forsberg,- Neisworth, & Laub, 1977), the Portage Guide to
 Early Education and Checklist (Bluma, Shearer, Frohman, & Hilliard, 1976),
%' and the Oregon Project for Visually Impaired and Blind Preschool Children
v (Brown, Simmons, & Methvin, 19 ). The last was the most generally useful
source. ‘

-

After identifying the objectives to be included in the curriculum we
grouped theém into sub-areas, regrouped them, added, deleted, and finally
"settled on the 33 sub-areas listed in Table 1. Next it was neceasary to
rewrite the objectives to get them to' be consistent with the 3-part Mager
(1962) form. Objecti were theh'gyianged to approximate what appeared
to be the most logical drder for teaching them. Additional objectives
were then writtén to fill obvious large gaps.

_Threughout the process of obtaining objectives from different assess- -
-ment _and cprricular sources care was taken to keep track of the origins of
each. This enabled the production of a cross-referencing system which shows
whether and where the objective is located in each of the more than' 20 sources
used. The cross-referencing system appears in the Scope, Sgquence and
Correspondence section of this binder. - ) ‘

LEET s opiniose ity pwmanel

Method cards

As in all curricula of The West Virginia System each of the 267 objectives
in the auditory responsiveness area is printed on a method card which also
provides a detailed, step-by-step lesson plan fer teaching the objective. The
lesson plan is written in a direct-instructional format with reinforcement and
correction strategies-specifically stated, and a sequence of. progressively more
compelling prompts included as steps In the method. Portions of a typical
Auditory Responsiveness method card are illustrated on the following page:

T
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.o  THE WEST'VIRGINIA SYSTEM 155
Project C. H. A. R. T.

’ o | FAMILY NCEDS ASSESSMENT * -

(Revised 1/82) . -
NAME: 3 INTERVIEWER:

DATE: v ’

The following interview - format survey items are designed to determins wr2arl
where you, the parent, have and necd information. The information gathcred will o*
used to plan group parent meetings where experts/professionals will speak on topice
of interest to many pareats, It will also bec used to plan. individual parcnt/familr
training éessions in your areas of interest nced, specificeolly. ‘

1 am going to ask you if you arc familiar with each topic znd if you wowid
1ike more information on that topic. I may ask additional yuootione to Jdotcrmine
what kind of information you scek.

This is how I will code your answers: .

YES/YES: YES, I know about the topic and YES, I an interested in more
inforhation, -

YES/NO: YES, I know about the topic aond NO, I an not intercstéd in more
information. - ' -

NO/YES: Nb, I do not krow about the topic and YES, I ao imt rested in
more information. ‘ ‘

NO/YO: NO, I do not kﬁoﬁ abodt the topic znd NO, 1 an i interested .
in nore infornation.

* Information for basis of this forn wes taken fiom:

;gdividualizgpg_ggrent‘}nvquggggg:.2. A series of popers om Lo ic8 of interest

to projects within the Handicapped‘children's Early Educaticn I'rograd. Distribut
ed by the WESTERN STATES TECHNICAL ASSISTANCE RESOURCE.. Norzis G. Haring, Prin-

cipal Investigator, Seattle, Washington, Novenmber 1979. ‘

o : \

\ ; |




s THE WEST VIRGINIA SYSTEM -

Project C. H. A. k. T. -

FAMILY NEEDS ASSESSMENT *

s

I. KNOWLEDGE

A. General Infornation
1. ‘Ncrnal child development
2. Handicapping conditions/labels
3. ‘Tesés-and peasurcment

é, Reasons for testing/
' types of tests

b. Results of tests

c.. How tests affect my child

4. Health and'nuttition
B, Community Resources (btofessional)

1. Diagnostic, evaluation and A
treatment sources

-

a. Physician

b. Dentalnheaith

c. Public health cafe
d. Vision

e. Heating‘

f£. Otthopedicé

’g. Physicial therapy

h. Occupational therapy

i. Speech/language therapy -

(

INTERVIEWER:

Inows About/Wants Informaticn

NO/YES
NO/NO

COMMENTS

YES/YES
YES/NO

156




j. Counacling

COMMENTS

157

. k.. Genetic'counseling !
. .- ' Y
1. : o i
'
2. Support services (assistance) .
. * a. Supplemental Security Income
b. Aid to Dependent Children b
c. Food stadps ' .
- ‘ !
d. Legal aid :
+
e. Health insurance ;
f. Housing 1 ‘
- Y
g. Financial information L
< \ .
h. Transportation N
i. Respite care %
j. Day care ?
k. Babysitting . F
1. Recreation = '
m. Summer programs .

n. Schools (private, residential)

JORRY

0. Suppoft groups (e.g., Association -
for Retarded Citizens, United
Cerebral Palsy, etc.) . ﬁ

r

v ;

II. EDUCATION OF HANDICAPPED CHILDREN L

-

A. Individuai Educational Planning ' ke

. en

1. Educational programming’

a. Laws relating to special educatior.

b. Laws relating to early education

-
24L, » ¢ o

.¢. The local School System

20,




- . . .

' o ~wnls 0 o '
_ ‘ @ 3 ;3 e §g Ez COMMENTS
I Rani L Xl
d. School programs available for v 158
your child now and in the
future
e. The Individualized Educational
' Progran(IEP) written for
£;§7 your child
f. The program your child is
attending ‘ o A .

»

g. Classroom procedures

h. Health and Sex education '

i. Releases and consent forms

j. First aid procedures

- k. Relationships among_child/
. family/school staff

1. Attending parent group meetings

m. Rcports from your child's
teachers, tlicrapists, etc.

B. The Classroon/Teaching

R Structufe

a. Classroom set-up

b. Daily schedule

c¢. Breakfasts/lunches

d. Discipline

4

e. Visitors and vclunteers

2. Instructional areas

- a. Gross Motor (P.E.)

b. Fine Motor

¢c. ‘Self-help skills

- : 1) Eating

2) Dressing
o




3) Toilcting

4) Hashing/grééming .
d. 3ece§£ive_Language (understanding)
;.; Expressive Language (co?municacion)

g. Academic skills (reading, wricing, :
nunbers, money, time)

h. Daily living skills (recreation,
donestic, vocational)

3. Teaching Techniques
a. 1:1; small andllarge groups
b. Machods.for ceacﬁing a skill
c. Skill 8g§uences

' d. Skill generallzacion
e. Kceping data’

" ¢. Reinforcement (effective use of)

TTT. PARENTS AS TEACHERS

A. Support (our staff may help you resolve
issués) . '

1. How does handicapped child fit in/
relate to rest of family

2.» How do I feel abouc‘my child and his
" handicap ’

3. What happens to the child in future
a. Schooling
b. Adulthood

4., How others react to handicapped
child and what to do

" 5, How will/does/has my 1life changed
6. Love,care, teacking, disciplinc

7. Dependance ys.independehce

. , ,
£. Social skills (interacting C others)

208

v; ‘ oo
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> b = = . "

|
!

159




Se . ha ks 190
Sg (g |g@ [Sg |COMMENTS
Teaching Skills T
" 1. Planning ; métcrials. time, ﬁ;ade'
2. iiethods - makini it fun - | ‘
3. Collecting data ‘ " o . . .
4, :uchayior'managcment (rci;fotcement) ‘
5. ' Meintaining skills . . | 3
6. Unique learning Opportgnitics‘
IV. PARENT PARTICIPATION ‘ . ‘ - T N
A. General Program In;olvcmcnt ‘ ‘ ‘ ’ 1% - o |
Would you be willing to: g ' : . q i
i. Provide transportation for ;ther ‘ -
rarents to school, events, etc. ‘
'2. Providc‘your home for parent neetings . {
3. -Provide respite care for other parents - j . .
‘ 4. 3e Adviséry Council mc@ber
§. iork with local éhapters of national .

" orpanizations ,

6. sSpeak to groups (parents, professionals)

7. Influeice legislafivc bodies

i

a. .rite letters

b. Telephone

c. Attend hearings

‘

* 8. Help others with advocacy

B.' Classroon Volunteer

1 Visit the classrooa once/month

2. Provide snack for # 20, students
onice/month
N~
3. Supervise small group art activities
or frce play '

4. Practice with children the skills
they are learning o , ‘ ’ .

8. Prepare materials for ingtruc%ion 2

.

. S




C. Parent Group Meetings

:( 8.

~d. Films other AV meterials

V2o
ES:

Yis/
HO

r
r

No/
YES
3o/

Transport selves to evening meeting

Transport other parents to evening
meeting

Need babysitting for evening meeting

/

Transport selves to daytinme meeting

Transport other parents to daytine
mecting ' '

Need babysitting for daytime mecting

Most convenicnt days and times to attcend]'

parent group meetings are:
Mon.' Tues, , Wed. Thur.  Fri. Sat.

. / ) )
5. L i \ .
i v g

-

t [

Mceting activities

e e ——————

a. Cuesgt speakers

b. Role play

. ¢. Problem solving & discussion

a

'

e, Group trdining and practice in
child managenent and instruction
. £

_— .
ADDITIONAL COMMENTS :

’

Thank you.
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The West Virginia System
Project C.H.A.R.T.

Parent/Family Involvement Index
(Revised 1/82)

To the Teacher/Aide:

‘The purpose of this index is to assess the degree to which parents
participate in the educational process of their handicapped child. By
using it educators can discover the type of involvement parents have in
their specific program. They can also assess whether parents are in-
volved as much as they would like for them to be. It is degigned to
be completed by a teacher and/or aide after s/he has had sufficient
contact with the parent(s) to be able to judge the extent of their
involvement with their child's education (at least 6 months). The
teacher/aide can use case notes, records, and personal experience with
the parent in responding to the items included in the index.

The form provides opportunities to reflect the involvement of both
father and mother, or either in the case of single parent homes. There
are four possible responses to the items on the index: +es, the item
is true of the parent; No, the item is not true of the p~:3nt; N.A.
(not applicable), the iEEm does not apply to this parent or school
situation, and D.K. (the informant doesn't know whether the item is true
for the parent). When responding for single parent homc. merely leave

the spaces for the absent parent blank.
" An example of an item would be:

w ¢ (a) Parent has met teacher or aide at least once. M X .

- —— ——

F X

v

In this case the mother had met the teacher or the aide and the
father had mot. ’ .

tr

Identifying and Degggraphic‘lnform;tion ‘
v : J
, Please broviae the following information concérning the parent(s)
and your program. If you do not khow: or have access to the information

for some of the questions, please indicate by marking INA (information
not available) by those items. This information is extremely ‘important

in helping us to standardize the Index. Please note that we do not want
to know the parent's name nor yours. .

Yes No NA DK
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2
PargntAfamily Involvepen! Index (cont.) - ~
INITIALS OF FAMILY ABOUT WHOM FORM IS BEING COMPLETED:
" 1. 1Identifying number of person completing this form:
(Please use the last 4 digits of your social security number) R
2. Date: 3. School District/Agency;v ' . ) )
) 4. 1Is this a single-parent home? 5. Does pérent have phone?
‘s 6. Does parent have transportation to and from program?
P .
7. Age of Mother: 15-20 yrs. i 21-25 yrs. , 26-30 yrs. R
31-35 yrs. __, 36-40 yrs. » Over 41 yrs.
] 8 e of Father: 15-20 yrs.__ , 21-25 yrs.___  26-30 yrs.
31-35 yrs. __, 36-40 yrs.___, Over 41 yrs. __ -
9. Approximate annual income of parent/family: $0,000-5,000 |, -
$,001-10,00Q__ , 10,001-15,000_ __, 15,001-20,000 » 20,001-25,000 ’
Over 25,000 . -
10. Years of education completed by mother: less than 8 years__,
8-12 years » 12 years__ , less than 2 years of college ,
2-4 years O —?—college ' college degree__ , master's degree___,
doctoral degree .
11. * Years of education completed by father: less than 8 years__ , %
8-12 years--—, 12 years__ , less than 2 years of college ) ‘
2-4 years of college , college degree__ , master's degree__ ,
doctoral degree .
12, Mother's occupation: .
’ 13. Father's occupation: .
. d v
14. Type of program child is in: (Please check one) o,
.__Educable MR __Emotionally disturbed __ Hearing impaired
. ___Trainable MR ___Learning disabled ___Physically handic
___Severe/Profound MR- __ Visually impaired ___Multihandicapped
___Non—categorical ___Vocational ___Headstart
15. Grade level of Rrogr preschool, ___elementary, middle or Jr. High,
hxgh h school. . i - .
16. Nature of program: (Please check one) ¢ ’
C\ ___Resource room Partially mainstreamed .
___Self-contained Assistance to child in regular classes only e
- 17. Child's age (when enrolled in your class): ) - ' )
18. How, long has child been enrolled (or was enrolled) in your class? -
(Time in months) :
19. Length of time child spendé in special education per day or per week:
(Please indicate to nearest quarter hour, e.g.;, 4 3/4 hrs.)_ ’
20. Total number of years child has been in special education:

A 1

- 214 - .




" parent/Family Involvement Index @

_Contact -with Teacher
‘ v . .
'(a)"Parent has met teacher or teacher's a1de at ! Mﬁ
’ ,least once.

- Yes .No

Parent has sgo en to'teacher or teacher's
.aide at least once concern1ng child's
educat1on. o c o

. a

.Parent'calls teacher onCe4a menth or more
concerning child. ' ,
. Parent has attended an individually

" scheduled meeting w1th the teacher at
- least. once. :

Parent has attended an individually

- scheduled meeting with the teacher several
times during the child's’ enrollment in the
class. £ : : '

Parent' at least occasiopally sends note to

class concerning child (e.g., medication, °
“diet, . clothlng, transportation, behav1or at f F__
~home, etc.) '

»Participation in Special Education . Process b 'Yes No
*
(a) Parent completed screen1ng/assessment device M
concern1ng child upon request.by teacher.

F_— Om—
(b) Parent has attended an IEP (Individuali&ed ' "M___
- Education Program) . conference in the school
settlng. o o S ¥

—

(c) Parent part1c1pated actlvely in the IE?///
meeting (i.e., asked quest1ons, made numerous
'comments,‘etc ) . e - * F

J imarimre  s—

(

-

(d) 1f necessary, parent allowed IEP meet1ng to - *M;__
be held in home. : '

(e) Parent has completed needs assessment,
program evaluation, parent satisfaction
rating or other such forms. - v

¢




3.

Transportat1on.

"parent/Family Involvement index Kcont.)

~

Even when there is bus transportat1on pro—
vided by the school district. there are still times (e.g., bus not

v—dprunnlng, child missed. bus, special events) when parents need to
transport .their child to school. - The following items deal  with "those
occas1ons when it 1s necessary fon parents to prov1de transportat1on.

C s

a

4.

5.

Observations at School

e 0

(q) Parent has transported ch1ld from home to "
bus stop. T . _ e

]

(b) Parent has transported child frOm home to
school. :

(c) Parent has transported add1t1onal ch11dren
bes1des own to school. “ .

(d) Parent has transported child on spec1a1 f
ocoas1ons (e.gey field tr1ps)

(a) Parent has observed child in classroom
activity at least once. . ~
(b) Parent regularly takes time to observe child

in classroom activities (at.least once per
-month). :

(c) Parent has taken notes or data on child's

behav1or in classroom activities.

(d) Parent has made sugéestions to teagher or

ajde based on observations made in the
classroom.

Educational  Activities at Home .

(a) Parent has allowed teacher, teacher's aide,
or school social worker to v1s1t home on .
at least one occasion. ’

(b) Parent has told teacher or aide about having

~read th1ngs about teaching techniques,:
_educational activities, or about the ch1ld'
d1sab1l1ty.

' Yes |
M

F

-

M

M

ettt

F-

DK o

No NA

R% ‘

L /\
No NA DK
No NA

* DK
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' Parent/Family Involvement Index (cont.)

(eont ) R : : ,' T . ' . Yes No .

. .
ot “' -

(c) Parent collects data on ch11d behav1or at home M___
for the teacher, -7

F__
Parent performs 1nformal home act1v1t1eS' ' M.
specifically des1gned to reinforce and maintain
skills learned in school or suggested by the < F___
'teacher. : _ ‘

)

Parent~performs more'formal activ1t1es des1gned M-
e
to train new behaviors, as suggested by the”
teacher. , . . J
Parent routinely sends téacher written M
information (notes, data, etc) about child's
behav1or at home when asked. : *  F

am——
-

6., Attending Parent Education/ConsuItation~Meeting§  Yes

’
(a) Parent has attended at least -one parent group M

meeting designed for training educational —
techniques, child care, or behavior management F
: fkllls. :

Parent has attended such parent group meet1ngs M
Several times (three or mere times in school
: year) o .

Parent has attended ‘individual tra1n1ng
.~seSS1ons prov1ded by school or school
adJunct1ve services (teacher, school
psycholog1st, ‘school counselor, mental health
worker, clinical psycholog1st)

) Parent has attended 1nd1v1dual or family M
- counseling sessions conducted by a psychologist,
psych1atr1st or other mental health pro- F
fessional to assist in adJust1ng ‘to the child's
-handacap. '

] Parent has sought and attended educational
‘sessipns. outside of school programs (e.g.,
works@ops at conventjons, etc. ).

[ ~
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Parent/Family Involvement Index (cont.)
7. Classroom Assisfing and Volunteering _ Yes No NA DK
(a) Parent hés volunteered to providézservicesvto- M___ __; . "
the school, outside of the classroom (nurse's -
aide, office help, school yard maintenance, F__~ .
crossing guard). - : ) L S et
(b) Parent has volunteered to serve as chaperone M ___!
or assistant on a field trip or other organized
activity conducted off the school grounds. F_____
i
(c) Parent has velunteered at least once -.to assist M___ ___-7§___‘
in the classroom. o . : "
F— ——— O—
(d) Parent has actualfy worked in the classroom M_
assisting with non-teaching activities such as. '
preparing snacks and materials. - ! ' F___ S
(e) Parent has conducted educétional aktivities M ' . . : T
with children in group settings (reading
. 'storles, singing songs, imitation exercises). F___ o
- 'Eq /,'
(f) Parent has conducted .one-to-one. training . M__
sessions with child under superv sion of
teacher/alde. F___ S
8. Parent-Parent Contact and Support Yes No NA. DK
. B ,
(a) Parent has called, or spoken to in person, 'ﬂ___ o
) - other parents concernlng classroo~ related. B

 issues. , . . F L

(b) Parent has called, or spoken to in person,
other parents about methods of tra1n1ng their
handicapped child at home. . F

(c) Parent has helped other parents become in- M
volved in educational activities (e.g.),. sup- ‘
plied transportation, called to support their F
activities related to the classroom, etc.

(d)‘ParentAhas worked individually with other M

parents to teach educational or behavior .
management skills. . : F




10.

Parent/Family Involvement -1ndex (cont.)

(c) Parent has been involved in the actual organi- M
zation dnd/or carrying out of fund raising
activities. ‘ . -F

———
o

>

(cont.) . V Yes No NA
(e) Parent has baby-sat for another'handicapped M
child and/or has been, part of a baby-sitting :
or respite service for parents of handzcapped F__ -
children.. ' ’
(f) Parent has attended pérent groups organized M __;
for and by parents (not advocacy groups). .
(g) Parent has organized activities and/or groups M e .
for parents. . . Co '
. F_
€ ‘ . .
Involvement ‘with Administratien ‘ Yes No ‘' NA
(a) Parent has sought information concerning the M__~
administration or policy making procedures of
the classroom or school. - . F__
(b) Parent has participated in group meet1ng con- H___ o
. cerned with administrative or policy procedures '
of school (e.g., advisory board of school). F__ -
(¢) Parent has assumed respons1b111t1es in ‘such M__
group meetings (chairing meet1ng%, wr1t1ng
newsletter, etc.). . F___ o
(d) Parent serves on advisory board of school or M°_ _  ___
program. ‘
F-————— ———
Involvement in Fund Raising Activities = o Yes No NA
(a) Parent has suggested fund raising act1v1t1e8 M
which could be conducted.
F
(b) Parent has participated in fund raising M
activities by donat1ng materials, supplies,'
or money[\< , . L I

DK
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8.
Pénqnt/Fgmily Involvement Index (cont.)
! 10. (cont.) - : Yes No NA DK
| : '(d) Parent has written letters to potential . M
:  funding agencies requestlng financial assis- ‘
tance for program. o F__
- (e) Parent has part1c1pated in meet1ngb with M__ ;_; —
funding agencies to request funds.
. ‘ o F
i 11. Involvement in Ad&ocagx Groups : . Yes No NA DK
(a) Parent has act1ve1y sought information about M
advocacy groups (e.g., "ARC, ACLD, CEC,‘etc ).
F
(b) Parent actually belongs to at least one M
“advocacy group. ' R
- .. F—”
N (¢) Parent regularly attcnds the group's S M .
- : meetings. ‘ . ’ B
: ‘ ‘ ‘ F__ -
(d) Parént has been officer or chairperson of M__
committee in advocacy group. ° ’
: F
(e) Parent has recruited others to join M
advocacy groups. . -
‘ ¥
12. Disseminating Information o . " Yes No NA DK
(a) Parent has referred other parent(s) to M___ IR
programs serving special children.
. F
(b) Parent has written letters (to 1eg1slators. M : 1
newspaper, etc.) to support spec1a1 education -
programs. : ) : F e
(c) Parent has spoken to advocacy groups on M
topics relating to special education. . A
F
' .
»

21
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Parent/Family Involvement Index (cont.) : ' : o
12. (cont.) | “ Yes No NA DK |
(d) Parent has spoken to local. state, or - - M _ —
national groups on topxcs concernlng education
(example, spoken to local, Rotary, church F__ . —
group, etc.).
(e) Parent has written articles for néwslettérs. M . I
néwspaper, magazines, etc. concerning special '
education. e o
4 (f) Parent has appeared on television or radio- M _ o
to speak about programs for special children.
: ‘ : F
13. Overall, I would consider this parent's involvement in our prdgram as:
(Place an X on one number for each parent)
Mother 1 2 3 4 5 6
_ Father 1 2. 3 - _a 5 6
Not at all _ _ Extremely
involved ‘ " Involved
»
4 LY

22y
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A Four-Level Model of'Parents'VInvolvement in their Child's

II.
III.

IvV.

The West Virginia System
Project C.H.A.R.T.

t 4 . . : .
Special Education Program

* Elizabeth S. Shamblin and John D. Céne

Introduction | . "
A., The Four Levels
B. Assessing who Your Parents Afe

1. Assessment and Scanning form

2. Family Needs Assessment form

3. Parent/Family Invol emeﬂz Index

C. A Checklist for Organizing Teacher-Parent Contacts

Level I: Parents as Passive Recipients of Infermation

A. Goals of Communication at Level I

B. Modes of Communication at Level I -

A. Types of Information Sought at Level II

B. The Home Enrichment Program.

Level III: Parents as Supervised Users of ‘niformation

_A. Facilitating Parents' quuifing Their 114  to Use

Skills Learned at School

B. Parents as Volunteers in the Classroom

o




-

V. Level IV: Parents as Independent Users of Informa;ioh

"A. Types of "Independence"
B. Parents as Teachers at‘Homeu

1.'~Tra1n1ﬁg parents'in direct instructional procedures

2. Using data sheets for home~School'commuqications

VI. Evaluating thg’Model‘.

‘A Pareqt‘Meethg évaluation Form™ -
B. Parent Satisfaction Rating Form
c. Pa;ent/Family-InVQlVedeAt,Indeg

\

4
i
3

o Ry
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The"West Virginia System 176
. © Project C. H.A.R.T.- | v _
Slide Tape Show Narrative o .

o w‘Project C.H. A R T. == the initials stand for'
Children w Handicaps in Accountable, Rural
Teaching - is a model demonstration program fogﬁ;
young children who are&severely developmentally‘
- delayed. | .‘ ’ P |
Officially titled "A Model Public School
Data—Based Early Education Program for Rural
'Handic¢apped Children”, Project C.H.A. R T. is
co-snonsored by a grant from the United States
:Department of Edocation,.Office of?Special:
Education.Programs,.Handicapped Children'a.Early
Education Program and the_Preston:County,vﬁeot‘V:>‘;4.
Virginia schools. - ‘;'; - »yi‘Q -
) o : : ‘4 Project C.H.A JR.T. 18 administered by the_. '
University Affiliated Center for Developmental
Disabilities at West Virginia University.w;l;' N o

“l | The program enrolla children between 36 and

12 months -3 to 6 yeara-of age who live in _'

/. Preston County and have severe‘developmental,
_ ‘ ’ dela).r.' In e:gistence since September, 1979, .

. :) ' ' . ‘ Project «£.H.A.R.T. has-served children with a
variety ofﬁhandicapping conditions, such as
mental'retardation, visual and hearing inpair-
ments, speech and language deficits, orthopedic
impairments including spina bifida and cerebral

palsy, and aggressive and disruptive behavior.

The Project'a classroom is located in the

Early Childhood Center in Kingwood, West Virginia

ERIC . 225

~ about zslmiln-ksoutheact of West Virginia University. oL




| Project C.H.A.Rels
D o L o 177
| | The conter is a latge open building with 2 early
B o childhood hiaooes separéted by partitions and a
3rd area used by the\Ptojectlc.H;A.R.T. class.

o - : Another early childhood claoo is housed in a
1 - : - ‘ ' \ ttailer noxt doot. Studenta attend class four
full doya a'week, Mondays through Thursdays,
Fridays -are used for home vioito..

One-to-one and small group instruction of
the Project C.H.A. R\'ﬁ students occur in variouo
"locations within the ooen claéstoom. The general
openness facilitates observation of and ;nter-
e "J~ 3 ' action with tﬁe non-handicappeo early childhood

»  students. The opportunity for observation and’

- ;i o {nteraction among the children in the 1ntegrlted o
olassroom'segfing is a crucial’ component of the
- - " program. Handicapped students in Project - ‘. ’ N
T - C.H.A.R.T. participate with the.other children'
in such thiogs as music class, free play, special .
~ o ‘ events, art activities, lunch, ond snack thme;'
| . Project C.H. A R.T. thul givel yOung hlnd1-¥
capped and non-handicapped children the. chance to :
‘become acquainted, an opportunity ‘often Mot
‘available to theao graups. , . .
The underlfing oloil of PtojectaC.H,A.R.ijo -
educational program is the West Virginia Syotdp;v‘
.- comprehenlive appronch to aoooooing a student's
-kill- and matching teaching and parent 1nvolvemoot

BN . : " lctivit1¢l to his or her needl.

~ The principal way of n-ae--ing the children




Project .C.H.AR.T.

[

. ' . i ]
{8 with the West Virginia Assessment and Ttaskfgg,/f’/ '

»~

System, known a§ the WVAATS.

LY

The \WWAATS measures adiptive behavior in

20 different areas such as: tactile, auditory ' .

and visual responsiveness, gross motor,fdtel;ing.

v ! - . . o

social interaction, expressive and receptive
7

language, writing, time, vocatioﬁdl, and money.
Information from the WVAATS and other'forms of
evaluation can pe used by a ntudentfl'patentl and

ptofesnionall woiking with the student to develop

~an Individual Educntion Plan, or .IEP. An IEP - .

‘which is required by public law for 311 handicappod

children sefved in schools, lpecifiel long-toyl

educational goals for the student and the

: .
instructional steps which will be needed to attain

those goals. )

When a child has bcen'lll;lled and éhc IEP
specifies placement in Project C.H.A;R.T.. the
curriculum of The West Virginia System is used to
bexin instruction. The West Virginia System curric- . o
ulum is keyed té the4HVAATé, so the curriculua
can eallly be mntchcd to priority training areasl
identified during assessugnt. ]

Thecbent Virginia System cutriculun involves
step-by-step inntructionn written on over 6, 000
methgd Qltdl- Major skill areas such as fine

motor, toileting, and expressive language are

broken down into sub-areas which in turn are

S PV | .




. Project Lidlaliet

' task—analyzed, or. broken into very small steps. f

- A child can master the skills included in any

I

area by progressing through these steps.
 The gtep—by-step instructions of the WVS

, Method Cards follow a minimal-to-maximal promptingi

Ad

& A AT - '1 - sequence to teach one particular skill. . The- first
step is used to assess wﬁgther the student already'
has this skill 1n his/her repertoire and will .

If not the remaining

perform it when asked. -

L 4

‘3= 5. steﬂs describe how to train the skillg\usually'

Each step

by_adding,_more andjmore assistance.
A' t.ells the trainer what to dokdependent upon the

- student's response.

"In otder to tell whether instruction is K

effective, it is important to monitor the'day-to—

day progress each student makes on specific

objectives.' This is accomplished in the WVS through-

the use of the Universal Data Sheet, which allows a L

teacher to both record anJ graph a student s

achievements at the same time,, .
A short summary.of the objective a ‘student’

working on is written in the space to the left. -

D ‘ o o Then, during a student's“daily instruction,on |

; : ‘the objective, the teacher simply records each
‘ B » ‘I_r,

) . -~ - correct response, starting at the bottom of the .
v ' ( - column, and each incorrect reSponse starting at

the top. A heavy line connectﬂng the last: correct N ‘;~-.}
) trial on each day easily graphs the child s

performance over” time.

CRRB e




Finally; to help ensure thar students use
: newly-learned skills outside of the classroom; -
‘ o aivi. o | the WVS. features a ‘Home Enrichment Program ’.
. which parents can use to teach their children
at home. The HEP contains cards listing fun
,iactivities designed to last,S-lS minutes using
items ﬁypically found in the home. There are'

¥

cards for -every day use, holiday cards.and special.H
?r’ occasion cards'(éhonping, vacationing, etc;).' .
" Each card is correlated to The West Virginia
f.~:System curriculum‘areas and sub-areas.
. ‘li , S i'.rv : d'i'_‘ Now, letYs‘review The-West Virginia;Systemc
L. " and how it is used by Project G.H.A.R.T. |

Al

R o . 7 1. WVAATS assessment;

(a) Parent interview
AN . o ' ‘ . - .(h) Teacher as informant

Y

o, e . , ’_'“ - '(c) Direct'observation"

"bi S 2. The Individual Educational Program/Total
' ' ' Service Plan

- \ ' o v »

. . L o (a) Developed at Placement Advisory Council

- T , ) ' . . meeting - parents, administrators,,.
school psychologist

[l
b o

(b) Written according to The West Virginia

e T AR

System guidelines
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(c) Planning monthly,goais on the Implementation/ j.im
Instructional Plan : S

3. Implementing the curriculum . - ; | ' ;%

. . (a) Method Cards’ ’ o
-(b)qbirécﬁ Ins;ruction:‘ o A{
N . . . ’ : [
_(c)-Universal Data Sheets :
o ) oy
" . M | .. . . ) '. . “ - . .
. 4. The Parent Involvement lodel N o
(a) Home Enrichment Program . " : _
(b) The C.H.A.R.T. Newsletter.
. (c) Home visits on Fridays e
- . s s 4. * . ) :
(d) Parents as volunteers
(e) Parents as[frainers :
(f) Parent meetings :




L




. D
’ . . [ .
. . . L . . -

Huialay Augyst 27, 1981-—Kingwood, W.Va.—PRESTON COUNTY JOURNAL—W!

Project C.H.A.R.T. “Teaching), W :
(Children with Handicaps class for handlgapped

children 3-6 ‘years old. in

_Preston County, hias just
completed the 1980-81
~school year. The project is
co-sponsored by a grant
from the U.S. Department
of Education,” Office ~of
Special Education, Han-
dicapped Children’s’ Early
Education Program and the
Preston County schools,

the classroom teacher.
Teresa Harsh served as the
assistant. The class was held

(

" in Accountable, Rural

Six children were served-
during’ the regular school
year. Betsy Shamblin was.

in the Early Childhood
Education Center, with
Sharon Malone's and Suz-
zanne - Chapman’s
(kindergarten) classes. The
handicapped and non-
handicapped children were

integrated for -many ac-
“tivities, "especially - music;

art, lunch, story time and
special events. In addition,

some handicapped children

were integrated for

.language arts ‘activities and

some non-hand‘icapp_ed
children received extra help

e ——

—

Nty

in fine rpbtér and other:

skills.
A summer session was

held at the P.C.E.C. Child "~ -

Care -Center from June
22-July 20. The program
served 16 children - 6 han-
dicapped (3-7 years) and 10
non-handicapped (5 and 6
years).  The non-
handicapped children were
recommended by their
teachers as .those who

‘'would benefit the most
from additional class ex-

periences prior tO first
grade. : .
_The handicapped
children ‘continued to
receive instruction in the
same areas as during the
schoo! year. For the non-
handicapped children, in-
struction centered primarily
on listening, pre-reading
and writing activities.
Waneila Halbritter and
Don Schuliz of the Preston
County Schools worked out

" the cost and transportation

details for the summer pro-
gram. Three students from
West Virginia University
assisted daily. A CETA
Governor’s Summer Youth
Program worker also served
as a classroom assistant.
The C.H.A.R.T. Pro-
gram is free to eligible

« children. If you know of &’

child in Preston Cauity,

3-§ years old, who may be .

eligible for the program,
call Waneila Halbritter at
329-0580 or Marilyn Frank
at 293-3303.

232

Early intervention program concludes

which operates 2
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The Preston County Journal, May 23,.1982

L - .

* The, future of Project C.H.A.R.T.
in Preston County is uncertain. Pro-
ject C.H.A.R.T. —the initials stand
for Children with Handicaps in Ac-
countable, Rural Teaching--is a
model demonstration project for,

-three to five year old handicapped

children. The uncertainty of its future
results from the fact that the project’s
federal funding will end with the cur-
rent school year. .

*In the current political climate,
early intervention programs for
young handicapped children face an

(Continucd from Page 1)

County Educational Center. Students
went to the Early Childhood Educa-
tion Center for music, lunch and

_ playtime activities with those

students.

A tornado in April, 1980 damaged
several school buildings in the coun-
ty, including the Manown building
that housed some special education
classes. This meant those classes had

. to be moved. During the move it was
decided to put the C.H.A.R.T. class
into the Early Childhood, Center
beginning in the fall of 1980. This
decision allowed: the young handicap-
ped students to be involved in many
more activigies with the five year old
early childhood students. During the
1980-81 school year the handicapped
students were also integrated for art,
story time arid special activities. Some
non-handicapped students, recom-
mended by their teachers, also receiv-
ed extra instruction in fine'motor and
language skills from the staff of the
C.H.A.R.T. program. .

This ycar even more integration is
taking place. Two of the handicapped
students participate in morning
academic lessons, each with one of
two early childhood teachers. Addi-
tionally, 10 nan-handicapped
students are receiving instruction 'in
areas where they are slightly behind
the other students or can benefit from
the extra work. .

- w

N
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uncertain future,” ~says Marilyn
Frank, coordinator of Project
C.H.A.R.T. Because federal funds
have been cut, efforts ate now under-
way by the Project’s advisory coun-
cil, concerned parents and others, to
find aiternative funding sources so
the integrated classroom serving
Preston County’s young handicapped
(and some non--handicapped)
children may continue, she adds.
But what exactly is the program?
How does it work? And why do its
proponents believe it should be say-

The students in Project
C.H.A.R.T. receive structured, daily
instruction using materials developed
by the West Virginia System. Most

. .lessons have one teacher for ‘each stu-

dent or small groups where a.teacher
works with two to four children. The
teacher, Elizabeth Shamblin, and two
assistants, Teresa Opel and Jackie
Bucklew, have received training in the
use of the West Virginia System cur-
riculum materials and specific. ways
to teach skills. Data are kept in every
area where students receive instruc-
tion in order to monitor progress
closely.

Organizing and

running three

classrooms in one open building is-

pot an ecasy task. Add to this many
and ever-changing schedule ad-
justments so students can be in-
tegrated into activities or receive
special instruction at appropriate

- times and chaos could result. But, ac-
-cording to Ms. Frank, teachers Suz-

zanne Chapman, Sharon Malone and
Mildred Lindley and their three
assistants have all worked closely
with Ms. Shamblin and her assistants
to create. an organized, - smoothly
operating class system. ‘Whenever
time permits, they get together to
discuss problems and possible solu-
tions and to handle the every day ad-
justments. They plan and implement
consistent approaches to reinforce-
ment and discipline. This is important

.
"

R33 - -

. Future of Project C.H.A.R.T.'un'certairi

ed? :
Project C.H.A.R.T. is located in a
classréom in Kingwood. Funds for
the project have been provided by the
U. .S. Department of -Education,
Special Education programs, Han-
dicapped Children’s Early Education
» Program and the Preston County and
West Virginia school systems. The
program is in its third year of opera-
tion. : .
During the first year, the class was
located in a trailer at the Preston
(Continued on Page 6)

when six ‘or more adults ar¢ involved
“'with up to 50 children at one time, -
they all believe. = v
Both the early childhood classes . °
and the Project C.H.A.R.T. class -
utilize parent volunteers. They assist
with art activities, help students with
drill work (learning the alphabet,
numbers, eic.), assist with snacks and
special activities. Project
C.H.A.R.T. parents are also learning
~how to do instructional lessons with
other students and with their own
child. The staff recognize and value
the help and cooperation of aN.these
parents, Ms. Frank says. _—
‘*Recent research is showing,
Jepeatedly, that early childhood
special education is most beneficial,”
Ms. Frank says. ‘Early Education
results in significant developmental
gains for children served. It also has a
positive impact on the parents and
families of children served (both on
attitudes about handicaps and skills”
they expect their child to learn.) Early
Education is cost efficient, since
lifctime improvements in the children
result in less dependency on costly
special education and other human
services. Many children (across the
county) are placed full or part time in
- regular education classes, sometimes
.with resource instruction or an aide in
the classroom.””’
It is for these reasons those associa-
tion with the program are fighting for
its survival.
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-‘Ihte'grate d’ ,kinder’garten benefits

By SANDI METHENEY
Dominion Post Staff
Andrea was four years old
when she was enrolled in Project
C.H.A.R.T. (Chjldren with Hand-
icaps in Accountable, Rural

Teaching). _
She had behavioral problems,
she had very little speech, and
she lacked “environmental sti-
mulation.” County educators had
tried placing her in a kindergar-
ten near her home, but it ‘'was
“impossible to control her’
there,”” according to -her
gﬁH.A.R.T. teacher, Betsy Sham-
n. :
. Now, she says, ‘‘Andrea can
sit In a'lesson with other chil-
dren and listen to the teacher
and other students without de-
manding to be the center of
attention. She can sit in the
center of a group quietly without
grabbing someone else’s paper,
or pinching, or pushing or kick-
ing somebody.” Also, by being
active :gartlclpants in the pro-
gram, her family has learned
how to provide her more ‘“‘envi-
ronmental stimulation’’ at home.
C.H.A.R.T., a model demon-~
stration profect‘ for pre-school
ha-ndicap'ped children, is ‘‘inte.
rated” into an Early Childhood
enter in a converted barn at
the Preston County Educational

Center.
* Without the benefit of Andrea’s

experiences- in. the C.HA.R.T.

classroom, Ms. Shamblin sur-
mises that if Andrea were ‘‘just
being discovered in Early Child-
h Education, she would still
. be at the level she was three
years ago.” .

Children who are ﬁettlng no
services at the pre-school level,.

- classrooms.

such as Easter Seals provides,
are ‘“‘not likely to advance
much’ between infancy -and
their school years, she explains.
It has become the prevailipg
thought of therapists and others
that “if you start with them
oung, you can minimize their
andicapping conditions,’’ Ms.
Shamblin states.

The C.H.A.R.T. Project in
Preston County has seven stu-

dents enrolled, and much of their

instruction is on a one-to-one
basis with the teacher or with
her two aides. They also are

“integrated” into classes with .

“regular” students, 'with whom
they share classroom space.

"The regular students, who
need gpecial instruction, receive
it from Ms, Shamblin, who 1s a
special education teacher, so

that the presence of the rojlect .

in the classroom is beneficial to
everyone there. “Some of our
children go to other teachers for
lessons, and some of their stu-
dents come to us for lessons,”
Ms. Shamblin notes.

The diflerence between “inte-.

grating” students and ‘*main-
streaming” them, she explains,
is that with ‘‘mainstreaming,’”
handicapped students spend the
majority of their time in regular
With “integrating,”
most of the education is provided
by sgeclal education services
but the students have “points of
contact with other students.”
During the first
CH.A.RT., in 1929, the class
‘was held in a trailer, and the

_students joined the PCEC class
for lunch, music and playground.’

“During the second year, they

decided they wanted to integrate

234

ear of

. , & .
the kids, and to have the special

education teacher providing

services to the kindergarten kids
that needed help. They also
wanted to have the handica&ped
kids exposed to kids wi
handicaps. If they.
own age doing som

ing, there
is a greater possibility

ey will

attempt to emulate them,”

s. Shamblin. . 't

Andrea's day in school begins
when she arrives on a special
education bus. Until rvecently,

states

she needed constant individual-

attention, and could not join In
group activities. Now, she is able
to join the music circle and
playground activities. Like the
other students, she has several
15-minute teaching sessions with

a.teacher who has one-four stu- -

dents at a table throughout the
morning. They work on fine
motor skills, gross motor skills,
language and other skills. These
are formal lessons in which they
learn to fold paper, roll clay
dress, groom themselves, unti
express and receive communica-
tions, explains Ms. Shamblin, Al

kids their

through the day, informal in-

struction Is given to help the

children “learn to do things in a- :
normal manner — like han%et:t -

coats, sit quietly to use ma
als, and to use toys as they were
intended to be used.” These are

« the things -that will help them .
she

“fit in** with other students,
says.

Materfals for instruction were

developed by the West Virginia

System, and data Is kept In
eévery area where students re-
celve Instruction so that their
progress is closely monitored.

-
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- in addition to the classroom
instruction, the children receive
guidance at home from their
parents, who are trained by the
teachers. *“We have a home
based program. Parents come in
once- a month “as volunteers to
 work in the classroom. We make
home visits once a month to
discuss -the student’s progress,
mutual concerns, how to do ther-
am', and how we can deal with a
child’s behavior in a consistent
manner. We also suggest infor-
mal activities for parents to do
with the chlldren. These activi-
ties are selected individually for
each child so that they are
appropriate for his level of de-
velopment.” , v

She " says ”mos:t parents are,
. \ .
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PRE-SCHOOL handicappe
regular kindergarteners

- aclivities in the ‘integrated’

-where Project CH.AR.T.

the children receive guidance from class-
room assistant Jackie Bucklew. The
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d children and
have combined

real interested. When they are
here they do informal activities
with the children, and help us
make materials. Theg may learn
to teach lessons by observing us.
We now have three parents
teaching at home -- 15-minute

formal teaching sessions, four .

days a week."

A federal grant to help estab-
lish teaching curriculum and set
up programs for early childhood
education for handicapped chil-
dren was the basis for
C.H.A.R.T. “The money was an

incentive to get programs going,

and this was to be a model for

others in the country,” explains

Ms. Shamblin.
John Cone of the West Virginia
University Affiliated Center for
R | .

QJ i %

classroom

is held. Above,

236

‘coordinator

’.r 'x » ? i ..
. ) -
e 7 (g l;f;’-::)f-
C.H.A.R.T. students are, from left to right,
. Dee Watkins,- A
Brandon Cool,
Poling. Early Childhood Education stu-
dents are Jamle Livengood, Samatha Bar-
low and Jarred Jackson. .

Developmental Disabilities is'

project director who a glled for
the grant, and Marilynh Frank Is
of  Project
C.HAR.T. e .
The Preston County Board of
Education also contributes to the
sugport of the program.

- Because of the current politi-
cal climate, C.H.A.R.T., like
other early intervention pro-
-grams for young handicapped
children, faces an uncertaln fu-
ture, according to Ms. Frank.

The federal funding will end with

the current school year. Efforts
are under way by the Project’s
Advisory Council, concerned
parents, and others, to find alter-
nate funding sources so the class
can continue.
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'The West Virginia System

. - Project C.H.A.R.Te

Controlled Evaluatioﬂ of Instruction Methods N
. o , o . :
. John D. Cone o o _ e .
Introduction T ;? , ' M. - RR -
Programs supported by-the Handicapped Childrens Early .

Education ‘Program (HCEEP) of the Division of Special Education
and Rehabilitative Services (SERS), Department of Education are
eligible to apply for funding through three years of demonstration
. _and through adoitional years (up to three) of- dissemination and

‘technical‘assistancehprovision (outreach). In order to qualify
for consideration for funding for outreach activities, demonstra-
‘tion proje:ts mpst submit evidence of their effectiveness to
SERS, and to the Joint Dissemination Review Panel (JDRP) of the
Department’oﬁ\Education.‘ The JDRP standards for evaluating a .
program's effectiveness are very thorough and exacting. Because
of this only a sma11 percentage of HCEEP demonstration projects
ever apply for JDRP approval. - e

Project C.H.A.R. T., now in its second year, plans to submit

evidence of its effectiveness to the JDRP-in order to be in the
most fayorable positionsto compete for the limited funds available
‘for outreach actieitiesf' In order to submit a grant’ application
for outreach soppOrt to begin at the end of its normal three .
year demonstration cycle, it is necessary for data es'to its ef-

fectiveness to be collected during the second (current) year.

. .
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Such a schedule allows JDRP approval to be pursued.in'time fori
an outreach granht proposal to.be considered during.the third
project year for funding to start at ‘the end of that year.

AConsequently, strenuous "efforts will be made during the .
‘present year (2d) to}evaluate'Project C.H:A.R.T. .Data will be”
collected to ansvwgr the following questions concerning the
instructional procedures used: |

(1) Do changes occur in the children served?

(2) Are these changes educatiomally/socially meaningful?

(3) Can the changes be unambiguously attributed to the
{nstructional procedures used in the project? '

(4) Can the effects be replicated in other programs?

(5) What is the cost per pupil of implementing the model?

Evaluation Design. Changes in Specific Obiectives'

Most evaluations: of educational programs are based on designs
involving comparisons between. groups of children. The classic
two—-group ‘true experiment (experimental NS control groups) is

_ the common referent for this general design 8trategy. Practically
all JDRP submissions have been based on between groups (inter-
subjebt) designs. Because of the practical,and ethical a1 -
ficulties in developing experimental and control groups when
working with handicapped children, however, the Project C.H.A. R T.

submission will be based on a within or intra-subject design.

It will not rely on differences between'treated and untreated

,children for evidence of its effectiveness. Rather, it will rely .

on differences in the mastery of objectives by students during




times they are receiving instruction and-timeS'theyaare'not:-

'sequentially to\the first and then the second untrained area as 3

[}

Specifically. the Project C.H.A.R.T. evaluation will be a

ultiple baseline across students and across priority training o

areas within students. After priority training areas (PTAs;™
e.8.) gross motor, receptive language, etc.) are determined for
each child, training will be initiated as usual for all but
two of the areas. The areas to receive training wlll be ran-‘i

domly selected from-among the PTAs chosen for each child.- Data

k]

will be collected on UDSs on everx PTA each g_x, including areas

not initially receiving training. Training will be extendedR

the baseline data for these:indicate. Bffects of training wit&.“
be shown bf“increases in each area only after training is-intro-

- duced. Thus the design will be a multiple baseline across

behaviors within each student: ‘

In addition, training will be { ntroduced to untrained areas
at different times for different students. For example, after
its baseline has stabilized, the first "untrained behavior for
Student 1 will be trained. Several days later the first un—
trained behavior of Stddent 2 will receive training. ‘then the

first of Student 3, etc. The introduction of training &t de—

" ferent times across students with baselines unchangtng until

this'happens will help establish that changes are indeed due

_ to training and not some uncontrolled variable. A diagram of

the design is represented in Figure 1. -
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" . Data Collection : o R . - .

B Flve test t{lals will be adm1n1stered in each area each day.

L

Data will be taken on the obJectlve currently be1ng traxned in,

areas a1ready be1ng tra1ned, and on. the first short- term ob-

jectlve in untra1ned areas. The- flrst short- term objective 1is

_lthe obJectlve right after the student ' s present 1eve1»o£ func—,

tlonlng. Data will be recorded by the teacher or a1de worklng

. .
N 14

1with the ch11d
Re11ab111ty will be assessed on the 1east 20% of. the test

2
v

trlals. An 1ndependent observer w111 mark a separate UDS_as - the

.teacher/alde is marklng hers. ‘Trial-by- tr1a1 agreement will be

-ccalculated w1th agreement~be1ng deflned as ‘both teacher/alde and 1

observer marking a "+" or both marklng a "o". The observer w111

also record. whether the test “trial is admlnlstered accordlng to _

L3

ctlons lncluded on each method card.

the standardlzed 1nstru .

Phase Change Dec1slons~

DeClSLOHS to change phasec will be made by the project: -

. director in consultatlon w1th the coordlnator and teacher.

.

These deCleons Wlll be based on da11y observation of the data, '»

as phoned to the coordlnator by the teacher. . ‘Each day_the co-

- ordlnator ‘will update UDSs posted in the main proJect office. .

kY .

Rellablllty of Independent Varlable : ', .

»
.

purpose of the evaluatlon ls to demonstrate the

S1nce the

effectlveness of the 1nstruct1pna1 strategles embodled in the

method cards of The West V1rg1n1a System curriculum it w111 be:

the teacher/

fimportant ta ascertaln the cons1stency w1th which

Perlodlc checks of th1s conslstency will be'

- aide employ them.
, . .




G

‘after training has been 1ntrod

of tra1n1ng However, "daily progres

being evaluated

-

i

conducted by trained observers. These observers will'record_

each1ng sequences us1ng the Staff Pupil Interactlon Rating

.System (SPIRS Cone, Nyberg, & Watson, 1980) Whenever teachlng

sequences are below 85% cOrrect for a sesslon the teacher/alde
will rece1ve retra1n1ng in the use of Wvs 1nstructlona1 methods

and‘data for‘the sesslon w111 be approprlately noted on the UDS.

Evaluatlon Deslg_ . Overall LeVel'of Function

Systematlc change in sﬂeclflc 1nstructlonal obJectlves only’

w111 ver1fy the effectlveness

-n'spe01f1c obJectlves is

1mportant only ‘as 1t is. relabed to meanlngful change in overall

*‘functlonlng in the areas be1ng trained. It is con'e1vable that

-

lots of progress could be shown in terms of master

~

.sllced 1nstructlonal p1np01nts without shOW1ng much overall

o

growth. 1n the 1arger sk111 be1ng taught. .For this reason it'is,:

- helpful to have data on measures (e g.; adaptive behavior scales)

deslgned to assess more general changes in the student. It
S

- would also ‘be helpful to relate these to the behav1or normally

‘expected of children the same chronologlcal age as the student

-

o

There are a var1ety of problems which make it'difficult to

accompllsh mean1ngful overall assessment in this manner, however.

v

‘Not. the least of these is the absence “of su1tably standardized

1nstruments for compar1ng handlcapped and non—hand1capped ch11-

dren. Nonetheless, data w1ll‘be collected in order to evaluate

h “r * »

our program in this way.

v
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A pre-post comparison of children s scores on the Uniform Per- .

{_ : -,formance Assessment System (UPAS White. Edgar, & ﬁaring, 1978)

d';: - will be conducted on scores collected at the beginning of the *
school year and again at the end. These data will be obtained

by a graduate student in clinical psychology who Wlll be ‘unaware
of the areas in which children have specifically received training

-
-

_The West Virginia Assessment and Tracking System (WVAATS) will

N3 .

also be administered pre and post but cannot be used as a major

dependent variable in evaluating the program since it is-a part- +
of the selection assessment battery and scores might change on :

it merely because of regression artifacts. Su1table checks on?®

the reliability of the UPAS administration and scotring will be

o

¢ ‘performed.

Generalizability of Program Effectiveness

()

The extent to which effects of The-West Virginia System
instructional procedures are idiosyncratic to Project C.H. A.R.T.
will be assessed by replrcating major portions of the model and

.»':evaluation design in several self-contained speCial education -
classrooms in the Richmond VA Public Schools. |

v o
¥

. The replicatiOu will not be exact because of some dif- o .:j
" .
ferences in the children and the programs in Richmond. The,

level of handicap of the Richmond children will be comparable.
. to th%se of ProJect C.H. A R. T However, the children will be
'somewhat older-(S 7 years vs. 3-5), and they will receive in-

struction in- self—contained classes of eight childrens a teacher,

- . “

" . and an aide.

¢
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Because of the newness of preschool sp'cial education in
public'séhools in West Virginia\it was not possible to.find

"cooperative replication sites matching ours |in all particulars.

iicﬁmond administrative and classroqh teachi g personnelwere

\vexcépéionally receptiQe, so ﬁhe decision’was made to inciude
them.* An lnternally va11d repllcatlon desxgn will be tallored A
‘to the special requirements of fhe Rlchmond program after an

on-site visit and meetings with the staﬁf by the project directoyr.

o
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