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Overview

This report is an attempt to communicate to the readers and others con-

cerned with providing educational services to young severely handicapped

students the activities conducted in two classrooms during the 1972-73 aca-

demic year at Badger School.

Prior to the formal presentation of the classroom programs perhaps it

would be appropriate to elucidate several basic structural considerations.

First, a total of fourteen students ranging in age from 5-10 were enrolled

in the two classrooms. The fourteen students were divided into two seven

member classes. Classroom A contained the seven students who manifested the

lowest general functioning level as well as the most severe behavioral manage-

ment problems. Prior to the start of the project (August, 1972) the fourteen

students had received standardized evaluations from various psychologists.

According to the psychological reports available to the teachers, the per-

formance of the students in the evaluation setting ranged from "untestabie"

to estimates of IQ scores in the 30-40 range. Almost all the students in the

past would have been diagnosed as custodial, autistic, pretrainable, etc. and

excluded from involvement in most public school systems. For a more detailed

presentation of information concerning other characteristics of the students

the reader is referred to Appendix A.

Second, the classrooms were staffed in a manner that is somewhat dif-

ferent than most public school classrooms in that the Madison Public School

System is intimately and cooperatively iniolved in programs concerned with

training teachers of severely handicapped students at the University of Wis-

consin. Nancy Scheuerman and Stephanie Cartwright were the two teachers

responsible for the programs and activities of the two classrooms. Barbara

Blassick and Larry Douglass were the two full-time aides assigned to the

classrooms. Robert York, a graduate student at the University of Wisconsin,



www.manaraa.com

2

functioned in the classrooms as a teacher-aide, technical-advisor and genera)

resource person every morning from August through May. Two University of Wis-

consin practice teachers worked in the rooms during the morning sessions from

August through December,1972,and two different practice teachers worked during

the morning sessions from January through May,1973. Finally, five University of

Wisconsin students taking a "methods" course from Dr. Lou Brown were assigned

to the classrooms. Three of the "methods" students worked during the after-

noon sessions from August through December, 1972,and the other two worked

during the afternoon sessions from January through May, 1973. During most of

the instructional programs the classes were divided into two major groups.

The third person in the room was usually involved in one to one tasks with

students who required an unusual amount of instructional time. It should be

noted and emphasized that all persons in the room were considered instructional

personnel in that all had direct teaching responsibilities.

Third, the classrooms were conducted from a highly structured applied be-

havioral analysis orientation. That is, the teachers decided What to teach the

students and the What was then converted 4nto measurable behavioral objectives.

The teachers then decided How to teach the students. Thee How was then con-

verted to specific behaviors on the part of the teachers (instructional tech-

nology). The teacher then decided what instructional materials were required

by the instructional programs. In almost all situations -iaterials were created

or adapted for use by the instructional staff. Finally, the teachers decided

that direct measures of the effectiveness of their programs would be obtained.

Thus, efforts were made to obtain response by response measures of each students'

performance in each program during the ent;re school year. Schedules of the

activities of both classes and a schema of the manner in which the rooms were

designed are presented in Appendix B. Included in Appendix B are the class

schedules as they existed in August, 1972, and as they existed in May of 1973.
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The two schedules are presented to communicate to the reader that as be-

havioral management problems are resolved and different programs are rejected

or completed, more complex programs can be implemented.

Fourth, time and space do not permit the reporting of the performance of

all students in all of the programs that were implemented. Thus, the writers

were forced to selectively report programs that seemed to have the most general

relevance to teachers and administrators confronting similar children in other

school syt,tems. The writers would like to emphasize in as intense a manner as

possible that the programs reported here be considered by the reader as stan-

dards from which a teacher might depart, rather than recipes that mitigate

against the manifestation of instructional ingenuity. Indeed, few if any of

the programs as they were designed in August, 1 972, survived the test of empir-

ical verification with all of the students. Some programs were effective with

all students, some were rejected in total, but most were modified in an attempt

Lo accommodate the acquisition and performance of each student. For a detailed

presentation of how a student's performance was recorded and reported to

parents and other teachers, the reader is referred to the parent teacher

evaluation booklet !ri Appendix C.

The final strut.? rral tonsideration relates to the organization of the

report. If d progro.1 implemented in both rooms, one description will be

provided, Howilver, in general, the students in Classroom B completed more

programs than those in Classroom A. In addition, the students in Classroom

B progressed through more ,.:0o.i:onents of a particular progrol. Thus, as a

communication aid, a t1 .K aoalysis of a particular program will be presented

and the progress of each L1oss will be reported selectively.

Some hopes and scrim. cationali7ations

The school year ended at Badger on June 5, 1973. The major portion of

the material in this book was prepared (including the graphs) during the final
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two weeks of May and the month of June 1973. Functioning under sLch time

pressure makes it difficult to include all the information that should be in-

cluded in as precise and lucid a fashion as is warranted. Thus, it was necessary

that programs, ideas, opinions, and idiosyncratic experiences be given selective

consideration. We have atterlipted to provide the reader with a flavor of what

happened in two classes at Badger School this past year in as open and honest

a manner as we know how. Obviously, much of what happened is not presented

in the pages that follow. With this in mind we would like to present a

cursory review of other issues, problems, and ideas that might be of interest.

First, from reading this report one might extract the impression that the

classes were cold, sterile, laborious. Nothing could be more erroneous. We

have been charged with delineating and communicating What and Now we instructed

our students In the hope that others might find our experiences helpful. Thus,

we have chosen to be as precise in our writing as we were able under the cir-

cumstances and deemphasize the emotional aspects of our experience. There is

no doubt that the classrooms were highly structured and that stringent pro-

duction demands were placed upon the students, parents and staff. On the

other hand, there is no doubt that the interactions were warm, humorous,

satisfying and loving.

Second, the Badger staff is attempting to develop a longitudinal public

school program whereby once severely handicapped students can enter at age X

and leave at age Y with the knowledge and skills necessary to survive as pro-

ductive, self-sufficient citizens in complex community settings. Our objec-

tive is not easy and by no means is it realizable at this time. However, when

we consider the ever-present alternative, placement in a large multi-failure

residential institution, the relevance and importance of ovr responsibilities

must be confronted.
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Third, the more we become involved with young severely handicapped stu-

dents the more we realize that we will have to enlist and maintain the support

and assistance of parents. The time, staff and expertise necessary to maximize

the development of the student is simply not available to public school pro-
grams. We hope that in the future we will be able to report on our activities

concerning the training and involvement of parents in our program.

Finally, it must be communicated that the programs reported in this book

are not "research" programs. We were concerned with delivering the best

possible instructional service to the students in the classrooms. in order to

determine whether or not the activities we engaged in resulted in the students

manifesting skills that were not in their behavioral repertoires before we be-

came involved with them, we decided that we would obtain as many direct measures

as was practical. However, the caution, neutrality, precision and controls

required by single subject and subjects as their own controls designs, for

better or worse, were minimally acknowledged. For example, reversal designs

were not used; simultaneous
inter-observer reliability measnres were not ob-

tained; when multiple baseline designs were arranged, continuous measures of

responses to all tasks were not gathered; in many situations only post-teaching

measures were taken; and rarely were we concerned with delineating the effect

of a specific independent variable (e.g., quantity of reinforcement, number of

modeling cues) on a eependent variable.

Thus, those interested in generalizing the in4ormation contained in this

book to other students in otter settings should be extremely ca.Itious.

On the other hand, we have tried to commun'cate, as precisely as was

practical, exactly what we tried to do and how we tried to do it.

L.B.

H.S.

S.C.

R.Y.
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Direction Followin Program

Someone recording a teacher's verbalizations during the course of a school

day would no doubt be exposed to some form of the following teacher behaviors:

"Johnny, get your coat, "Susie, go t, your desk" or "Jim, get a pencil and some

paper".. In almost all classrooms a teacher spends much of her time verbally

directing students to perform some task. Certainly many children arrive at

school having acquired the skills necessary to follow verbal directions. How-

ever, when dealing with severely handicapped students a teacher cannot assume

that such students have the direction following skills required for a smoothly

functioning interpersonal environment.

A teacher confronted with a classroom of students who do not follow verbal

directions is faced with a critical instructional dilemma to which she must

attend. As stated by Brown, et at (1971), there are several options she may

choose to exercise. She may perform the tasks implicit in the directions issued;

she may model the behaviors of concern and hope that the students will perform

likewise, or she may prime the students through the requested movements. It is

obvious that these three options require a considerable amount of time and

energy, and still might not result in the students acquiring the necessary direc-

tion following skills. In our view, to establish an efficiently operating class-

room it is mandatory that students are tzught to follow verbal directions.

The major purpose of this inwuctional program was to teach basic direc-
-

tion following skills to young severely handicapped students. There are three

phases to the instructional program. Phase I was concerned with teaching the

students to follow one-component local directions; Phase II was concerned with

teaching the students to follow one-component distant directions; and Phase III

was concerned with teaching the students to follow two-component local serial

directions. It should be noted that several amillary objectives were established:
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(a) to foster the development of attending skills, (b) to teach appropriate be-

haviors required in a group instructional setting, and (c) to develop auditory

memory skills in the form of performing precise behavioral sequences in response

to auditory cues.

There were specific criteria for choosing the directions to be taught. In

Phase I, the one-component directions involved simple body movements and were

selected because the students seemed to possess the prerequisite skills related

to the location of many body parts. Phase II involved one-component directions

which required the students to get to specific locations in the room. Locations

most frequently referred to !hiring the school day were selected. For example,

students were sent to the door, to the coatroom and to the wastebasket. As*

Phase III was concerned with the more complex task of performing behavioral

sequencing, the behaviors selected were those that the students had performed

successfully in Phase I.

Finally, it should be emphasized that the fundamental assumption upon which

this program was based was that if verbal control could be developed in highly

structured instructional settings such controls could be ultimately transferred

to less structured and/or ro-e natural environmental settings.

BEST COPY AVAILABLE
Students, Teaching Arrant ments and Materials

Students (Ss). Twelve Ss (Classes A and B) were involved. Ss 7 and 10

were not involved. Ss initially progressed through the program in groups, but

as interstudent performaiwr began to vary greatly, the program was individualized.

Teaching Arrangement. leaching was conducted in a group arrangement with Ss

seated in a semi-circle directly in front of a teacher. (See Appendix - Classroom

designs). There were two teachers (I!) to 6 Ss in the initial phases of the pro-

gram. As some Ss completed the program, this arrangement was altered to one T to
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4 Ss and the remaining Ss were involved in more complex instructional activities.

Materials. Materials were not needed for Phase I and Phase III, as the

directions involved the movement of body parts. Phase II involved using areas

which are common to most primary classrooms, e.g., blackboards, sink, coatroom,

and plastic containers used to secure S's instructional materials (scissors, pen-

cil, crayons): (these containers were located on shelves on one side of the class-

room.)

Data sheets were constructed to record the responses of each S to each verbal

direction in each Phase of the program.

Task Analysis

Phase I - Teaching students to respond to one-com onent local verbal directions.

The behavioral objectives of concern in Phase I may be described as follows:

In response to a verbal direction by T, Ss will perform the appropriate body

movements to execute the command.

The following set of directions were presented, and appropriate response

required in Phase I.

Set I

Teacher Cue Student Response

Cl: "Raise hands" Ri: Raises hands above head, not
touching head.

C2: "Clap hands" R2: Brings palms together producing
"clap" sound.

C3: "Stand up" R3: Brings body to vertical position
with feet on floor.

C4: "Stamp feet" R4: Brings bottoms of feet in con-
tact with floor and taps them
on floor.

"Shake head"C5: R
5°

. Moves head from side to side.
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Phase /I - Teaching students to respond to a nne-component distant direction.

The behavioral objectives of concern in Phase II may be described as follows:

In response to a verbal direction by T, S will stand up, walk to a specified

location in the room and indicate location by physically touching or pointing to

the object or physical area.

The following sets of directions were used in Classes A and B (directions

differ because of classroom arrangements).

Class

Set I1A

Teacher Cue
Student Response

Cl: "Go to door"
R1.5: S stands up and walks from

instructional area to appro-C2: "Go to was
Aria to location and touches
or points to appropriate ob-C3: "Go to sink"
ject or area.

C4: "Go to coatroom"

Cs: "Go to boxes"

Class B

Set 11B

Teacher Cue
Student Response

CI: "Go to door"
R1.5: Fame as described in Set 11A.

C2: "Go to wastebasket"

C3: "Go to sink"

C4: "Go to blackboard"

C5: "Go to boxes"

Phase III -
bE2cItm-cotTeachinstudentstoresoinonentlocalserial

direction.

The behavioral objectives of concern in Phase III may be described as follows:

In response to a verbal direction by T, S will perform the appropriate body
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movements in the sequence in which they were presented.

The following sets of directions were used in Phase III.

Set III

Teacher Cue Student Response

Cl: "Clap hands, then stand up"

C2: "Stamp feet, then shake head"

C3: "Stand up, then raise hands"

Cy: "Shake head, then clap hands"

C5: "Raise hands, then stamp feet"

10

Rl: S brings palms together pro-
ducing "clap" sound, then
brings body to vertical position
with feet on floor.

R2: S brings feet in contact with
floor and taps feet on floor,
thel moves head from side to

R3: S ')rings body to vertical posi-
tion with feet on floor then
raises hands above head, not
touching head.

R4: S mown: head from side to side,
then trings palms together to
product "clap" sound.

R5 S raises hands above head, not
touching head, then brings
bottoms of feet in contact with
floor and taps feet on floor.

Set IV

Teacher Cue Student Response

Cl: "Clap hands, then raise hands"

C2: "Raise hands, then shake head"

C3: "Stand up, then stamp feet"

C4: "Stamp feet, then clap hands"

C5: "Shake head, then stand up"

R1: S brings palms together pro-
ducing "clap" sound, then raises
hands above head, not touching
head.

R2: S raises hands above head, not
touching head, then moves head
from side to side.

R3: S brings body to vertical posi-
tion with feet on floor, then
taps bottoms of feet on floor.

R4: S brings bottoms of feet in con-
tact with floor and taps them on
floor, then brings palms together
producing "clap" sound.

R5: S moves head from side to side,
then brings body to vertical
position with feet on floor.
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Teaching Procedures

Phase I - Teaching students to res ond to one-com onent local directions.

Prior to the teaching of Phase I, baseline conditions were instituted to

determine Ss initial ability to follow the verbal directions of concern.

Baseline procedures were as follows:

(1) T would lace S1 and present the first direction, "SI, stand up".

Regardless of Si's response T would say "Thank you". Then T would

record a " +" on the data sheet for a correct response (SI stood up)

or a "-" for an incorrect response (shook head) or failure to respond.

T would then present a different direction to S., etc.

(2) T used the above procedure until all Ss had an opportunity to respond

to all five directions on three separate occasions.

After baseline data was taken on Set 1 of Phase I, T instituted the follow-

ing teaching procedure.

(1) T would face one of the Ss and verbally give Si the first direction,

"S1, stand up". If S1 stood up, T smiled, said "Good", "Fantastic",

provided a consequence (piece of cereal, or drink of water from a

squeeze Lottie), recorded a correct response on the data sheet, and

presented a different direction to 52, etc.

(2) If S1 responded to the direction incorrectly (i.e., jumped from chair)

or failed to respond to the direction, T said "Po", repeated the

verbal cue, "stand up" and demonstrated the correct response by

standing up. Then T repeated the cue, "5, stand up". If S1 imitated

T's demonstrotion .1nd stood up, T smiled, said "Good", recorded an "M"

on the data sheet and presented a different direction to 12, etc.

(3) If Si did not imitate T's demonstration, T said "No", repeated the

verbal cue, "S], stand up" and primed the response by physically

BEST COPY AVAILABLE
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guiding S to a standing position. When .Ft completed the response with

T's priming, T smiled, said "Good" and r led a "P" on the data

sheet and presented a different verbal direction to h. On each sub-

sequent trial, T decreased the amount of physical prompting of Si

until Si responded to the imitative cues provided by T. Subsequently,

imitative cues were gradually removed (faded).

(4) The procedures described in 1, 2, and 3 above were followed until each

S responded correctly to each of the five one-component local direc-

tions on 3 consecutive trials. It should be noted that the 5 direc-

tions were issued randomly with the restriction that T did not present

a given direction twice in succession.

In one instance a modification of one of the directions seemed necessary to

induce correct responding. The direction, "Raise hands", apparently became

suditorily confused with the direction, "Clap hands". Thus, "Raise arms" was

substituted for "Raise hands" until S met criterion (3 correct consecutive

trials). Then the original direction "Raise hands" was reinstated and S main-

tained correct responding.

Phase II - Teaching students to respond to one-component distant directions.

Baseline procedures as described in Phase I were used to determine Ss

ability to follow the verbal directions contained in Phase II. After three

baseline trials, T began teaching Set II (A or B) using the following procedures:

In Phase II imitative cues were provided by T, student teachers (ST), aides

or one of the students who had reached criterion on this phase. The ST will be

used as the model in the description that follows.

(1) T would face Si and say, "Si, go to door". If Si stood up, walked to

the door, indicated proximity (touching or pointing to door), T smiled,

said "Great; fantastic", provided a consumable consequence, recorded a
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correct response and presented a different direction to 52, etc.

(2) If S1 failed to respond to the direction or incorrectly responded

(i.e., S1 went to the sink), T said "No, watch (ST)", repeated the

verbal direction "ST, go to door" and the ST modeled the correct
fer

response by walking to the door and touching it.\\T t!'en said "SI,

go to door". If SI imitated ST's demonstration and walked to the

door and touched it, T smiled, said "Good", recorded an "M" and pre-

sented a different direction to S2, etc.

(3) If S1 did not imitate the ST's demonctration, T said "No", repeated

the direction "Go to door" and ST primed the response by physically

guiding S1 from his chair to the door. When SI completed the re-

sponse with ST's priming, T smiled, said "Good", recorded a "P" on

the data sheet and presented a different direction to S2, etc.

Physical prompting was reduced (faded) on successive trials until SI

responded as an imitation to ST. Subsequently, the imitative cues

provided by ST were also faded.

(4) As in Phase I, procedures described in 1, 2, and 3 were followed until

each S responded correctly to each of the five one-component distant

directions on 3 consecutive trials. The five directions were presented

randomly with the restriction that no one direction was presented twic..

in succession.

Phase III
leastralinstudentstottotwo-comyonent local serial directions.

Baseline procedures as described previously were used to determine Ss'

ability to respond to the verbal directions of Phase III. After three baseline

trials on Sets III and IV, T began teaching Set III using the following pro-

cedures.

(1) T would face S and say, "S , clap hands, then stand up". If S1
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responded correctly by clapping hands, and then standing up, T smiled,

said "Fantastic, etc.", provided a consumable consequence, recorded a

correct response and presented a different direction to 12, etc.

(2) if Si failed to respond to the verbal direction or responded incor-

rectly (i.e., responded to the components in a reversed order or per-

formed only one of the components), T said "No", repeated the verbal

cue, "Clap hands, then stand up" and demonstrated the correct response.

T repeated the cue "Si, clap hands, then stand up". If Si imitated T's

demonstration (clapped hands, then stood up), T smiled, said "Good",

recorded an "M" on the data sheet and presented a different direction

to 12, etc.

(3) If Si did not imitate T's demonstration, T said "No", repeated the

direction, "Si, clap hands, then stand up" and primed the correct re-

sponse by physically guiding Sils hands together to clapping position

then physically guiding Si to a standing position. When Si completed

the response with T's priming, T smiled, said "Good", recorded a "P"

on the data sheet and presented a different direction to 12, etc. On

subsequent trials, T decreased the amount of physical prompting of Si

until Si responded as an imitation of T. It should also be noted that

on occasion an S would respond correctly to the first component of the

direction, but needed priming on the second component. In this situa-

tion T would allow S to respond to the first component and then

physically prompt the second component. Prompting was decreased on

the second component on successive trials untii S responded as an

imitation of T. Subsequently, imitative cues were faded.

(4) Procedures described in 1, 2, and 3 above, were followed until each S

responded correctly to each of the five two-component local serial
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directions on 3 consecutive tzials. Againeptet;thlWilireations were

presented randomly with the restriction that no direction was presented

twice in succession.

(5) After each S reached criterion on the five directions in Set III, T

reinstated Phase III baseline procedures. Baseline data was obtained

for three trials on Set III and Set IV.

(6) T taught Set IV using the procedures described in 1, 2, 3, and 4 above

until. criterion was reached by each S.

(7) T again used baseline procedures and recorded performance on three

trials each of Set III and Set IV. This baseline was used to determine

retention of the direction following skills previously acquired.

In Phase III, T realized that although Ss had performed correctly to each

of the individual components of the directions in Phase I, individual Ss were

having difficulty in responding correctly to these same directions when presented

in a two-component chain. Therefore, modifications were developed to help Ss who

were failing to progress. One modification employed was a time lag in the pre-

sentation of the two components of the direction. For example, the direction

"Stand up, then raise hands" was presented by T using the following procedures:

(1) T would say "S1, stand up". If S1 stood up, T smiled, said "Good",

then T would say "then raise hands". If Sl raised his hands, T would

smile, say "Good" and record a +D on the data sheet for time delay.

(2) On subsequent trials T would say "Stand up" (wait 1-5 sec.) (and then

say), "Then raise hands". If SI responded correctly to each component,

T would smile, say "Good" and record a +D for time delay.

(3) On successive trials, T would continue to reduce the time delay between

the two-component directions until each direction was given in its

original form.
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During this .., omen pftwodure, the same teaclo.ng procedures as des-

cribed ortstuAt:. 0.441 111 vore used. That is,modeling, priming and

consequating
le. MOTO conducted in the same manner.
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RESULTS

The cr1tett...1 performance of all 12 Ss is summarised in Table I. From

Table I it can %o discerned that five Ss performed at criterion on only Set I

and Set ILA or Y., . Ores Ss reached criterion performance on Sets I, ZIA or IIB

and III; and foLr Ss reached criterion performance on Sets I, ILA or 1111, III

and IV.

The direction following program was conducted using the largest teacher-

student ratio of any program reported in this volume. Thus, it seems appro-

priate that group performance be presented.

Figures U. 13 and IC represent the performances of the six Ss in Classroom

A. It can be discerned from figure 1A that the six Ss responded correctly to

34 out of a possible 90 one-component local verbal directions during the base-

line period (trials 1-3). Instruction was initiated at trial 4, and a total of

29 teaching trials were required before the six Ss emitted 90 consecutive

correct responses.

After the six Ss reached criterion on the directions of Set I, they were

beselined on Set ILA (one-component distant directions). Thus, it seems reason-

able to expect that although one-component distant directions would be more

difficult and the Ss would not do as well on baseline measures as they had done

initially on one-component local directions, skills acquired from the teaching

of local directions would generalize to distant directions. Such seems to have

been the case In that during the baseline period of Set IIA Ss responded

correctly to 40 of 90 onecomponent distant directions which is more than the
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total number recorded during the Set I baseline period. At trial 4 instruction

was initiated and a total of 27 teaching trials were required before Ss emitted

90 consecutive correct responses.

After Ss had reached criterion on Set IIA, baseline measures of the two

component local serial directions of Sets III and IV were obtained. As can be

discerned from Figure I C (trials 1-3) Ss emitted 17 of a possible 90 correct

responses to the two component local serial directions of Set III and 12 of a

possible 90 correct responses to the two component local serial directions of

Set IV.

At the end of the school year, 71 teaching trials were completed on Set III

and the six Ss as a group had not reached criterion. However, it should be

noted that four of the six Ss did complete Set III and moved on to instruction

on Set IV. The two Ss who had not completed Set III at the end of the school

year, responded correctly to four of the five directions of Set III on the last

two teaching trials.

In an attempt to communicate an individual performance pattern, the per-

formance of 13 will be presented graphically. It can be discerned from Figure

2 A that S3 emitted 5 of a possible 15 correct responses to the one-component

local directions of Set I during the baseline period (trials 1-3) and only 10

teaching trials were required before criterion was reached.

The performance of sj improved dramatically when Set II directions were

presented (Fig. 2 B). That is during the baseline period S3 responded to 12 of

15 one-component distant directions correctly, and performed at criterion level

with little, if any, teaching (trials 4-6).

Figure 2 C represents the performance of S3 on Sets III and IV. Baseline

measures of Sets III and IV were taken after criterion had been reached on Set

II. It can be discerned that S3 responded correctly to 4 of the 15 two-component
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local serial directions of Set III and 2 of the 15 directions of Set IV. Sub-

sequently, 26 teaching trials were required for 13 to reach criterion on Set III.

In a rebaseline period (trials 30-32) 13 made 14 of 15 correct responses to Set

III and a remarkable 9 of 15 correct responses to the directions of Set IV. In

other words, the performance of 53 on Set IV'improved dramatically, without

direct instruction.

Subsequently, only 4, teaching trials were required for 13 to reach criterion

on Set IV and in the final rebaseline period (trials 37-39) criterion responding

was maintained in response to both Sets III and IV.
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DISCUSSION:

Teaching the students to respond to circumscribed verbal directions

utilized in this program, while important, cannot be considered a tenable in-

.

structional objective. That is, although all twelve students were taught to

19

follow at least one component local and distant directions, the program can

only be justified if the skills acquired in the program generalized to other

persons and other settings.

At this point, direct measures of whether the skills generalized are not

available. However, anecdotal support for generalization has been reported by

the teachers and many of the parents. According to the teachers the students

seemed quite responsive to directions concerned with lining up at the class-

room door, going to the toilet and following directions requited of various

non-instructional and instructional activities. In'fact, the teacher of Class

A reports that when she issues the three-component direction, "Get a paper

towel, wet it and clean your face", four of the six students in her room are

able to complete the required behaviors in the sequence in which they were

issued. In addition, during parent-teacher conferences, many parents offered

information that they were surprised and pleased in that their children were

more responsive to their verbal cues and thus more helpful around the house.

Finally, several programmatic concerns should be noted. First, as

generalization across persons and objects and settings was the cr.cial ob-

jective, direct measures of such skills should have been obtained. However,

when the program was initiated the behavior or absence of behaviors on the part

of the students made assessment of generalization seemingly quite remote.

Needless to say, more acceptable indications of generalization will be recorded

in the future.
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Secondly, although all students accrued various increments of success, the

program as it. was designed may not have been appropriate for every student.

For example, for many students the jump from one-component distant to two-com-

ponent serial directions presented much difficulty. In an attempt to reduce

the difficulty of the task, options are being considered. The first relates to

conducting a more precise task analysis so that progression through the steps

are easier for the students. The second relates to the choice of directions

in that the same movements were involved in the one-component local and two-

component local serial directions. This similarity of movements which the

writers held would be helpful for the students may have impeded the program

some. That is, during the teaching of one-component local directions, a stu-

dent would be praised for clapping his hands and during the instruction of two-

component directions, the student would not be reinforced for this same

behavior. One obvious instructional option would be to require different move-

ments in different sets of directions.

20
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STUDENT NAflE
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This is a sample data sheet which was used for the verbal direction

following program. For Sets II, III and IV, this data shoot was adapted

across sets by changing teacher cues appropriate for the set being taught.

total no.
correct
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TABLE I

sets of Verbal Directions

.................---,..---........_

I

IIA or
IIB III IV

S
I

X X

S
5

X

.
X ................................worrn.1

.....
S
8

..._......./....

X X

S
12

X X

..-

S
14

X

=m4
X

-s

........*+.4

S
2

X X X

S6 X X x

S
13

x x x

...-...

S3

,

X X x X

S
4

x X X x

Si 1 X x x x

S
i 1

1 X X x X

X = performance criterion reached
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location Concept Program

This program is essentially an extension of the verbal direction program

presented earlier as well as a precurser to programs that will be Implemented

in the fUture that involve more complex auditory and visual discrimination

and receptive language skills. For example, in the verbal direction program

students were taught to respond to such verbal cues as "go to the door" and

"go to the wastebasket". In this program the students were taught to respond

to more complex verbal cues: "stand in front of Ernestine", "stand behind the

easel", or "stand next to the desk". In other words, this program not only

required that the students go to a particular person or object but also re-

quired that they fix themselves at a particular location in relation to that

person or object.

It is intended that more complex programs will be developed utilizing the

skills acquired here as well as those acquired in other programs. For example,

a more complex program might Include such verbal cues as "Put 2 blocks in the

box", "Take the red sticks out of the bag", "Hammer tht nail in each of the

holes on the wood", "Go to the closet and bring back 4 pencils and 5 notepads".

There are at least three additional points that should be made before the

more formal aspects of the program are considered. First the program was ini-

tially designed for application to all of the students in Classroom B. However,

it soon became apparent that the program, as initially designed, was not appro-

priate for all. Thus, the teacher arrived at a series of program modifications

that she determined might facilitate acquisition. Second, the students were

initially requested to position themselves in relation to one of the teachers

in the room in the anticipation that a person would have more subjective stim-

ulus value than objects and thus would facilitate acTikition. Subsequently,

the students were requested to position themselves In relation to various objects
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in the room. Third, the teacher was primarily concerned with teaching the stu-

dents location concepts. A concept as the term is used here refers to some

level of generalization across a stimulus dimension. For example, assume that

a student was taught to stand "behind" an easel. Then the student was asked to

stand "behind" a desk. In the two cues the words stand behind are constant and

the objects that student is asked to stand behind are varied. If the student

does, in fact, stand behind the desk without prior training, then one interpre-

tation might be that the student understands what stand behind means and this

understanding would allow him to stand behind any object, not just the objects

which were involved in the training program. in other words, the student gen-

eralizes (stand behind) across a stimulus dimension (8 different objects).

Thus, parts of this program were designed to assess whether the students

could generalize from trained tasks to untrained tasks. That is, the students

were trained to respond to cues in relation to some objects and not trained to

respond to cues in relation to other objects. Subsequently, the students were

tested on their ability to relate to objects upon which they were not trained.

Students (Ss) and Materials

The 6 Ss in Classrocri B (9, 10, 11, 12, 13 & 14) were involved and the

performance of an individual S determined his or her progress through the com-

ponents of the program a; well as the specific teaching procedures utilized.

At one part in the program 2 Is aver: used: one T issued location directives

and the other I functioned as a reference point. In another part of the pro-

gram only one T was required. The 6 Ss were seated in a semi-circle facing

the reference person ur object. The T who issued the location directives

changed position from one side of the semi-circle to the other. in addition,

to a practice teacher, the materials used as reference points were as follows:

standard children's chair, bookcase, teacher's desk and artist's easel. It
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should be noted that the semi-circle of Ss was moved about the room so that Ss

always faced the object upon which they were being tested.

Part A

10A.cructiRILLEPSWEIRE

In effect two different programs were necessary and thus the two programs

will be presented independently here. The program as it was initially designed

seemed appropriate for 2 Ss (9 & 11) and will be presented first. A modified

version of the initial program which was necessary for Ss 10, 12, 13 and 14

will be presented in Part B.

The content of Part A consisted of instructing an S to stand In front of,

next to, and behind a person and four different objects in the room. The di-

rectives and objects were arranged into 5 sets of three directions each. These

sets are presented below:

Set I A) Ss were instructed to stand in front of, a person (practice
teacher).

B) Ss were instructed to stand next to a person (practice
teacher).

C) Ss were instructed to stand behind a person (practice teacher).

Set II A) Ss were instructed to stand in front of a chair.
B) Ss were instructed to stand next to a chair.
C) Ss were instructed to stand Minn chair.

Set III A) Ss were instructed to stand in front of a bookcase.
B) Ss were instructed to stand next to a bookcase.
C) Ss were instructed to stand behind a bookcase.

Set IV A) Ss were instructed to stand in front of a desk.
B) Ss were instructed to stand next to a desk.
C) Ss were instructed to stand behind a desk.

Set V A) Ss were instructed to stand in front of an easel.
B) Ss were instructed to stand next to an easel.
C) :s were instructed to stand behind an easel.

Teaching Procedures for Ss 9 and 11

Baseline measures of Sers I through V

Prior to instruction baseline measures of the ability of 29 and Sil to

perform the tasks required by Sets 1 through V were obtained in the following

manner.
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One T stood directly in front of 19 and another Ti who was sitting to the

side instructed S9 by saying, "S
9

stand in front of (name of T the

reference person)". Regardless of the response of 19 T1 said "Thank you",

recorded the correctness or incorrectness of the response and provided a

different cue to S. This rotation of cues was continued until Ss 9 and

11 were given 3 opportunities to respond to each of the 3 directions re-

quired by Sets I through V.

Subsequent to baseline measurement instruction was initiated on Set 1. The

'specific steps Implemented by the T to teach the responses required by Set
I

are as follows:

1) T
2 stood directly in front of Ss 9 and it and Ti at to the side and-

gave the cue, "S
9

stand (in front of) (name'of T2 standing)". If

19 positioned himself in front of T2, T1 smiled, said "Good, etc."

issued a consumable consequence, recorded a correct response (+) on

the data sheet and presented a different cue (i.e., "Sil stand (next

to) T2") to S11, etc.

2) If S
9

did not respond or did so incorrectly Ti said "No!", repeated

the cue "S
9

stand (in front of) 7
2
" and mcdeled the correct response

by standing in front of 12. If 4 correctly imitated Ilis model T1

smiled, said "Good, etc.", did not provide a consumable consequence,

recorded "M" (model) on the data sheet and gave a different cue to

S
11

etc.

3) If S
9

did respond or did so incorrectly
Ti

sdid "No!", repeated the

verbal cue "S
9 stand (in front of) T

2
" ,end priv, i the response by

physically guiding S
9

through the correct re<p(inse. T then provided

only social consequences and recorded "P" prime on the data sheet.

S
11

was then presented with a different eue, etc.

4) When all priming and modeling cues were faded and S5 9 and 11 made 9

consecutive correct responses, instruct inn war. tr-inMe!.
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When an S reached criterion on Set I measures of their ability to respond

to the cues of Sets II, III, IV and V were again obtained. If the Ss did not

perform at criterion on Sets II, III, IV, V they were given instructions on a

second set and then baseline measures were again obtained. This sequence was

followed until each S responded correctly to the three directions of each of
.

the five sets on three consecutive occasions. That is, until an S made 45

consecutive correct responses across the 5 sets of directions.

Results

Both Ss 9 and 11 ultimately performed at criterion (45 consecutive correct

responses across 5 sets of directions), and the performance pattern of each S

will be presented graphically In Figures 1 and 2. However, two points should

be emphasized: A) It was necessary to teach 19 to respond appropriately only

to the directions of Sets I, II, and IV before criterion responding on all 5

sets was obtained; B) It was necessary only to teach S11 (using slight modifi-

cations In the teaching procedures described above) to respond appropriately to

the directions of Set I before criterion responding on all sets was obtained. in

other words, it appeared that Ss 9 and 11 acquired the skill of generalizing the

location cues in front of, next to and behind across different objects.

Table 1 below contains the number of correct responses made on Sets I

through V by 19 during four baseline periods.

TABLE 1

Number of correct responses (out of-a possible 9 correct responses)
$9 emitted during four baseline periods.

Trials 1-3
1st Baseline

Set I 1

II 5

III 3

IV 5

V 4

Total 18

Trials 38-40
2nd Baseline

9

6

9

3

3

30

Trials 53-55 Trials 86-88
3rd Baseline 4th Baseline

9 > 9

8
v
4, 9

9
tn

9
4..

i
0

l
9o

G
7

e.;
9

0
10

34 W 45
i--.
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As can be discerned from Figure 1 and Table 1, 19 made a total of 18 of a

possible 45 correct responses during the initial baseline period (trials 1-3).

A total of 34 teaching trials were required before S9 responded correctly to

each of the 3 directions in Set I on 3 consecutive occasions (trials 4-37).

During the second baseline period (trials 38-40) 19 made 30 of a possible

45 correct responses. It should be noted that during trials 38-40 19 made 9*

correct response to the directions of Sets I and III even though instruction

related to the object involved in Set III had not been received. Then only

12 teaching trials were required to teach S to respond correctly to the 3

directions of Set II on three consecutive occasions.

During the third baseline period (trials 53-55) S9 emitted 34 of a possible

45 correct responses which :ncluded criterion responding to Sets I and III and

8 of 9 correct responses fo Set II. Subsequently, instruction on Set IV was

initiated and 19 teaching trials were required before 19 performed 9 consec-

utive correct responses to the directions of Set IV.

Subsequent to criterion performance on Set IV the fourth baseline period

was initiated (trials 75-77) and baseline measures on Set IV were obtained

before measures on Sets I, II, III and V. However, only 7 of a possible 9

correct responses were obtained (trials 75-77) on Set IV. Thus, T decided

that further instruction and a charge in the criterion were needed. The per-

formance criterion was changed to 15 consecutive correct responses to Set IV

and instruction was S
9

reached this criterion after only 8 teaching

trials (trial 851.

During the fourth baseline period S
9

responded correctly to the direc-

tions of Sets I through V on three consecutive occasions. That is, S per-
-9

formed the tasks of Sets III and V even though instruction was not received.

The performance of S
11

is even more dramatic than that of S
9

in that

during the first baseline period (trials 1-3) S
9

made 8 of a possible 45
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correct responses to the directions of Sets 1 through V. instruction of the

tasks required by Set I was initiated at trial 4 and criterion performance on

Set I was not obtained until trial 92.

As tan be discerned the performance of Sil during trials 4 through 58 was

quite erratic and it appeared doubtful that Sil would reach criterion unless a

modification in the teaching procedure was made. Thus, on trial 59 the following

two additional teaching cues were introduced:

While T issued a verbal cue, T also pointed to the correct position

and modeled the correct response.

As can be discerned from Figure 2, So responded correctly to the 3 direc-

tions of Set I with the aid of the 2 additional cues during trials 59 through

65. At trial 55 the modeling cue was removed and criterion responding was main-

tained. At trial 69 the pointing cue was removed and the original teaching

procedures were reinstated. Criterion performance was obtained at trial 93

after 25 teaching trials.

During the second baseline period (trials 94-96) S11 responded perfectly

to the directions of S:ts II, III, 1V and V.

The performance of S
11

during the second baseline period offers dramatic

support for the hyi.othesis that S
11

had acquired at least some parameters of

the concepts in front of, next to, and behind.
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Part B

Part B is concerned with the performance of Ss 10, 12, 13 and 14.

Initially all 6 Ss in Classroom B received instruction on the program as

it was described in Part A. However, the performance of Ss 10, 12, 13 and 14

was such that major modifications in the original program Were warranted. In

an attempt to communicate the substance of the modifications the performance

of
S13

be presented in detail. The performance of S 15 selected for43
-43

presentation in that it seems representative of the performance of, and modi-

fication used with, Ss 10, 12, and 14.

-43

During trial 1 through 57 (See Figure 3) S13 received instruction as it

was described In Part A. During trial 58 through 68 the program modifications

made for S
11

were also made for S
13 with essentially the same effect. During

trials 69 through 109 the original program Was used and as can be observed was

not sufficient to obtain criterion performance on Set I. Thus, the following

modifications were made:

1) The original Set I tasks were divided into 3 subsets as follows:

Subset Ix included the direction "S
13 stand in front of (person) ";

Subset ly included the directions, "S
13

stand in front of (person)

and S
13 stand next to (person)"; and Subset la included the direc-

tions "S stand in front of (person); S stand next to (person);43 , 13

and S
13

stand behind (person)".

2) Instead of the r.onsumable consequences used previously, T now would

"blow soap bubbles" after S
13 made a correct response.

3) S
11

(who had completed Part A) was used as a reference person.

4) If S made an incorrect response, S13 was asked to model the correcti3 13

response.

5) Criterion was changed to five consecutive correct responses on each

subset.
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Results

At trial 110 the modified teaching procedures described above were imple-

mented. As can be discerned from Figure 3 (trials 110-139) 30 teaching trials

were necessary before S13 reached criterion on Subset lx. At trial 140 Subset

ly was introduced and S13 reached criterion after only 7 teaching trials. in

addition, it should be noted that Ss 10, 12 and 14 had also reached criterion

on Subsets lx and ly.

Unfortunately, the school year ended before further progress in the pro-

gram could be made.
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BEST COPY AVAILABLE

Receptive Languages Program

"The ability to point at, pick up, or otherwise differentially and
correctly respond to named objects, people, events, or concepts is
the goal of receptive vocabulary training (Bricker and Bricker,
1970, p. 105).

The development of at least the receptive language skills delineated ab,ave are

crucial iostiuctional objectives of teachers of young severely handicarped

students in that these students are confronted daily by the necessity to func-

tion in a speaking world in which words are discriminative stimuli for specific

communicative responses. The inability to respond differentially to verbal cues

presented by parents, siblings, and teachers may account for much of the in-

appropriate or deficient communication skills manifested by these students.

If these students do not understand that words represent specific objects,

people, events, or concepts in their environment, it is quite unlikely that

they will be able to follow verbal 0. ections, respond to simple questions, or

even use verbal cues to prod.ice environmental changes of their choosing.

Thus, the primary objective of this program was to teach young severely

handicapped students to touch objects and pictures in response to verbal cues.

The objects and pictures selected for the instructional program were those which

ere present in the home and school enviro..ments of most young children. However,

it should be noted that ancillary objectives were to teach the students basic

attending skills, to function in group instructional settings and to perform

basic pre-reading skills.

Students and Materials

Students (Ss). Twelve Ss (Classes A and B) were involved and the program

was conducted in a mane.!r that allowed each S to progress through the components

of the program at his own rate.
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It should be noted that at least 10 different teachers (Ts) were involved

in the implementation of the program in Classes P. and B. However, as the

teaching procedures were quite standard it was not felt that inter-teacher

variations substantially affected performance. All instruction was conducted

in small group arrangements. That is, one T to 2, 3, or 4 Ss.

Materials. The materials utilized included both three dimensional objects

and pictures. Selection of these materials was based upon the following con-

siderations (Chalfant et al., 1967):

1) The objects, people, events or concepts present in the Ss environment

and how frequently Ss encountered them.

2) The ease with which words could be discriminated from each other based

upon auditory cues. For example, sock, block, and clock were not

selected as an initial set of objects to be taught as the required

auditory discrimination skills seemed too advanced.

3) In an attempt to make the program as concrete as possible only words

with tangible referents were utilized.

4) Finally, special priority was given to items utilized within ongoing

instructional programs and routine school activities.

Table 1 depicts the initial objects selected for the teaching program.

TABLE I

Objects Used in Receptive Language Program

ITEMS RELATED TO CLASSROOM
TOYS DAILY LIVING SKILLS MATERIALS

Set I Set II Set III

doll cup paper
book spoon pencil
truck napkin crayon

Set IV Set V Set VI

puzzle
beanbag
block

toothbrush box
soap scissors
papertowel chalk
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Table 2 depicts the initial pictures selected fo, the teaching program.

BEST COPY AVAILABLE TABLE 2

Pictures Used in Receptive Language Program

Set VII Set VIII Set IX

doll cup paper
book spoon pencil
truck napkin crayon

Set X Set XI Set Xil

scissors tree bathtub
toothbrush car telephone
safety pin kite flag

Set XIII

barn
bed

fence

In addition to consumable reinforcers (cereal, water, candy) data sheets

were constructed that allowed for the continuous recording of all responses to

instructional cues. These data sheets are presented at the end of this report.

As can be discerned from Table 1 Ss were initially required to choose one

object from a set of three. However, other investigators (e.g., Bricker and

Bricker, 1970) have utilized a two-choice discrimination paradigm and defeneed

such an arrangement with the following thesis:

"There are several advantages to the two-choice situation, the most
important beino the ,bility of the trainer to discriminate between
random performance ilnd behavior that is either reliably above or below
chance (the latter operating as an index of the child's"negativism")

.

In addition, any choice situation involves a number of component
stimuli which can potentially control the child's responses. in a
two-choice situation, the child can respond to position, form, color,
size, consequence of the nrevious choice, array, number, or even cues
unknown to the experimenter. In training, the basic strategy is to
bring the child's behavior under control of one dimension and then
systematically shift this dimension by changing the words that in-
dicate the correct choice. If the child responds to some dimension
other than the reinforced one, the two-choice situation offers the
most flexible method for detection and correction of the problem."
p. 105
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While acknowledging the cogency of the thesis of Bricker and Bricker, several

factors were considered potential advantages of the use of a three-choice task,

as a starting point in an instructional sequence.

1) The reinforcement schedule in effect during the initial portions of

the instructional program was continuous in that each correct re!.

sponse resulted in the delivery of a reinforcer. Therefore, in a

two-choice situation an S could respond at a chance level and still

receive reinforcement for 50 percent of his responses. This was

considered to be a high schedule of reinforcement for chance level

responding and might be adequate to maintain such chance responding

without S acquiring the desired discriminations (i.e., extinction of

responses to the incorrect stimulus object and 100 percent correct

responding to the correct stimulus object). The 33 1/3% average

level of reinforcement that would result from an S's chance responding

in a three-choice situation was considered to be more desirable, in

that it represented a potentially weaker schedule of reinforcement for

chance responding.

2) Perhaps related to #1 above is the tendency for severely handicapped

Ss to perswierate upon a response to either one or the other of the

two objects or to a particular location. It was hoped that such

perseverativf: responding would be less likely to occur when three-

choice situations are presented.

3) Presentation of three objects require more difficult scanning skills

than those required by 2 choice tasks. That is, Ss had to look at

each of the three objects displayed before the-1 and touch the correct

object to receive reinforcement. Scannina of a stimulus array is

considered highly desirable for correct resptinding in other programs

requiring more: complex discriminations (e.q., rPading, handwriting).
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. In this program the three-choice situation was initially implemented with all

Ss. In the event that some difficulty was encountered in this situation, in-

dividual Ss were presented the two-choice situations. In effect, the two-choice

situation was employed as a back-up procedure. That is, if an S failed to

progress in the initial three-choice situation, instruction was begun utilizing

the two-choice prncedure.

Instructional Sequence

The instructional program was divided into the following steps.

Step I - Baseline. Baseline measures of each S's oerformance on all steps

were obtained prior to any instruction on those steps. These measures were con-

ducted In a group setting, with Ss alternating turns. For each step ar S was

required to respond to T's verbal cue in the presence of the appropriate instruc-

tional materials. The response was recorded by T without indicating to an S the

accuracy of that response; that is, all responses were followed by T's neutrally

spoken, "Thank you." A baseline trial (and all teaching trials) was completed

when each S had been given an opportunity to respond to 1 presentation of all

of the Items comprising a set. A minimum of twi, -alch trials was obtain'ed for

each S prior to instruction on a task.

Step Il Touchinq objects in response to imitative cues J2rovided by the

teacher. The second step was to establish touching responses. That is, Ss were

taught to touch an object placed on the table in front of the-1. This touching

response was taught to 0:cir following a demonstration (rv0e1) of this response

by T,as imitative touchicg v,ould he a crucial component of future instructional

procedures.

Procedures used to teach imitative touching

1) T placed an object on the table directly in front of one of the Ss in

a group and said, "Si, touch (object )." If S touched the object, T
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then smiled, said "Good", provided a consequence (usually a consumable

in the form cf a piece of cereal), recorded a correct response on the

data sheet, and presented a different object to S2, etc.

2) If S did not touch the object, T repeated the verbal cue, "T, touch

(object)" and demonstrated the correct response by touching the object.

Then T repeated the verbal cue, "Si, touch (object)" and waited for Si

to respond. If Si imitated T's demonstration and touched the object, T

immediately smiled, said "Good", recorded an "M" on the data sheet and

presented a different object to S2, etc.

3) If S did not imitate T's demonstration, T repeated the verbal cue,

"Si, touch (object)" and primed the response by physically guiding Si

through the correct response. When Si completed the touching response

with T's prompting, T smiled, said "Good", recorded a "p" and presented

a different object to S2, On each subsequent trial T's prompting

of S was attenuated (i.e., T provided a decreasing amount of physical

guidance) until Si performed the touching response as an imitation of T.

4) The procedures described in 2 and 3 above were followed until each S

touched the object T touched on 5 consecutive occasions. That is, the

procedures were adhered to until each S was taught to imitate the touching

responses of T.

Step III - Touching objects in response to verbal cues provided by the

teacher. After Ss were taught to imitate the touching of objects following T's

demons.ration, the second step in the program was begun. In Step III the objects

to be taught were presented to an S and I verbally labeled one of them. S was

then required to touch the object T labeled. The two or three objects comprising

each set were present,2d in a random arrangement in front of each S. The initial

object named by T was randrvoly selected. However, on the subsequent opportunities

of each S to respond, T randoml- Selected for naming only previously unnamed
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objects of the set. After each object that was a component of a set had been

named once, the selection procedure was recycled. in adfition, attempts were

made to minimize the naming of the same object iifferent Ss on consecutive

presentations.

Procedures used to teach touching_uf object, in response to verbal cues.

1) T placed 3 objects on the table directly in tront of SI and said, "S1,

touch (object)." If S
1

touched the ? then smiled, said "Good",

provided a consumable consequence, recoiled correct response, and

presented a different cue to S
2'

etc.

2) If S
1

touched an incorrect object, T said, "No", repeated the verbal

cue, "T., touch (object)" and demonstrated the correct response by

touching the object. Then I repeated the verbal cue, "S1 , touch

;object)" and waited for S
1

to respond. If S1 imitated T's demonstra-

tion, I smiled, said "Good" but did not provjde a consumable conseqeenc

and recorded an "M" on the data sheet. Tangible consequences were

provided only when Ss responded correctly to T's initial verbal cues.

Social consequences were prcvided for cor,,ct imitations of T's demon-

strations. Subsequently, the objects acre placed in front of S2, etc.

3) if S did not touch the correct obj(Lt f,ellowing T's lemonstration, T

said, "No", repeated the verbal cue, "Si. -)1..n (object" and primed

the correct response. When S completed the t, oching response with T's

ass i stance, T provided social con.:...quenc,, and recorded a "P" on the

data sheet.

4) Instruction continuel until all primin9 ,eI 3:Iine cue< were fat

and an S made 3 consecutive correct respemso., tow tied t named

object) in response to the labels of torn r,f tn 3 abject. (r a totol

of 9 consecutive correct response%. Sub,,quintly, 3 new 4dct< were

selectei and the procPss was repeated with t 'ct of objects.
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The components of Step IV are identical to those of Step III except that pic-

tures were substituted for objects. The first 3 sets of pictures used as

stimuli in Step IV were drawings of the objects which comprised the first 3

sets of objects used in Step III. Pictures of objects already taught were

utilized in an attempt to enhance the transition from 3 dimensional to 2

dimensional stimuli.

In some instances adaptations or modifications of the teaching proced..ire

were employed with individual Ss. Such adaptations became necessary whenever

a student failed to progress on some component of the instructional program.

Basically there were 3 types of program adaptations: (t) The verbal direc-

tions used by the teachers were shortened from, "Touch ( object,)" to naming only

the object Itself, "(Object) ". (2) The teacher touched and named each object

prior to giving the verbal direction for the student to touch the object (e.g.,

T touched doll and said, "Doll", T touched book and said, "Book", then T said

to S, "Touch book "). These additional verbal cues (T's naming of the objects)

were faded out as an S began to touch the object named by the teacher. (3) As

previously discussed, 3 oh..ect sets were occasional l': rOuced to 2 object sub-

sets.

SO

RESULTS

The performance al 5i are summarized in Table 3, however the detailed

performances of oni 3 7,, 'S, #49, r #i4) arc presented graphically. This

approach was adopted smco ;t ivia,ard that the performances of Ss #5, #9, and

/ /14 adequately represcrIted the 3 performance trends manifested by the 12 Ss.

Thus, graphic presentation lf the 9 other Ss performances is too redundant to

warrant inclusion. Generally, the 3 trends manifesto(' by Ss may be described as7
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1) two Ss (#8 & #14) who reached criterion on only the first few seta

of objects;

2) four Ss (#1, #2, #5, & #6) who reached criterion on all the object

sets and some of the picture sets, but required many teaching trials

to do so; and

3) six Ss (#3, #4, #9, #11, #12, & #13) who reached criterion on all

object sets either during initial testing (baseline conditions) or

following a small number of teaching trials.

TABLE 3

WORD SETS REACHING LRITERIPN

Students

...--

Sets of Objects Sets of Pictures

I II Ill IV V VI VII VIII IX XI XII Xl I

#8 X

#14 X
4.

.
,-

#1 X x x X X X X
'.. ...............

#2

4

X, X X X X Y X X X

#5 X X x x x x X x X

#6 x x x X X X X

. #3 X X X X i X Due to the high level of recep-
tive lanoudge skills displayed
by S5 3, 4, 9. 11, 12, and 13
during instruct ion on the first
6 set,,, instrw.:ion was initiated
on tasks requiring more complex
speech and lwiciudw skills (e.g.,
object label ing, comprehension of
verbs).

# 4 X X
--r

X v X ,

#9 X X X X X X

#11 X

X

X X , X X

X

#I2 X A X X

#13 X X x

____X

X X
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A 100°203 it should be noted that two different criterion levels ,sere adopted.

During the testing (baieline) conditions criterion performance was defined as

6 consecutive correct touching responses to object or picture sets. During

the teaching phases criterion was defined as 9 consecutive correct responses

to object or picture sets.

Ss displaying the first type of performance (criterion on only a few sets)

will be discussed first. The results of S #14 were selected to represent the

responding typical of this level of performance. As can be discerned from

inspection of Figure 1, S #14 performed inconsistently on the initial set of

3 objects (doll-book-truck). Therefore, Set I was reduced to two subsets in-

volving two-choice tasks (doll -book; truck-book). Following the introduction

of the first two-choice sut,set (doll-bcok) S #14's level of correct responding

increased, but failed to reach the criterion level. Following the 68th teaching

trial.the teaching procedure was modified in an attempt to facilitate the ac-

quisition of the reenntive skills. This modification consisted of

touching and verbally narilg e.7. of the objects (doll - boot.) displayed before

S #14 prior to giving the diretion, "Touch (object)." it appears that this

modification did result in an if,.reased level of correct responding, in that

S #14 reached criterion in 20 adiitional trials. Subsequently the extra verbal

cues (naming object prior to directing S #14 to respond) were faded until the

original instructional procedure was reinstated and S #14 responded at cri-

terion level. At this point teaching the second two-choice subset (truck-book)

was initiated and S #14 rArilly rrdched criterion (15 teaching trials). Finally,

the original three-choice set was reinstated and criterion was attained after

13 teaching trials.

The next objects that were taught to S #14 (Figure 2) were contained in

Set II (cup-spoon-napkin). Ini'ially these objects were presented in the two-

choice subsets; cup-son -Jon spoon-napkin. However, S #14 made no errors on
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these subsets during baseline measures and Set Ii (the three-choice set) was

taught in 10 trials.

Set III (paper-pencil-crayon) was reduced to the two-choice subsets,

crayon-pencil and pencil-paper (Figure 3). Teaching was never successfully

completed on the first pair of objects (pencil-crayon) and was finally discon-

tinued after 100 trials. This set probably represents a poor choice for instruc-

tion due to the similarity of the stimulus objects. S #14 repeatedly reached

the instructional criterion but failed to maintain the criterion level of re-

sponding in re-testing (re-baseline) situations.

The final object set on which S #14 received instruction was Set III

(papertowel-soap-toothbrush). This set was reduced to the two-choice subsets;

papertowel-soap; soap-toothbrush, and papertowel-toothbrush. During baseline

measurement (Figure 4) S #14 responded correctly to the subsets soap - toothbrush

and papertowel-toothbrush; but did poorly on the papertowel-soap subset. Sub-

sequently, teaching was initiated on this subset and was net yet completed by

the end of the school year.

A second performance level was displayed by 4 Ss (#1, #2, #5, & #6) who

demonstrated little or no initial correct responding and required many teaching

trials to reach the criterion level of responding. Typically these Ss showed

poor progress on the initial set of three objects, (Set I, doll-book-truck) and

therefore this set was reduced to the subsets; doll-book, book-truck and truck-

doll. After requiring a large number of teaching trials to reach criterion on

both the subsets and Set I itself, Ss began to reach criterion on subsequent 3

choice sets (Set II through Set XIII). Often the number of teaching trials re-

quired for an S to reach criterion decreased dramatically over previous sets.

As the performance records of the 4 Ss are quite similar only the responses of

S #5 are presented in detail.
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Figures 5 & 6 depict the data of S #5 as he progressed through the 13 sets of

objects and pictures. Student #5's responding on Set I (truck-doll-book) was

inconsistent during both baseline and teaching phases of the program. This set

was reduced to the subsets, doll-book and book-truck. However, teaching on these

two subsets was unsuccessful in that a consistent level of correct responding

was not obtained. Finally, instruction on objects comprising Set I was discon-

tinued and the objects of Set II (cup-napkin-spoon) were introduced as the two

choice subsets; cup-napkin, cup-spoon and spoon-napkin. After criterion was

reached on each of these 3 subsets, Set II was presented in its entirety (spoon-

napkin-cup) and the criterion level c' responding was attained following 43

teaching trials. Subsequently Set I was re-presented as were the remaining

11 sets. These 12 sets required only 78 teaching trials to reach criterion;

demonstrating #5's improved acquisition skill as the program progressed.

The final performance level was manifested by Ss #3, #4, #9, #11, #12,

and #13. These Ss either displayed the desired receptive language skills

during initial testing (baseline conditions) or acquired these skills following

a small number of teaching trials. The results of S #9 were selected to repre-

sent the performance level of these Ss.

a

Figure 7 depicts the data of S #9 as she progressed through the first 6

sets of objects. As can be discerned, S #9 reached the instructional cri-

terion on:

1) Set I (book-doll-truck) following 3 teaching trials;

2) Set II (cup-napkin-spoon) during baseline measurement;

3) Set III (paper-pencil-crayon) following 6 teaching trials;

4) Set IV (puzzle-beanbag-block) following 3 teaching trials;

5) Set V (toothbrush-soap-papertowel) following 5 teaching trials; and

6) Set VI (box-scissors-chalk) following 5 teaching trials.
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As these 6 Ss displayed a high level of receptive language skills in re-

gard to the initial 6 sets of objects, instruction was subsequently initiated

on tasks requiring more complex speech and language skills (e.g., object labeling,

comprehension of verbs). Thus, the instructional program for these 6 Ss was not

continued through all 13 sets of objects and pictures described previously.

DISCUSSION

Several problems were encountered during initial attempts at teaching the

above mentioned receptive language skills. Many of the students were not

accustomed to the instructional situation, and thus displayed deficits in

skills related to sitting in chairs, looking at the teacher and/or the materials

displayed, responding to the teacher's verbal directions and working intensely

at a task for an extended period of time. In addition many of the students

Initially displayed behaviors that were disruptive or incompatible with the

acquisition af receptive language skills. These behavior problems were usually

managed while instruction was in progress. However, several students' oehavior

was so severe (head banging, loud crying) that specific programs of intervention

were instituted at the start of instruction. (More detailed accounts of the

management problems encountered and the procedures utilized in their remedia-

tions are presented elsewhere in this report).

As many of the students entered the program with few functional classroom

skills the teachers attempted to avoid the use of verbal directions that might

he too long, too complex or contain words to which the students had not yet

learned to respond. Thus a series of precise verbal directions were devised

(e.g., "Touch (object) ") and employed throughout the instructional program.

While the procedures employed did not chow for an exact comparison of

performance on the two and three-choice tasks, with some Ss the two-choice
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task did appear to be superior. These children ( #h. #2, #5, #6, #8, & #14)

did not progress well during initial instruction on the first set of three

objects (truck-doll-book). Thus, Set I was reduced to subsets of 2 objects

(truck-doll; doll-book; book-truck) and the same teaching procedure was utilized

in this modified two-choice situation. Reducing the number of objects in the

array displayed before S had the effect of both (1) reducing the number of

choices available to S and (2) simplifying the scanning or observing espouses

required to discern the correct object. Again the present program cannot

separate these two factors, however, the Ss poor scanning appeared to be the

more important factor. Informal observations by Is indicated that some Ss

appeared to touch the first object their eyes contacted. This failure to

systematically observe all the objects in the array and then choose the ccrrect

one may have accounted for the poorer progress with threechoice situations.

Receptive language training was one of the first instructional programs

introduced since it was considered to be crucial for the development

of other more complex s!!lis. The ability to respond differentially to the

teacher's speech is a component of nearly every instructional program. In

addition, early training in receptive language appears to facilitate later

articulation of those same words. Mann and Baer (1971) found that:

n
exposure to words that have stimulus control over a subject's

non-verbal behavior can facilitate later articulation of those
same words."

The same authors conclude:

"The present paper supports the conslusion of Winitz and Preisler
(1965) and Pimslcur (1963) that discrimination training can be a
functional antecedent to sound production. The present research
also extends their findings further by suggesting that articula-
tion not only of single sounds but of chains of sounds (i.e.,
words) can be facilitated by the proper exposure to lanyuagc."

The receptive language program was concise and specific enough to be

readily transferred to a home teaching situation. Parents could quickly
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learn the procedure and provide a short teaching session at home each evening.

These teaching sessions were employed with some students to demonstrate

effective teaching procedures as well as the progress of the students to the

parents. Additionally, such home sessions served as reviews for receptive

language skills already acquired by the students.

While this program may initially appear to be somewhat circumscribed and

rigid in its format, it has been demonstrated to Le effective instructional

vehicle for severely handicapped students. The author:. are in agreement with

Guess, Rutherford, Smith and Ensminger 0910) when they state:

"First, and most obvious, is the fact that planning effective languagetraining programs for severely retarded children is not an easy endeavor.For this type of child It is not enough just to bombard him with a widevariety of materials and hope that somehow he will appropriately respondto them. This was initially tried in the low level classes. It became
apparent, however, chat these children lacked the necessary language
skills to enable them to generalize what little knowledge they had to
a heterogeneous array of psycholinguistic areas. On the contrary, it
was necessary to confine the program to a delimited number of deficit
areas, and plan systematic lessons aimed specifically at the remedia-
tion of these areas."
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Date:

Date:

OIONNIMIIM....111.1

DATA SHEET
RECEPTIVE LANGUAGE PROGRAM

Set: Cue: "Touch (obiectl"

66

Name Trial book doll truck No. Correct

Subject 1 1
p-A. m** + 1

2 M M 1

3 + 3

SEA: Cue: "Touch (object)"

Name Trial cup spoon napkin

M

No. Correct

1Subject 2 17 M +

18 M M 1

19 M + M 1

Date: Set: XI Cue: "Touch (picture)"

Date:

Date:

Name Trial IIIIIIIII car 1119111111 No. Correct

Sub ect 12 11111111111=111111.11111 1

13 M 2

14 M + + 2

Set: Cue:

Name Trial No. Correct

Set: Cue:

Name

II.
Trial No. Correct

*1) - touching response of S obt6ined by priming
**M - touching response of S obtained by modeling
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COPY MART ABMExpressive Language Program
1E33

The students comprising both Classrooms A and B displayed diverse levels

of language skills. Within these 1 ev els so m e students (2, 5, 6

and 8) manifested almost no production of articulate sounds, limited physical gestures,

and slow progress in the verbal direction and receptive language programs.

Other students (9 and 11) frequently produced 2 and 3 word utterances, used extensive

physical gestures and rapidly progressed through both the verbal direction

and receptive language programs. Attempts were made to involve all

students in programs designed to teach functional expressive language skills.

However, these programs were generally individually designed and therefore

varied widely. Some of the programs utilized are reported in this paper.

Program 1 - Teaching Imitation of Sounds

This program was designed for use with Ss (1, 2, 5, 6, 7, 8 and 14) who

displayed the lowest level of expressive language functioning. Its purpose

was to teach these Ss to correctly imitate sounds or words demonstrated by

T. Initially Ss were asked to imitate simple vowel and consonant sounds

(e.g., (a) father, (o) food, (b) ball, Cm) ra). As imitations of these

sounds improved, imitation of more complex blends of sounds and eventually

words was required of Ss. The procedures utilized in Program 1 have been

described elsewhere (York, grown, Yoder A Scheerenhergor, 1972) and therefore

are not presented in this report.

Program 2 - Teaching Object and Pizture Labeling

Ss in both Classrooms A and B who displayed good verbal imitation of

words modeled by T (3, 4, 9, 10, 11, 12 and 13) were subsequently involved in

the labeling of objects and pictures. Initially Ss were tested (baseline
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conditions) on their ability to verbrIlly label objects and pictures. (A

sample vocabulary list and the results of 2 Ss follow this program). From

the baseline measures obtained on this vocabulary list, the teachers then

decided whether students needed additional training in picture labeling or

whether students should be involved in more sophisticated tasks such as

labeling actions or the relative location of objects in space (i.e., block

on box, block under box).

The baseline and teaching procedures utilized to teach the labeling of

objects and pictures were essentially the same as described in the receptive

language skills piograin. The only exceptions were (1) that verbal instead of

touching responses were required and (2) the verbal direct;on enployed by T

was changed from, "Si, touch :52121L:A)", to "II, that is this?" The outline

of a picture labeling program used with Ss (3, 4, 12 and 13) follows.

Picture Labeling

Students (Ss):

Two Ss (3 and 4) frc.:1 Classioom A and two Ss (12 and 151 from Classroom D

were involved in the proyrnm. Instruction was conducted at a small

table (See room diagrams in Append I3), with one teat.! ci (T) to 2 Ss.

Materials:

Ten pictures were selected from the picture voci. u:;.iy list which both

Ss had labeled incorrectly or failed to label on tho t.,1 trial baseline (list

follows program). Suhseciently, the ten pictures were divided into two sets,

with five pictures in each set. The pictures used were fron the Peabody

Language bevelopnent Kit - Level I' and arc listed below:
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Classroom A Classroom B

Set I pear Set I apron
pineapple glove
ruler rake
bee

orange
lamp

butterfly

Set II mittens Set II ruler
watermelon pan
worm

lock
brush iron
barn

potato

Instructional Sequence:

Step I: Baseline measures were obtained on each Ss initial ability to

label the ten pictures in Sets I and II. (2 trial baseline)

Step II: S4 was taught to label the pictures of Set I and S3 was taught

to label the pictures of Set II in response to T's verbal direction, "S,

What is this?" Criterion was set at correct responding to each of the five

pictures in a set on three consecutive trials or a total of 15 consecutive

correct responses.

Step Re-baseline measures were obtained on each Ss ability to

label the pictures in Set I and Set II.

Step IV: S4 was taught to label the pictures of Set II and S3 was taught

to label the pictures of Set I. Criterion was again set at errorless responding

on three consecutive trials.

Step V: Re baseline measures obtained on each S's ability to label the

pictures in Set I and Set II.

Results:

All four Ss successfully completed the program. In order to communicate

the performance pattern of Ss, the performance of E3 and It will he presented

graphically. It can be discerned from Figure 1 that fA nade 0 of a possible 5

correct responses on Set II on the initial two trial baseline (trials 1, 2).

Instruction was initiated on Set I and reached criterion after 21 teaching
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BEST COPY AVAILABLE

trials (trials 3-23). SA was instructed on trials 24-26 only because the

teacher was awaiting criterion performance by 23 on Set II. During the

re-baseline (second baseline) period (trials 27, 28) S4 maintained errorless

responding on Set I and displayed improved performance on Set II, making 7

of a possible 10 correct responses. Subsequently, only 4 teaching trials

were required for S4 to reach criterion on Set 11. Again 24 was exposed to

3 extra teaching trials while S3 reached criterion on Set I. During re-

baseline measurement (third bateline) SA maintained errorless responding on

both Sets I and II (trials 36, 37 and 38).

As can be discerned from Figure 1, 23 also made 0 of a possible S correct

responses on both Sets I and II during the initial baseline period (trials

1, 2). After 24 teaching trials, S3 had still not reached criterion on Set II.

This appeared to be the result of S3's consistent response to the picture of a

brush with a verbalization that T could not understand. Therefore, T decided

to terminate instruction onSet II with S3 making 4 correct responses and

continued with the rest of the program. Re-baseline measures resulted in D

correctly labeling 8 of a possible 10 pictures in Set II (both errors involved

the picture of the brush) and 2 of 10 possible pictures in Sot I (trials 27, 28).

Instruction was then initiated on Set I and 23 reached criterion after 7

teaching trials. During the re-baseline (third baseline) period (trials 36,

37, 38) S3 maintained errorless responding on Set I and made 12 of a possible

15 correct responses on Set II (all 3 errors involved the picture of the brush).

Discussion:

It was the teachers' projection that some students could benefit from

merely being in an instructional setting with other students. That is, a

student could acquire certain skills while watching another student being
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instructed on the task and without receiving direct in:;truction on that task

himself. It is apparent from the performance of thx, this did in fact

occur. S4 had not received direct instruction on 5;et II prior to the second

baseline period, however, his performance on Set. II increased dramatically

from 0 correct responses on the initial baseline trials to 7 correct responses

(of a possible 10) during the re- baseline (second 1,aseline) condition. It

is hypothesized that S4 had acquired the correct z-,i ;.;!qeste Set II while

observing Ss being instructed on that set. It should be noted that 13 did

not show the dramatic increase in cerrect respondi the tasks reouired

of him. However, the nurber of correct responses did increase slightly.

Nevertheless, the performance pattern of S4 can he indication to the

teacher that a student like S4 may not need direct instruction on all tasks

the teacher feels should be acquired. In fact, it vas rw.ted by the teacher

of S4 that throughout tits school year, v,4 increased his vocabulary tremendously

by imitating adult language in the room. One right then assume that by

providing a good language model in S.1's envi ronr'eiit , 1; C in a y acquire many

language skills without direct instruction. Instead, dirc-t instructional

time may he utilized more efficiently by precentiny more complex tasks where

incidental learning is unlikely.
BEST COPY AVAILABLE

Program 3 - Lalielinr. Action Pittui,.s

Those students from t Ciassroo..4 A aip it Ow initially labeled a

large number of objects and 1.ic;;T-:. or had licquiit..1 th.'se 1:0)els in Program 2,

were subsequently taught to label action picturen. An w: this propram

is presented below:

Phase I: Ss are to verbally label the phy:,,cml acticn J(Tictvd in a

picture with the apprGiriati: vi.r1 label,
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The teacher would place a picture in front of an S and say "What is

(ya. or girl) doing?"

Actions depicted in pictures
eP21111Lai2ELESIEUTMEE

1) Girl eating 1) "eating"
2) Boy walking 2) "walking"
3) Girl sleeping 3) "sleeping"
4) Boy sitting 4) "sitting"
5) Boy running 5) "running"

*An unconjugated form of the verb was also an acceptable response
(e.g. "eat", "walk").

The second phase of this program attempted to combine the basic language

components already taught into a rudimentary syntactic construction (noun -

verb).

Phase II: Ss are to verbally label the physical action depicted in a

picture with the appropriate subject and verb labels.

The teacher would place a picture in front of an S and say "What is

(ya or girl) doing?"

Actions depicted in pictures *Desired Student Response

1) Girl eating 1) "Girl eating"
2) Boy walking 2) "Boy walking"
3) Girl sleeping 3) "Girl sleeping"
4) Boy sitting 4) "Boy sitting"
5) Boy running 5) "Boy running"

*An unconjugated form of the verb was also acceptable response
(e.g. "Girl eat")

Program 4 - Placing and Naming the Relative
Location of Objects in Space (Pre )os)i17173-

This program was taught concurrently with Program 3 and several other

language programs. The Ss (3, 4, 9, 11, 12 and 13) who wee involved came
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from both Classrooms A and B. It should be noted that the program outlined

below had both a receptive (Phase I) and expressive (Phase II) language

component.

Phase I: Ss were to place a block in the correct location in relation

to a wooden box when ,;iven a verbal cue by the teacher "Put the block (on,

in, under) the box."

Teacher Cue Student Response

1) "Put the block in the box."

2) "Put the block on the box."

74

1) S would lift the lid of the
Fox and place the block inside
the box.

2) S would put the block on the
closed lid of the box.

3) "Put the block under the block." 3) S would place the block under-
neath the bottom of the box
(box was supported by 2" legs).

Phase II: Ss were to verbally report the location of the block, in

relation to a wooden box, (with the appropriate prepositional label), when

asked "Where is the block?"

Teacher Cue Student Response

1) T would place the block in
the box and say "Where is
the block?"

2) T would place the block on
the box and say "Where is
the block?"

3) T would place the block
under the box and say "Where
is the block?"

1) "in"

2) "on"

3) "under"
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VOCABULARY LIST

S4

A
airplane
alligator
apple
apron

+
+
+

+
+
+

GO

arm + + a*

B
bacon . . . .
banana + + AL -
broom "mop" "mop" -boat + 'tie

"babo" "babo"bike + + "be -bus + + "bu" "bubu"butterfly + + . .
bird + . . -
bunny + + -
beans . .
bee "butterfly" "butterfly" "boy" -

C

75

bat (animal)
bear + + "kitty" "kitty"breed - + "bre" -balloon + +
belt + + - +button + + .
bell
bathtub + + "bathroom" "bathroom"butter + + V +
brush "comb" "earl," "hair" "hair"bat (toy) "ball" "ball" -ball + + + +bed + + "ed" -barn "cow" "now" "door" -

camel - - "cah" .couch + + . .
cf,p "hat" "hat" - "ha n"cereal - + . .corfee pot "pot" "pot" "Co Of" -clown + + - -COW "moo" + - -coat + + - "rhirt"comb + + "hair" "hair"carrots + + - -corn + + . .cakr, 4 + + +
cowboy "man" "owbody"creckPrs + + - peps.
checne + + - if unpcloudy + + - -
car

+ + + +chair + +
+ +calendar

.
-
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D
dollar
drum
deer
dentist
dress
donkey
dime

E
elephant
egv beater
eggs
eye
elbow
eraser

F
frog
fox
fpnther
eiretruck
fireman
finger
foot
fork
fish
flag
flowfir
fence

G

glas-es
giraffe
gl ovPs
glass
goat
u

hP14Popter
horqe

nei

han'tqrger
hot dog
hat
h-,rn

84

"money" "money"

"doctor" "doctor"

"heehaw" "heehaw"
"penny" "money"

a

"soap" "soap"

a.. a

"police"

4

+4

+

110

"cup" nup"

"-ookie"

+

a

a

a
a

110

a

"turtle" "toad"

tires.

"fire"
"fe"
IMO

a a

a

a

nRcot

"gira"

Olinporft

a

a
4

is go is

-SW
"lamb"

a
hn

"bur"
fl, nnd"
vInvi

a

110

a

"hang" "hang"

7 6
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S4 .13

I

ice cream cone + + - .
iron + . .
ironing board . . "tA" -
Indian . + + . -

K

jell° + "pie"

77

ketchup + + "ke" "ke"
knee + + . +
knife + + . - +
kittens "cats" "cats" "ke e" "kp kA"
key + + . +
kleenex + + . +
kite + + . -

L
lion . - "kitty" "kitty"
lamp "lights" "lights"
leg + + + -
lemon + + .

M

Slo

mouth - - - -
mailman + + -
milk + +
mittens a - . -
monkey + + - -
moon "banana" "banana" +

N
Nurse "doctor" "doctor"
necklace
nickel + + "penny"

0
owl + + - .
o '-ange OD OP -
orange juice "milk" "milk" - -
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penny
piano
pig
penguin
peacock
policeman
plate

"money" "money"

+ t+
"police" "man"

116

Oa me

OM

ON

OD

pants
purse OM

pumpkin OD GO

puppy
polarbear

"dog" "dog"
"bear" "bear"

OD

pineapple CO OM

pear
pin
potato chips

Pler

"coGkie" "fribo"

11110 WO

peach "lemon" "lemon" a 011,

pop "coke" "coke" "sofa" "soda"
pail
pan

"cup" "cup" a
a

pot
popcorn OD

R

S

quarter

ruler
raincoat
rooster
refrigerator
record player

sewing machine
slide
,h'ep
squirrel
!teal

shorts

"money" "nickel"

"nont" "cone
"chicl,en" "chicken"

OMR

4

"p -ants" -

OM

-

"coat"

"free"

"qui r"

I

78

"coat"
"roe

swimming
spider
shoe
stove
sInk
011 rt
trIcip

skirt
swing

suit
+

"boot"
eRs

NI

"coat"

"boot"

"not t"

4.

NO

4

4

"root"
flce n

OW

,101111

<An 'w h "bread" "b,-nad" "snn"
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sit

T
thumb
toilet
tiger
turtle
toast
tea pot
turkey

+ +
"potty" "potty"

. +
+ +

"pancake" "putter "_"
"tea" "tea"

"peacock" "peacock"

NW

+
'kitty"

"tur"
+
OW

4ND

+

-.

"tur"
+
MO

"tur"
towel + + . .
table + + "ta" +
television . + PTV" "TV!
telephone + + "phone" "phone"
toothpaste * + + "pasta"
tree ++ + + +

U.V
umbrella + + WO 4NO

vacuum cleaner + + OW OW

W
watermelon
wagon

Oa

+
4ND

+
ON OW

whale 4ND SID ND WO

watch "clock" "clock" + +
worm "snake" "snake" MD OW

X -Y-2

zebra + +
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Initial Sight Word Reading Program

This program was designed and implemented in an attempt to develop

several basic sight word reading skills. For reasons stated in papers

previously produced by the Badger staff a "whole word" approach to reading

was adopted. The skills developed in Ois program are considered pre-

requisites for the successful reading of chart stories. Thus, the objects

and words used here were selected because they could be incorporated into

chart stories rather easily.

In general the program was concerned with teaching the following basic

skills:

1) Verbally labeling objects;

2) Verbally labeling pictures of objects;

3) Verbally labeling different sized objects;

4) Verbally labeling printed words that represented the
relative size of objects.

As can be surmised from perus.1 of other programs in this report, the

skills uneer instruction here cannot be separated from skills under instruction

in other programs that were conducted concomitantly. Thus, the performance

of the students as observed in t:.is program was probably influenced by

training received in other programs. On one hand one night consider this

lack of exclusiveness contaminating in that it is not possible to determine

the specific effects of the manipulz dons on the behavior of the students.

On the other hand, the performance of many students across programs offers

at least anecdotal support for transfer of training skills which is certainly

desirable.

Finally, the prograr, was designed so that training, on one task might

facilitate acquisition or performance of the stills required of other tast.s.

This endeavor should be tr.pt in mind when several dramatic changes
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responding without direct training are encountered.

BEST COPY AVAILABLE
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Students and Materials

Students (Ss). Five Ss (1, 2, 9, 11, 12) fror classes A and B were

involved in this program. Each S was allowed to progress through the

components at his individual pace. The teaching arrangement consisted of

small groups of one T to 1, 2, or 3 Ss.

Materials. Conduction of the teaching program involved the use of the

following teacher made materials:

1) Six 4 1/2" x 5" pieces of manilla tagboard with objects drawn on them;

2) Two construction paper circles, 2 1/2" and 9" in diameter respectively;

3) Eight 3" x 9" pieces of manilla tagboard each containing a printed
sight word;

4) Data sheets which proviucd space for date, step, cue, name, trial
number, and total number of correct responses, allowing for a con-
tinuous recording of all responses (see example data sheet at the
end of this report).

Task Analysis

The following depicts the object drawings and corresponding sight words

selected for teaching in Phases I and Has well as a task analysis.

Phase I - Labeling the sight words ball, balloon and fish.

Stop 1 - Labeling of object drawings.

Set I - Drawings of the following:
ball
fish

balloon

Step 2 - Labeling object sight words with visual cues.

Set II - Drawings and printed words repiesenting the following:
ball
fish
balloon

Step 3 - Labeling of object sight words.

Set III - The following object sight wvrds:
ball
fish
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Phase II - Ldhcling the siv,ht %ords wasel bird and apple.

EL2222111and VI of I.ase II arc identical to Steps I, II, and III

of Phase I, with the exception tbat the drawings and words representing

a house, a bird and an apple were substituted for drawings and words

representing a fish, a ball and a balloon.

Phase III - Lall,ling of sight v:122:112EumEti roalive size.

Etsp VII - Labeling of the relative size of of)etts.

Set VII included a big circle and a little circle.

Step VIII Labeliag of ;iLe sight word with a visual cue.

Set VIII included a big circle, a little circle and the
corresponding sight words (big, little).

Step IX - Labeling.2f size sight words.

Set IX included the size sight words, big and little.

Teaching Procedures

Stall: Teaching the labeliar of object drawines. Before sight words

were introdui.d ce, were tang!lt to verbally label the drawings of objects so

the drawing:, could eventually be paired with priatt :,ight words. Teaching

was conducted as follows:

1) 1 placcd on the table directly in front cf S1 an object drawing from
Set 1 and said, "b, what is this?" If Li correctly labeled the
drawl I smiled, said "(a.aid, etc.", issued a consumable consequence,
':ecorde..1 4 correct responsf (), and presente,: a different object
drawii, from Set I to f;,, etc.

2) If S rad no respon,f e.r !ade an in...rrect respons: T said "No!",
rep ilt,.d the cue, ".1, eaat iq this?" and verbally noCieled the
cozreet ,'Gabel of oUiect drawing)". T again repeated
the cue, ":)1, ...at. is this?" If correctly imitated the verbal
model T .aid "(;o)d, etc." (did aot deliver a consumable
con5equenct.) reLordek.: an "lii" (first model) on the data sheet and
pre:Ilvd different object drawl:It! from Set I to Sa, etc.

3) If , ;:v NO 71 .;onse or di,A eet corr-ctly initate the verbal model
T "!:( the cue

, 11
v Irit is this, say (label of of

::.

It
1
r!spnded correctly T prmided only social

coesieeeea, .1.1 recorded ",!," (second model) on the data sheet.
was gi-c;. a difft!rent object drawing to label, etc.
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4) If S made no response or an incorrect response T said "No, this is
a (Ube' of object drawing)", recorded an incorrect icsponse and
tealiiiiiMTIETTUNTWs terminated. was then given a different
object drawing to label, etc.

S) Instruction continued on the object drawings until an individual S
performed correctly in three consecutive trials, each trial consisting
of one response to each object drawing without assistance from T.

Ste 2 - Teaching the labeling of object sight words with visual cues.

After Ss were taught to label the object drawing'., the drawings were presented

with their respective printed words in order to tat.ilitate a transition between

the object drawing and a printed word. Teaching was conducted as follows:

1) T placed the sight word with the recpe,-ti-e lbjecr drawing above it
on the table directly in front of Si and T positioned his index
finger to the left of the sight word. T then said 11, what word
is this?" If S correctly labeled the Tight word T smiled, said
"Good, etc.", issued a consumable, recorded a correct response CO
and presented a different sight word and respective object drawing
to 2, etc.

2) If S1 did not respond or did so incorrectly T said "Nr1", repeated
the cue, "SI, what word is this?", verbally modeled : correct
response, 9objcct sight word)" and repeated the r SI, what
word is this?" If-EI correctly imitated the mode.. $miled, said
"Good, etc.", did not provide a consumable, records.. 111" on the
data sheet and presented a different sight uord and corresponding
object drawing to S2, etc.

3) If SA did not respond or incorrectly imitated the verbal model, T
saiT"No!", repeated the cue, "SI, what uord is this?", then
pointed to the object drawing with his Index finger and said,
"Sj, what is this?". El then labeled the object drawing (a task
learned in Step 1). T then returned bis index finger to the sight
word and repeated the cue, "SI, what word is this?". If El cor-
rectly labeled the sight wog 7' provided Si with social consequences
only and recorded "M7" on th data sheet. 5 was then presented
with a different sight word and respective object drawing, etc.

4) Instruction was continued until an individual S performed correctly
without assistance from T on three consecutive trials, each trial
consisting of three responses.

Step 3 - Teaching the labeling of object sight words. then an individual

S was taught to label the sight words with visual cues (object t. ings), these

cues were removed and the sight wordsuerepresented alone. Teaching was conducted

as follows:
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1) T placed the sight word on the table directly in front of fl and T
positioned his index finger to the left of the sight word. T said
"S19 what word is this?". If L;1 correctly labeled the sight word,
T smiled, said "Good, etc.", issued a consumable, recorded a correct
response (+), and presented a different sight word to Sl, etc.

2) If S1 made no response or responded incorrectly, I said "No! ",
repeated the cue, "lb what w:.,rd is this?" and modeled the correct
response, "(object sight erd)". T then repvated the cue, "S1, what
word is this?". If correctly initateci node: I smiled, said
"Good, etc.", did not issue a consumaLle Lon..equence, recort:ed "M"
on the data sheet, presented with a diffarent object sight word,
etc.

3) If S1 did not respond or responded incoirectic T said "No!" repeated
the cue, what word is this?" and asked ql To verhally the
sight word, "Si, say (object sight word) ". !I SI r:,ionded correctly
T provided social ccnsequences only, recorded "t2" op the data sheet
and presented S., with a different object sight word, etc.

4) If SI made no response or responded incorrectl., T said "No, this
worTis (label of object sight word)" recorded an incorrect response
(-) and presented 12 with a different sight woid, etc.

5) Instruction w;::: continued until an individual S performed correctly
without assistance from I on three consecutive trials, each trial
requiring three responses.

As stated above the object drawings and correlated sight words used in

Steps IV, V, and VI were different than those used in `;tops 1; II, and III.

However, the procedures used to teach correct responding in Steps IV, V, and

VI were identical to those used in relation to Steps I, II, and III.

Step VII - Teaching the labeling of the relative size of oljects. In

the program (big and little) referred to in the mathematici section of this

report Ss 9, 11, and 13 were taught to verbally report 0.ether an object was

big or little. Thus, teaching the labeling of big and little objects here

was unnecessary. However, in our view the reader should he advised that if

Ss were not taught to label big and little objects elsewhere, they would have

been taught at this point in this program.

Step VIII - Teaching the labeling of size sight vr,rds with visual curs.

This skill was taught using the proLedures describe! in "er. II and V. The

only major departure being the pwAtioning of the visual cue. 'Mat is, when
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the sight word "big" was presented the "big" circle was placed directly above

the word "big" and the "little" circle was placed to either the left or right

of the "big" circle. When the word "little" was presented the "little" circle

was placed directly above the word "little" and the "hi ).," circle was placed

to the left or right of the "little" circle. This tsas done because the size of

an object is only relative to the size of the othvr ohject(s) around it.

Consequently,5 would need two objects to detengig, elative size of one.

Step IX - Teachiust the labeling of size siOt :h teachino, proce-

dures for this skill are identical to those descrihud u' ":et 1;1 Att.! Vi.

RESW.TS

Tht. general performance of the five Ss involve:I in this program at the

end of the school year is presented in Table 1. However, ill: t.:,e performance

of S4 will he presented in detail as it appears that '. e pevf,vr:+nce of "fl

provides a reasonable presentation of the other 10 i-mpletcd the three

phases of the progran.

TABLE 1

Phases

Steps
Student I II III IV V VI VII

12 X* X

4

011110.111.

X X

9 1, X X k Y.Val1111,

11 X X X X X X

13
-1110.1111.01116.11

X X X X

* X = S retithed criterion op a particu!ar %tp.

emmummow

VIII TX.

N X

i 1 X
I...ma.

X X
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As can be discerned from Table 1, S12 performed at criteria level in

Phase I. It should be noted that based upon deficits in performance in other

programs, instruction on the sight word program was terminated. That is, a

priority decision was made by the teaches which resulted in the substitution

of other programs for the sight word program. Subsequent to the removal of

the alluded to deficits, instruction on the sight word program will be

reinstituted.

As can be discerned from Table 1, S performed at criterion level in

Phase II. It should be noted that S was a member of Class A, while the

remaining Ss were members of Class B. 54 did perform at criterion level on

three different object drawings and words but they were not the same objects

and drawings as were used in Phase I of this program. Unfortunately, the school

year ended before 14 could receive training on the Phase III tasks.

As can be discerned from Table 1, Ss 9, 11, and 13 performed at criterion

level on the tasks required in Phases I, II, and III.

The performance of S9 is depicted graphically in Figure 1.

As can be discerned from Figure 1A, during the three baseline trials of

Step 1 (labeling object drawings) §9 made 6 of a possible 0 correct responses.

Only 4 teaching trials (trials 4-7) were required to secure criterion per-

formance. Subsequent to criter:nn performance on Step 1, baselines of the

skills required in Steps II and III were obtained.

Figure lB represents the performance of S9 on the ta,'Ns required in

Steps Il and During the baseline period (trials I-7.) So made S of a

possible 9 correct responses on Step II (labeling object sight words with

visual cues) and no correct respons' :s on Step III (label ing object sight

words). Teachint! trial. on Set II were initiated at tridl I. 01,viously,

teaching t;its unnem.sary (except for coratiohl in 114it Sq rearlad criterion

after three trials withuut a single error. c;:lbsecioently, pelforrance on

Step III was rebaselinol with a resulting ilicri.v.e fr-- 0 correct response:;
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during trials 1-3 to 2 correct responses during trials 7-9, Factors that can

account for the increase in performance without direct teaching at this point

cannot be determined. However, in our view the fact that Sti had the opportunity

to observe other Ss receive instruction on the sane task and that the training

rewived on Step II resulted in the development of skills applicable to

performance of the tasi of Step In seem tenable hypotheses.

At trial 10 teaching the labeling of the sight words without the visual

cues was initiated. As can be discerned from Figure Iti (trials 10-13) 19

made only 1 error before reaching criterion.

Figure 1C depicts that during the 3 baseline trials of Step IV (labeling

object drawings) :,9 labeled the object drawing of the bird' "bluebird" on

all trials, consequently making 6 of a possible 9 correct.responses. Twenty-

three teaching trials (trials 4-26) were necessary to teach Sq to label the

object drawing "bird" instead of "bluebird" at criterion level.

Figure ID represents the performance of So on the tasks required on

Steps V and VI. During the baseline phase (trials 1-3) Sc) responded at the

criterion level of 9 correct responses on Step V (labeling sight words with

visual cues) and made no correct responses on Step VI (labeling object sight

words). Subsequently instruction was initiated on Step VI. As depicted in

Figure ID, S9 reached criterion level after 7 teaching trials (trials 4-10).

Figure 1E represents the performance of So during Phase 111.2 Figure IE

(trials 1-3) depicts the performance of Ss during the baseline period. It

should be ri,ced that baseline measures on Set 1X were obtained before baseline

measures on Set VIII. During the baseline period Sc. did not label any of the

sight words (big /little) without the aid of the visual cue!, (object drawings).

However, SS did perform at criterion level during the Set VIII ba!:eline.

1 In the object drawing the bird was yellow.

2
Step VII was not ta14:lt in thi,. progran.
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Subsequently, teaching was initiated at trial 4 on Set 1X and other than the

possibility of consequation effects, teaching was unnecessary. In our view

it appears that S9 paired the drawing with the sight words during the baseline

of Set VIII and remembered the pairings when called upon to label the sight

words without the visual cues during trials 4, 5, and 6.

Comments

In summary, the program as designed was relatively effective in that all

students who received instruction acquired some new sight word skills. In

our view the students who were taught the skills related to at least one set

of sight words as well as the skills taught in related rogrnms had in their

repertoire a sufficient number of requisite skills to justify initial

training in the reading of selected chart stories. The specific chart

stories on which the students received training will be presented in the next

program. However, before we leave this program the following points seen in

order.

Instead of continually adJing to the number of sirhi .orris in the program

it was decided, in an attempt to foster generalizatio, to present and use the

words in varied settings. The students were asked to labc1 the words when

they were printed on a chalkboard and when they were printed on lined paper.

The students were also asked to perform such tasks as putting an X or a circle

on a word in response to a verbal cue when three words were presented on a

page; putting an X or a circle on two words that were the same in a thee word

set (eg.(f1;31, hall,(7isi), and drawing a line that connected a word with a

drain of that word who!- one word and three drawings were presented on a

page.

114.



www.manaraa.com

Date:

SAMPLE DATA SHEET

Sight Word Program

Step: Cue:

89

........ds,M110=mmw..1..1a.

Name Trial house apple bird
Total

Number Correct.
,

,

I.m.,....1..18,,...1........IrlessrAMNINIMImollawl.asa,Ilseemii..,imar..0ws.l....g.
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Color Program

This program wat designed to provide the students involved with rudimentary

language and reading skills related to eight basic colors. That is, attempts

were 'nada to teach the students to visually discriminate the colors, to verbally

label the colors and to label sight words that represented the colors. In

addition. as it was initiated early in the school ;ear, the program was also

used as a vehicle tc teach and provide the students with practice following

directions, attending, waiting between turns, touching and matching in response

to verbal cues, otter ancillary in-seat behaviors.

Again the render shoilld be cautioned that the components of the program

as they are described below se"ved the teacher as a standard from which to

base departures when needed, rather than a recipe that should be adhered to

at all costs. In fact, modifications in the program as it was originally

designed were necessary and an illustrative example is presented.

Students (Ss)

Twelve Ss from Classroom A and B were involved in this program. Progression

through the phases of the program was determined by the criterion performance

of each S. Instruction was conducted in small groups of one T to 2 or 3 Ss.

S7 and werewere not involved in this progran.

Instructional Materials'

In addition to data sheets, samples of which are included at the end of

this program, consumables in the form of water and 'fry cereal were used. The

'In some situations different materials than those described here were used
e.g. (colored hlocka). However, the colors of the alternate materills were the
same as the material's described above.
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following instructional materials were used:

Phase I. The following materials were developed and arranged for use in

Phase !: 4 color cards 4 1/2" x 6" were cut from standard colored construction

paper. These color cards were red, blue, green and yellow. During Phase IA

the four color cards were arranged into the following three sets. The color

that was verbally and visually cues is underlined below:

Set I red green
been

blue blue
green blue

Set II green blue
green blue

yelloy. red
yeow red

Set III green yellow
green yellow

red blue
7gT blue

During Phase ID the four color cards were arranged into the following

four sets:

Set IV red green yellow
WI blue green
red 2!Trow blue

MEI Kite yellow

Set V red grclm yellow
red Me green
Fea yellow blue
green blue Te 'now

Set VI red green yellow
red blue green
red yellow blue
green blue yellow

During Phase IC the four color cards were arranged in sets of four.

Phase II. Phase II required the use of the color cards as they were

arranged in Phases IA, III and IC. However, the color cue cards used in Phase I

were not used in Phase II.
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Phase III. Phase III required the use of four color cards (red, green,

blue, fellow).

Phase IV. Phase IV required the use of the four color cards used in

Fhase III and four sight word cards (3" x 9" manilla tagboaA1) each containing

one of the four words red, blue, green and yellow.

Phase V. Phase V required the use of the four sight word cards only.

Phase VI. In Phases VI through X the colors brown, black, orange and

white were substituted for the colors red, blue, green and yellow. These

four colors were conveyed in a set of four colors in a manner similar to

that used in Set VII of Phase IC.

Phase VII. The materials were arranged in Phase VII as they were

arranged in Phase IIC.

Phase VIII. Same as Phase III except that the colors are different.

Phase IX. Same as Phase IV except that different color cue cards and

four additional sight word cards were constructed (brown, black, white and

orange).

Phase X. Same as Phase V but wi. h sight wor3 cards: brown, white,

orange avid black.

Phase XI, XII & XIII. During Phases XI, XII & XIII the Color Generalization

board produced by Ideal Toy Company was used. The colored construction paper

used in the phases above was used to make: 8 different color cards and 8 corre-

sponding sight word cards that would fit the slots of the Generalization Board.

In Phase XI the color cards and sight word cards red, green, blue and yellow

were used on the Generalization Board. In Phase XII the color cards and sight

word cards black, brown, orange and white were used on the Generalization

Board. In Phase XIII all E color cards and sight word cards were used on the

Generalization Board.

It should be neteci that the sight word cards were reduced in size from

3" x 9" to 2" x 6 1/2".
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Teaching Procedures

p1_._s4cc)loir_lase/Matthir.sinresonseto visual and verbal cues (red, blue,

green and yellow).

IA. Matching one color to a mate in a set of two.

1) T placed two color cards (Set I) on the table directly in front
of S1 and held up above the colon, a ,-.olor cue card that matched
a color on the table. T then said "LI, touch (color held by T)."
If SI touched the appropriate color card T smiled, said "Good,"
provided a consumable consequence, recorded a correct response
(+), and presented different color cue card to 22, etc.

2) If s4 did not touch a color card or touched an incorrect one
T said "No!", repeated the cue "Touch (color held by T)" and
modeled the correct response by touching the color card. T
then said "21 touch (color held by T)." If 21 imitated the
model T smiled, said "Good," did not issue a consumable con-
sequence, and recorded "M" (modelra the data sheet, a different
color card and cue card were then placed in front of Sl, etc.

it

3) If did not correctly imitate T's model, T said "No", repeated
the cue, "Fl, touch (color held by T)" and pried the correct
response. T then presented S1 only with socill consequences and
recorded "PIT (prime) on the 'Tata sheet. A different color
card and cue card were presented to S2, etc.

4) Instruction on Set I was terminated Olen SI made 12 consecutive
correct responses during three consecutivW trials after priming
and imitative cues were removed. The procedures described
above were followed until Ss reached criterion on Sets I, II
G III of Phase I.

Phases /B and IC. The procedures used to teach the tasks required in

Phases IB and IC were identical to those used to teach the tasks required in

Phase IA. However, the materials used were differcht in that in Phases TB and

IC Ss were required to match one color cue card to a mate in sets of three and

four respectively.

Phase II Touching colors in response to verbal cues (red, yellow green & blue).

Phase IIA Discriminating one color from two.

1) T placed tLo color cards on the table directly in front of
and said "b, touch (color)." If SI touched the correct color
card T smilcd, said "Good,'" provided a consumable consequence,
recorad a correct response (+) and different color cards were
then presented to 22, etc.



www.manaraa.com

98

2) If 11 did not touch a color card or touched an incorrect one,
T said "Nol", repeated the cue, "Touch (color)" and modeled
The correct response by touching the cola--ZErd; T then said
"S1, touch (color held by T)P If 11 imituted the yodel T smiled,
said "Good," did not issue a consumable consequence, and recorded
"lit" on the data AUFt. Different color cards were then presented
to 12, etc.

3) If 11 did not correctly imitate T's model, T said "Not ",
repeated the cue, "Si touch (color)" and pilmed the correct
response. T then reinforced Eialh only social 'consequences
and recorded "I", on the data :iReet. Different color cards
were then presented to 12, etc.

4) Instruction continued on Set I until Ss made 12 consecutive
correct responses during three consecutive trials after
imitative and priming cues were faded. The procedures described
above were followed until Ss reached the criterion on Sets
II and III of Phase IIA.

Phases !III and IIC. The procedures used to teach the task required in

Phases IIA and IIC were exactly those used to teach the tasks required in

Phase IIA.

Phase III Labeling color cards. The following procedures were used to teach

Ss to label the color cards (red, blue, green and yellow).

1) T held at El's eye lewl a color card and said, "§i, what color
Ts this?" If correctly labeled the color card-T smiled,
said "Good," provided a consumable consequence, recorded a
correct response (+) and presented a different color card to
S2, etc.

2) If SI did not respond or did not correctly label the color card,
T said "No! ", repeated the cue "h, what color is this?" and
Verbally modeled the correct response, "(color)". T then
repeated the cue: la, what color is this ?" If Si Tmitatod
the verbal model correctly labeling the color carTT smiled,
said "Goods" did not issue a consumable consequence, recorded
"til" (first model) on the data sheet and presented a different
color card to SI, etc..

3) If fa did not correctly imitate the verbal model, T said "Not ",
repeated the cue 'T.1, what color is this?" and asad

T)."
to

verbally label the color: "b, say (color held by T). If
S1 responded correctly, T presented only social consequences
and recorded "M2" (secon7 model) on the data sheet. A different
color card was then presented to Sl, etc.

4) If .S.; refused to respond or did so incorrectly T said "No!,
This color is (color)", teminated the turn, refOrded an
incorrect respell r; on the (lett. sheet and S, was presented
with a different color card to label, etc.
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5) Instruction continued until Ss made 12 consecutive correct
responses during 3 consecutive trials after imitation cues
were faded.

Phase IV Labeling sight word cards (red, Yellow; blue, green) in response,

to visual and verbal cues.

The following procedures were used to teach Ss to label the sight word

cardswith the assistant of the color cue cards:

1) T placed the sight word card with a corresponding color cue
card above it on the table directly in front of and T
positioned his index finger to the left of the sight word
card. T then said "Si, what word is this?" If S cor-
rectly labeled the sight word card, T smiled, saia-"Good",
issued a consumable consequence, recorded a correct response
( +) and presented a different sight word card, color cue
card and cues to S2, etc.

2) If Si did not respond or incorrectly labeled the sight word
carT-T said "No!", repeated the cue, "Si, what word is this?",
verbally modeled the correct response, 'sight word" and
repeated the cue, "51, what word is this If SI imitated
the model T smiled, said "Good", did not provide a consumable
consequen67, recorded "Mi" on the data beet and presented a
differeat sight word card and cues to Sl, etc.

3) If E4 did not respond or incorrectly imitated the verbal mod31,
T said "No!", repeated the cue la, what word is this?",
pointed to the color sample with his index finger and said
"h, what color is this?" S1 then labeled the color card
(a task learned in Phase III). T then returned his index
finger to the sight word card aarepeated the cue: "SI, what
word is this?" If Si correctly labeled the sight word card,
T provided S1 with social consequences only and recorded "2"
on the data sheet. S2 was then presented a different sight
word card and cues, atc.

4) Instruction was continued on the sight words until Ss made
12 consecutive correct responses without any assistance from
T.

Phase V Labeling sight word cards (red, blue green and Yellow) in res onse

to verbal cues.

The following procedures were used to teach Ss to label the sight woru

cards without the assistance of the color cue cards:
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1) T placed the sight word card on the table directly in front
of SI, positioned his index finger to the left of the sight
worFcard and said "51, what word is this?" If 51 correctly
labeled the sight word card, T smiled, said "Cooall, issued a
consumable consequence, recorTed a correct response (+) and
presented a different sight word card to 54, etc.

2) If 24 did not respond or incorrectly labeled the sight word,
T said "No!" repeated the cue, "Si, what word is this?" and
modeled verbally the correct response, "(stght word)" .
then repeated the cue, la, what word is fRis?"
imitated the model correctly, T'smiled, said "Good",aid not
provide a consumable consequedie, recorded "MI" on the data
sheet and presented a different sight word card to Si, etc.

3) If 5.1 did not respond or incorrectly imitated the model, T
said "Not" repeated the cue "51 what word is this?" and asked
51 to verbally label the sight word card, "Si, say (sight,
word)". If Si correctly responded, T previa-0d 52 with social
consequences. only and recorded '112" on the data sheet.

4) If §1 did not respond or did so incorrectly T said "No! This
word is (word)", terminated instruction and recorded an incorrect
response.ly was then presented with a different sight word
card, etc.

5) Instruction was continued on the sight words until S1 made 12
consecutive correct responses during 3 consecutive trials
without any assistance from T.

Phases VI through X. The procedures described in Phases I through V were

used to teach the tasks required in Phases VI through X. The only substantial

difference was that the color cards, cue cards and sight t:ord cards black,

brown, white and orange were substituted for the color cards, cue cards

and sight word cards red, blue, yellow and green.

Phase XI Matching sight words to coloraEalmiamELLEM224_12112111.

The procedures used to teach Ss to match sight word cards to color cards

are as follows:

1) T placed the four color cards on the Color G.neralization
nerd. T then presented a sight word card at eye level to
El and said, put the ford next to the same color." It
S1 correctly positioned the sight word next to the color
it represented T smiled, said "rood," issued a consumable
consequence and recorded a correct response (+) on the data
sheet. T then presented a different sight word card to
12, etc.
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2) If SI did not respond or did so incorrectly T said "Not"
and gave the cue, "!111 whit word is this?" Wen fi correctly
labeled the sight word (a task Yarned in Phase VI T repeated
the cue " put the word next to the same color." IT SI
responded correctly T smiled, said "Good", did not provide a
consumable consequence and began S2's turn with a different
sight word card, etc.

3) If S
4

did not respond or did so incorrectly T said "No!" and
the ne cue 11, what word is this?" When E correctly

labeled the sight word (a task learned in Phase V) T then
cued, "b, touch (color of sight word)." (A task learned
in Phase II). When SI correctly labeled the sight word card
and touched the corresponding color card, T repeated the
cue "Si put the word next to the same color." If 21 responded
correctly T provided social consequences only and proceeded to
give 12 a different sight word card, etc.

4) If did not respond correctly T said ",:o!" and placed the
sight word card next to the corresponding color card on the
Generalization Board, recorded an incorrect response, and
proceeded to instruct

5' These procedures were followed until each S correctly placed
the four sight word cards (red, blue, yellow and green) next
to the correspendinv, color cards on three consecutive occasions
without any assistance from T.

Phase XII. The same procedures used to teach the tasks required in Phase XI

wereused to teach the tasks required in Phase XII, except the color cards and

sight word cards blach, brown, orange and white were substituted for red,

blue, green and yellow.

Phase XIII. In Phase XIII the tasks of Phase XI and XII were combined so

that Ss were asked to respond to 8 sight word cards and 8 color cards on the

Generalization Board.

PESU LTS

Measurement Design

Prior to instruction on the tasks required by any of the 13 phases

1.aseline :leasurL-, :.ere obt;iined ;:sing procedures described io

other proyrans in this report. The specific procedures will not be

Presented in detail here. In Phase I, each S was given 3 opportunities to

respond to each of the cues of sets I through VII. Then each S was given
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instruction on the tasks required by Set I of Phase I. When an S reached

criterion on Set I,baseiine measures of the remaining six sets were obtained.

If an S performed at criterion on any set during the 3 trial baseline period,

instruction was not provided. If an S did not perform at criterion during

the 3 trial baseline period, instruction was provided on the sets in

ascending order. When an S reached criterion on Phase I, baseline measures

were obtained on Phase II. When an S reached criterion on Phase II, baseline

measures were obtained on Phase III, etc.

Obviously, space does not permit the presentation and discussion of the

performance pattern of each S on each phase. Thus, it was decided to

communicate the results of the program in table form (Table 1). However,

generalization of skills seemed to be manifested by many Ss in different

phases.

Table I depicts the criterion performance of all 12 Ss on Phases I

through XIII. It should be noted that some Ss performed at criterion in

certain phases during initial baseline periods making instruction unnecessary

and due to absenteeism some Ss missed a relatively large amount of

instructional time.

To summarize Table I, the following statements seem in order:

1) Three Ss (5, 6, and 8) required a large number of teaching trials
and/nr modifications in the color program in order to reach
criterion on several of the sets of Phase I. The end of the
school year prevented further progress.

2) Four Ss (14, 1, 2, and 4) required instruction on only a few of the
sets ?`Phase I before criterion performance was obtained on the
remaining sets during subsequent baseline periods.

3) Two Ss (3 and 12) manifested unusually erratic performance patterns
in tria they were taught must skills with relative ease and then
required a large number of teaching trials on a particular phase.
23 required a large number of teaching trials on Phase III an_ d s;:.12
required a large number of teaching trials on Phase VIII.

4) Three Ss (9, 11 tnd 13) performed at criterion on all of the 13
phases, either during baseline measurement periods or after
instruction.
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Program Modifications

After approximately 50 teaching trials on Phase I, Set I, Ss 8 and 14

were responding so erratically it was decided by T to design modifications

in the teaching procedure. One procedural modification used with will be

discussed.

The seven Sets in Phase I were divided into smaller subsets demanding

only two correct responses per set from SE instead of 4 correct responses

per set. The color that was verbally and visually cued is underlined below.

Subset 1 blue yellow
yellow blue

Subset II blue yellow
blue yellow

Subset III green yellow
green yellow

Subset IV red green
green

Subset V green blue
green blue

Subset VI yellow red
yellow red

Subset VII red blue
7.-OW blue

The teaching procedure used was the same as delineated in Phase IA.

On a single trial :as could make from 0 to 2 correct responses. Criterion

was set at 8 consecutive correct responses in 4 trials.

As is depicted in Figure during the initial baseline period (trials 1-3)

§.8 emitted 2, 0, 0, 0, 1, 1, and 0 correct responses out of a possible 6

correct responses to Subsets I through VII respectively. Subsequently,

instruction was initiated and a total of S7 teaching trials were required for

S to reach criterion on Subset I.
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During the second baseline period (trials 61-63) Subs, : was Lsed first

and Ss emitted only 3 out of a possible 6 correct responses. Because of this

low number of correct responses T decided to again initiate the teaching

procedure on Subset 1 instead of continuing the second baseline on the

remaining six subsets. A total of 21 teaching trials were neccs6aryfor Is to

re-reach criterion on Subset I.

However, during the third baseline period (trials 85-87) Is apin emitted

only 3 out of a possible 6 correct responses. It was therefore hypothesized

that one reason for the decrement in correct responding during baseline periods

may have been due to the lack of consequation during those periods. T again

decided to initiate the teaching procedure onSkitsetI. By trial 131 T had

hypothesized from experiences with an attending program designed for Ss, that

Is was having difficulty maintaining eye contact with objects placed on the

table directly in front of him. Consequently, T decided to present the color

cards to Is on a different angle (eg. 50° - 70° instead of 0°). After this

added modification only 20 teaching trials (trials 132-151) were required for

SA to reach criterion on Subset I.

On the fourth baseline period (trials 152-154) Is maintained criterion

on Subset land performed the tasksofiltbsets II through VII on three consecutive

occasions even though instruction was not received. It should be noted that

the baseline measures of trials 152-154 were obtained when the color cards

were on a SO° - 70° angle.

Discussion

The color program was one of the first opportunities the: students had to

work in a small group teaching situation. Consequently, a great deal of time

vas spent developing appropriate ancillary behaviors (responding to the

teacher's verbal directions, nondisruptive in scat behavior during and between

turns, attending to materials, etc.). The behavior and attending problems
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were always managed in conjunction with the program even though it was necessary

at times to devise individual nnnactsment prelrars.

For some students e.periencing difficulty in the program, materials

with specific instructions were sent hone to parents who provided extra

instruction.

Once the students learned the sight words, these words were sent home

to parents. Besides being able to drill the child on the words, parents

were also reinforced for working with the child because they were usually

elated that their child was "reading."

Not all students were able to reach the objectives as they were

originally designed. These students forced the teacher to demonstrate that

an objective can, and at times needs to, be broken down into simpler tasks

to meet the entering level of the student.

After some of the students were able to label colors in the structured

format above, teachers were concerned that they generalize their learning to

less structured environments. Some of the activities used to induce

generalization are listed below:

1) Labeling the color of different objects;

2) niscussing colors of childrens clothes and objects in their
environment on a daily basis;

3) Paperwork which included
- choosing the color crayon labeled by teacher and coloring an object,
- touching, putting an "X" on, or circling the color named by the
teacher,

- sorting different objects into different color piles.
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Date:

Name

Color Program

SAMPLE DATA SHEET

Phase: IA Set: I Cue:

Trial RG BY RC BY

207

R g Red
G Green
B = Blue
Y = Yellow
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BASIC ALPHABET SKILL PROGRAM

Reading has always been an essential component of public school instructiona'

programs. For severely retarded individuals in our society, it is imperative

that they possess the necessary reading skills to survive in a community set-

ting. One method of teaching reading to severely handicapped students is a

form of the "whole word method" described by Brown and Perlmutter (1971).

However, the whole word approach does have deficiencies; namely, each word

must be taught individually and students typically do not acquire the skills

necessary to read words to which they have not been exposed in a training program.

Brown et. al. (1973) have noted that being aole to read a small number of

works is obviously not sufficient for community survival. Therefore, it seems

beneficial to attempt to teach young severely handicapped students basic pre -

reading skills so that future development may result in a general word attack

strategies. Possessing the skills necessary to label the letters of the alphabet

is an important reading landmark. Once a student can label the letters of the

alphabet, he can be taught to pair certain letters with specific sounds, thus

establishing a basic phonic repertoire. Basic phonic analysis can then be

developed into higher level word attack and reading strategies; for example--

combining letters to form different sounds and spelling. Developing such skills,

provides the student with procedures to decode new words without direct training

on those words.

This program is concerned with teaching basic pre-reading skills related

to the alphabet. More specifically, attempts were made to teach students to match

letters, to touch letters from a verbal cue, and to label the twenty-six letters

of the alphabet.

Before the specific aspects of the program are presented the following

points should be delineated:
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1) This program was designed and implemented toward the end of the school

year after the students had acquired many related skills;

2) During baseline measures several students demonstrated remarkable matching

and touching skills;
de,

3) Due to the dearth of instructional time remaining in the school year,

several rules of measurement were violated;

4) Also due to the lack of time/few of the students received direct instruction

on the tasks.

Nevertheless, the program is presented in detail in an attempt to provide the

reader with a standard to operate from if he or she chooses to consider

the use of this program, and to serve as an indication of future instructional

plans for the students in Classrooms A and B.

STUDENTS AND MATERIALS:

Students (Ss): Three Ss (1,3,4) from Classroom A and four Ss (9,11,12,13) from

Classroom B were involved in this program. Instruction was conducted in small group

arrangements with one teacher (T) to 3 or 4 Ss. (See room designs in Appendices).

Progress through the components of the program was determined by the performance

of individual Ss.

Materials:

Tip materials used in Classrooal A are as follows:

1. Twenty-six 8" x 5" (white) flashcards, each containing one printed upper

case letter of the alphabet.

2. Eight 14" V 5," white cards of construction paper (alphabet cards), with

three evenly spaced upper case lettem printed in black magic marker. A ninth card

had only two letters on it. (The letters were approx. 4" in height.) The cards

contained the following sets of letters:
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Sett ABC Set VI P Q R

Set II D E F Set VII S T U.

Set III G H I Set VIII V W X

Set IV J K L Set VIX Y

Set V ?i N 0

3. '3" x 5" record cards were constructed for each S. Various types of

adhesive seals (stars, animals, etc.) were used as consequences for corr.:et

responses. T would place a seal on S's card when S responded correctly and Ss

would take cards home at the end of the school day.

The materials in Classroom B are as follows:

1. Twenty-six 3" x 4" flashcards (manilla tagboard) each containing one

lower case printed letter of the alphabet.

2. Six 10" x 4" manilla tagboard cards (alphabet cards) with four evenly

spaced lower case letters printed in black magic marker. A seventh card contained

only two letters. (Letters were approx. 2" in height.) The cards contained the

following sets of letters:

SetI a b c d Set V q r s t

Set II e f g h Set VI u v w x

Set III i j k l Set VII y

Set IV m n o p

The differences in materials used between Classroom A and B are due primarily

to the judgments of the teachers. Each T had specific reasons for starting Ss

on the upper or lower case letters. One reason was the anticipated difficulty of

discrimination between letters. Another reason was the type of letters most

often encountered by Ss in their classroom environment. The difference in the number

of letters on a response card (3 or 4) was due to individual S's scanning skills

and one teacher's desire for a different reinforcement schedule. Although materials
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did differ between classrooms, the instructional sequence and procedures were

similar. Therefore, in describing sequence and procedure, reference will be made

to the materials used in Classroom A. TLe reader can easily adapt by substituting

the materials used in Classroom B.

TASK ANALYSIS:

Phase I - Matching one letter to a mate in a sec of three.

The terminal objective for S is to touch the correct letter when presented

a visual and verbal cue by T. That is, T presents an alphabet card with three

letters on it. T then holds up a flashcard and says to S, Touch (letter held by T).

Set I

C
1

C
2

C3

Set II

C1

C
2

C3

Set III

C
I

C
2

C3

Set IV

C
1

C2

C3

Set V

C
I

C2

C3

ABC
A
A

D
D
D

G
G
G

JKL
J
J

MN
M
M

Teacher Cue (C) * Student Responses

B
B

E

E

E

H
H
H

K
K

N
R

C
C

F
F
F

I

I

I

L
L

0
0
0

R1 S touches A
R2 S touches B
R3 S touches C

Ri S touches D
R2 S touches'E
R3 S touches F

Ri S touches G
R2 S touches H
R
3

S touches I

Ri S touches J
R2 S touches K
R3 S touches L

Ri S touches M
R2 S touches N
R3 S touches 0

* The underlined letter is the one visually and verbally cued by T.
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Set VI

Ci P Q R
C2 P Q R
C3 P Q R

Set VII

C
1

S T U

C2 S T U
C3 S T U

Set VIII

Cl
C2

VW
V W

X
X

C3 V W X

Set IX

Ci Y Z

C
2

Y Z

111 S touches P
R
2

S touches Q
R
3

S touches R

R
1

S touches S
R
2

S touches T
R
3

S touches U

R
1

S touches V
R
2

S touches W
R
3

S touches X

R
1

S touches Y
*

R
2

S touches Z

Phase II - Touching letters in response to a verbal cue.

The terminal objective for S is to touch the correct letter when presented a

verbal cue one by T. That is, T presents an alphabet card with three letters on

it to S11 T then says "Touch (letter name)."

Teacher Cue Student Responses

Teacher cues are exactly the Responses are identical

same as in Phase I (Sets I-IX), to those in Sets I-IX of

with the exception that a visual Phase I.

cue (flashcard) was not presented to S.

Phase III - Verbal labeling of the letters of the alphabet.

The terminal objective is for Ss to verbally label the letter of the alpha-

bet which is presented by T and when T says, "What letter is this?" That is,

T presents a flashcard to S with a letter of the alphabet on it and says, "S,

Wet letter is this?"
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Teacher Cues

Set I

C1 T presents A and says "What
1

R
1letter is this?"

C2 T presents B and says "What R
2letter'is this?"

C3 T presents C and says "What R
3

letter is this?"

Set II

"A"

UBIt

C1 -C3

Set III

C1 -C3

D, E, F presented as above

G, H, I presented as above

RI-R3

R1-R3

"D", "E", "P"

"G", "MP, "I"

Set IV

C1 -C3 J, K, L presented as above R
1
-R

3
"ju ur L

Set V

C1 -C3 M, N, 0 presented as above R1-R3 Hie, "0"

Set VI

C
1
-C

3
P, Q, R presented..as above R1-R3 "P", "Q", "R"

Set VII

C1 -C3 S, T, U presented as above R1 -R3 "S", "1", "U"

Set VIII

C1 -C3 V, W, X presented as above R -R3
1

"V", "W", "X"

Set IX

C -1
2

Y, Z presented as above R
1
-R2 "Y", "Z"

INSTRUCTIONAL SEQUENCE:

Prior to teaching, T used a baseline procedure to determine each Ss initial

ability to match, to touch with verbal cue only and to label the twenty-six

letters of the alphabet. The following procedures were used:.
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Baseline Procedure:

Phase I:

1) T placed an alphabet card (3 letters to a card) in front of Si on the

table thin T would hold up a flashcard with a letter on it which matched a letter on

the alphabet card. Then T would say "Touch (name of letter held by T)". Re-

gardless of S's response, T said "Thank you", recorded a "+" or "-" appropriately

on the data sheet, and presented a different flashcard to S2, etc.

2) T followed this procedure until each S responded to each of the letters

in all nine sets on three occasions. (In some instances four trials were

necessary to get more accurate baseline measures.)

Phase II: Baseline

T used the baseline procedure described in 1 and 2 above. The only

exception was that a visual cue (flashcard) was not presented to each S.

Phase III: Baseline

1) T placed a flashcard with the upper case letter of the alphabet in

front of S1. T said, "S, What letter is this?" Regardless of the response of

Si, T said "Thank you", recorded the response appropriately on the data sheet

and presented a different flashcard to S2, etc.

2) T followed this procedure until each S responded to each of the letters

in the nine sets on three occasions.

After baseline measurement had been obtained on all three phases of the

program, T began instruction.

TEACHING PROCEDURES:

Phase I: Teaching Ss to match letters in response to visual and verbal cues.

1) T placed an alphabet card in front of S1 on the table, then T held up

a flashcard with a letter on it which matched a letter on the alphabet card.
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Then T would say "Touch (name of letter heldtIO)". If S1 responded correctly by

touching the appropriate letter on the alphabet card T smiled, said "good", pro-

vided a consequence (put a seal on the daily card of Si), recorded a " +" on the

data sheet and presented a different flashcard to S2, etc.

2) If failed to respond or responded incorrectly (touched the wrong

letter), T said "No", repeated the cue "Touch (letter held by T)" and modeled

the correct response by touching the appropriate letter. T then repeated the cue,

"SI, touch (letter held by 34". If S1 responded correctly, T smiled, said "Good",

did not give S
1
a seal, recorded an "M" on the data sheet and presented a different

flashcard to S2, etc.

3) If Si did not imitate T's model, T repeated the verbal cue, "Si, touch

(letter held by T)", and primed the correct response by physically guiding

Si's hand until it touched the correct letter. When Si completed the correct

response with priming, T smiled, said "Good", recorded a "P" on the data sheet

and presented a different flashcard to S2, etc. On each subsequent trial T

reduced the amount of physical prompting and imitation cues until S1 responded

correctly to the initial verbal cue.

4) The procedures described above were followed until an S correctly

touched each of the-three letters in a set on three consecutive occasions. T

then repeated the process with successive sets of letters.

Phase II - Teaching Ss to touch letters in response to verbal cues

The teaching procedure used to teach matching (Phase I) was used to teach

touching with a verbal cue only. The major difference being that the visual cues

(flashcards) were not presented.
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Phase III - Teaching Ss to verbally label the letters of the alphabet.

*1) T displayed a flashcard with an upper case letter on it in front of

S1. T then said, "S1, What letter is this?" If El responded with the correct

verbal label of the letter, T smiled, said "Good", provided a consequence (put

a seal on Si's card), recorded a "+" on the data sheet and presented a different

flashcard to 52, etc.

2) It S1 failed to respond or incorrectly labeled the letter, T said,

"No", repeated the cue, "What letter is this?" and modeled the correct response

by verbally labeling the letter. Then T repeated the verbal cue, "S1, What letter

is this?" If Si responded correctly, T smiled, said "Good", did not give SI a

seal, recorded an "MP on the data sheet and presented a different cue to S2, etc.

3) If Si did not imitate T's verbal model of the letter label, T said "No",

and repeated the procedure described in 2. If Si again failed to imitate

correctly, T terminated Sl's trial and presented a different flashcard to S2, etc.

4) T followed the above procedure until an S correctly labeled the three

letters in a set on 3 consecutive occasions. T then began instruction on

successive sets;

During the teaching of each of the phases, T selected sets for instruction

on the basis of S's performance during baseline measurement. For example, if

an S responded correctly on Sets I, II, and IV during baseline. T began

instruction with Set III. Then T went to instruction of Sets V, VI, VII, VIII,

and IX successively.

* In classroom11, T placed the four letters in a set in order on the table, then
picked up one of them and used it es the flashcard.
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CLASSROOM A:

.Table I represents two kinds of performances. First, it represents approx-

imations of criterion responding during baseline trials and second, it represents

criterion responding after teaching. During the four (or three) baseline trials of

Phase I the 3 Ss in Classroom A made a total of 265 of a possible 286 correct

responses. As responding was so close to criterion, it was decided not to initiate

the teaching procedure designed for Phase I in that Ss would probably acquire the

desired visual discrimination skills in Phase II. In addition, 5.4 performed close

to criterion level during the baseline trials of Phase II, and thus, teaching

was then initiated on the tasks of Phase III. It was necessary to teach Ss

1 and 2 to perform the tasks of Phases II. As can be determined from Table 1,

Si reached criterion on Set I of Phase II, S3 reached criterion on all 9 sets

of Phase II and Sets I, II, and III of Phase III.

During the two baseline trials of Phase I, the 4 Ss in Classroom B made a

total of 195 out of a possible 208 correct responses. As responding was so close

to criterion, it was decided not to initiate the teaching procedures designed for

Phase II. Thus it was necessary only to teach SI, to perform the labeling tasks

of Phase III.

The individual performance and acquisition pattern of all Ss are available.

However, the incompleteness of the data mitigates against inclusion here.
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able 1

Classroom A

Phase I Phase II Phase III
Matching Touching Labeling

" T r 77-"7- r i 1
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Table 2
Classroom 8

Phase I Phase II Phase III
Matching Touching Labeling
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X = Criterion performance approximated or obtained during baseline measure and
criterion performance obtained after teaching.
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Chart Story Program

the programs delineated in this report present a teaching procedure for

teaching severely handicapped students to initially make gross visual

discriminations (Receptive Language Program, Colors Program, Big/Little

Progrim, etc.) and to then make finer discriminations (Object Sight Word

Program, Alphabet Program, etc.). Many of the programs were taught con-

comitantly, and all were concerned with important skills that are required

for successful chart story reading.

In addition to being an effective method of teaching selected sight

words (Huppler, 1972) chart stories as they were used here were also designed

to accomplish the following:

A) maximize success experiences when initiating a student into
complex reading tasks,

B) develop rudimentary comprehension skills,
irb

C) teach left to right and top to bottom reading movements,

D) expose students to capital and lower case letter combinations.

Before the chart stories were presented, the students were taught a

number of sight words in nonstory arrangements (See Color Program and Sight

Word Program) to prepare the students for success on the chart stories. The

previously taught sight words and all new words in the chart stories were

chosen so they could be developed into chart stories based on real activities

and experiences encountered in the classroom.

Students (Ss). The 3 Ss (9, 11, and 13) involved in the Chart Story

Program had met criterion level on several prerequisite tasks in the Colors
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Program and the Sight Word Program. Each Ss individual progression through

the program was determined by his criterion performance on each Phase. A

new story, however, would not be presented until all Ss had reached criterion

on the same story. Ss who reached criterion were reviewed on previously

learned stories. The teaching arrangement consisted of 3 Ss facing the chart

story and one teacher (T) sitting on the side.

Materials. The materials utilized in the program consisted of:

1) nine 24" x 36" pieces of manilla tagboard;

2) a variety of colored felt tipped pens;

3) a chart story stand;

4) a pointer;

S) the following three dimensional objects:
red ball
green ball
green balloon
rod balloon
yellow balloon
a live fish (orangish)

6) the following drawings:
red apple
red and black house
yellow bird
blue bird

7) 3" x 9" sight word cards;

8) data sheets which included space for date, trial number, name,
total number of correct responses made to chart story and total
number correct on sight words. An example data sheet is included
at the end of this program.

Sequence of Chart Stories. Each chart story was concerned with objects.

Drawings of these objects were made and placed on the chalk board or the

chart story. These object drawings were identical to those used in the Sight

Word Program.
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Chart Stories I, II and III. The format of the first 3 chart stories

was identical to give Ss the benefit of positioning cues from words. The

format is as follows:

Article

Article

Verb

Noun

color adjective

noun verb

verb

noun

color adjective

verb

The only sight words presented in isolation were: nouns (previously

learned in Sight Word Program); color adjectives (previously learned in

Color Program) and verbs (except "is").

I. Ball

The red ball
The ball is red.
Jump, jump, jump.

Sight words in isolation
ball
red

jumP

II. Balloon

The green balloon
The balloon is green.
Jump, jump, jump.

Sight words in isolation
balloon
green

jump

III.

The oranqe
The fish is
Swim, swim,

Sight word-.

fish
orange
swim

fish

orange.
swim.

in isolation

123
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Three-dimensional objects (ball, balloon, and fish respectiim to chart

stories I through III) were used in conjunction with the story.

The word format for chart stories IV through IX was then changed to

help insure against Ss responding correctly because of word placement cues

only.

Chart Story IV. The presentation of chart story number IV consists of

the use of a three-dimensional object; a different word format; introduction

of the conjunction "and". The sight words being presented in isolation

were: nouns (previously learned); color adjectives (previously learned);

verbs (except "is").

IV. Ball and Balloon

The ball is
The balloon
Jump ball.

Sight words
ball
balloon
red
green

jump

green.
is red.

Jump balloon.

in isolation

Chart Stories V and VI consist of a different word format each; the use

of three dimensional objects for story presentation; and all sight words

presented in isolation.

V. Jump

Jump red ball.
Jump yellow balloon.
Ball and balloon

Si-,ht words in isolation
jump
red
ball
yellow
balloon
and

124
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VI. Pish and Ball

The fish is
The ball is
Swim fish.

Sight words
the
red
orange
swim
jump
is

and
fish
ball

orange.
red.

Jump ball.

in isolation

125

Chart Stories VII, VIII, and IX consist of different word arrangements;

more complex sentence patterns; the use of two-dimensional pictures for story

presentation; and all sight words presented in isolation.

VII. Red Apple

The apple is red.
The apple is big.
The apple is red and big.

Sight words in isolation
red
apple
is

big
and

VIII. House

See the little house.
Red and black house
See, see, see.

Sight words in isolation
see
the
little
house
red
and
black
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IX. Bird

The big bird is yellow.
The little bird is blue.
See big. See little.

Sight words in isolation
the

big
bird
is

yellow
little
blue
see

Teachiq Procedures.

Baseline measures of the students' ability to read the chart stories

were not obtained in that the teacher of Classroom A neither wanted to remain

neutral when exposing the students to the charts nor did she want to allow

responses to go uncorrected. Again the reader is reminded that one objective

of the program was to introduce chart stories in a manner such that the

students would experience the most success on their initial contacts with

chart stories. Thus, the following procedures were implemented:

1) Ss were seated in front of a blackboard. T held an object (chart
stories I through VI) or object drawing (egart stories VII through
IX) at eye level in front of Ss. T would then try to elicit verbal
responses from Ss that could Ue written down to make a chart story
(i.e., T held up a ball and said "What is this?", SI responded
"Ball". T then said "Yes. Let's write a story. We will name the
story Ball. I will write Ball down, etc.").

2) When the story was written on the board, T would then read the story
pointing to each word with a pointer. T ihen said "SI, you read
the story." If SI correctly read the story I smiltd, said "Great" etc.
and allowed S4 to play with the object (i.e., ball) the stor) was-
about (In Sets VII through IX where two dimensional pictures were
used T allowed S to attempt to draw the object on the board). 22
would then receive a turn, etc.

3) If S1 did not know or incorrectly responded to a word T said 'No,-
that word is (word)." SI would then be asked to read the phrase or
sentence again. After, completely read the story T smiled, said
"Wonderful" etc., but did not allow 21 to play with the object (or
attempt to draw it on the board). Si would then be allowed to read
the story, etc.
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4) Although the data sheets provided space for marking each word of the
story correct or incorrect, T only recorded the incorrect responses
in an attempt to minimize interference with S's reading. The results
were then transferred (total number of correct words read) to

frequency polygons. Graphs were used by F to obtain an indication
as to whether or not S was experiencing dtfficulty,and when S

reached a criterion oT three consecutive readings. Each worn in the
story was counted as one possible correct response (i.e., Chart
Story I had a possible 11 correct responses).

On the second trial T transferred the story to manilla tagboard. The

teaching procedure was the same as above except T did not read the story

before S was asked to read.

Teaching Sight Words.

1) T held the sight wort: card at eye level directly in front of 5A
and said "Si, what word is this?" If 51.1 correctly responded 27

smiled, said "Good work, etc.", allowed-5j to hold the sight word
and recorded a correct response (+) on the data sheet. E2 was
presented with a different sight word card, etc.

2) If SI did not respond or incorrectly labeled the sight word T said
"Nor, repeated the cue 11, what word is this?" and modeled the
correct response "(Sight word)". The cue was again repeated for

S to respond to. If 51 correctly imitated the model 1' smiled,

said "Very good, etc."-but did not give the sight word to hold.

T then recorded "M1" (first model) on the data sheet and presented
a different sight word card to S2, etc.

3) If S4 did not respond or did so incorrectly T said "No", repeated
the cue "Si, say (sight word) ". If JA imitated the model T supplied
only social consequences and presented a different sight word card
to E2, etc.

4) If SA still did not respond or did so incorrectly T said "No, this
worris (sight word)", the turn. was terminated and T recorded an
incorrect response. S4 was then presented with a different sight
word card, etc.

S) Instruction was continued until Ss reached criterion of 3 consecutive
trials on the sight words.

Results

The 3 Ss (9, 11, and 13) reached criterion on all nine chart stories and

their corresponding sight words.



www.manaraa.com

Two patterns of responding occurred across Chart Stories I through IX

for all 3 Ss that warrant comment. First, after the presentation of Chart

Story I the number of trials to criterion decreased through Chart Story III.

When the word format was changed in Chart Story IV, the number of teaching

trials to criterion for each S increased dramatically. This suggested that

Ss were relying heavily on position cues of words in Chart Stories I through

III instead of discriminating the individual words. After the presentation

of the first format change in Chart Story IV, a second pattern of responding

developed. The number of trials necessary to reach criterion steadily

uccreased across Chart Stories IV through IX, so that for some Ss criterion

was reached on the first 3 trials even though a different format was used

for each chart story and sentence patterns were becoming more complex.

Comments

It is felt the major objectives of the progrm were reached. By not

bombarding the students with too many new sight words it is felt they were

extrmely successful in their first contact with chart stories. By hanging

the format often, the students were able to read different forms of a

sentence or sentences (consisting of words they were taught) in a variety of

settings. It should be noted at this point that Ss were not discouraged from

using position cues of words to help them attack unknown words, but it was

hoped here to deter Ss from relying upon them too heavily.

There did not seem to be a generalization problem when changing from the

large print of a chart story to the smaller print of teacher made books.

Comprehension skills were developed to the point where the teacher could

remove the chart story after the student had read it and the student could

answer questions and/or tell the reader about the story.
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The use of capital letters and punctuation marks where appropriate did

not seem to hinder students from being able to label a word whether it was

capitalized or had punctuation marks next to it.

Although the teacher feels the chart story program could be labeled a

"success" a very grave problem has become evident. If the program is a

success, why is it a success? At this point we cannot answer that question

because there are too many unaccountable variables that might have effected

the performance.
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Date:

Sample Data Sheet - Chart Story Program

Trial #

Name Red Apple

130

Name The apple is red.

11..

Name The apple is big.

Name The apple is red and big.
Total

No. Correct

Name s.
o

C)

m
a m o

4.,

co

-a

m
Total Number Correct



www.manaraa.com

131

SECTION C

Math Skills

The three programs in this section are concerned with the specific ac-

tivities engaged in by the teachers to teach basic mathematical skills.

Ultimately, the purpose of the entire Badger staff is to provide their stu-

dents, over a 15 year period of training, with all the mathematical skills

necessary to function in a community living environment. Given such a re-

sponsibility, a teacher of young students sannot await the resolution of

extremely complex theoretical and conceptual debatesof mathematicians or even

math educators. That is, tomorrow morning at 9:00 the teacher must decide

what math skills to attempt to teach, how to teach these skills, what

materials to use, how to accommodate for individual differences and how to

evaluate (measure) the effectiveness of the teaching program thus implemented.

The teachers and staff involved in the program reported here were con-

fronted with such responsibilities and consequently designed and implemented

the programs described below:

Program t: Number Discrimination and Labeling Program

The first program was d.-signed with the lowest functioning children

(Classroom A) as the target population. Generally, the sequence of skills

the student's were asked to acquire may be presented as follows:

1) Match a printed numeral to a mate which was mixed with other

numeral(s).

2) Touch a specific presented numeral when given a verbal cue by the

teacher.

3) Verbally label the printed numerals 1, 2, 3, 4 and 5.

The first two parts of the sequence were essentially visual and auditory

discrimination and receptive language tasks. Since five of the seven students

were nun-verbal, it was assumed that while the students were acquiring the
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skills necessary for successful completion of the first two parts, and while

they were receiving articulation training from the teachers in other class-

. room programs, they would also be acquiring the prerequisites necessary for

the third part, verbally labeling the numerals. Subsequently, it was assumed

that the students would be asked to perform some of the skills required of the

students in the second program.

Program II: Basic Counting and Quantity Concept Program

The second program was designed for use in Classroom B which contained

students who were apparently functioning at a higher level than the students

of Classroom A, particularly in the area of articulation. Thus, the students

of Classroom B were asked to acquire the following sequence of skills:

1) controlled rote counting

2) controlled rational counting

3) rational counting and verbally reporting the total objects counted

4) verbally labeling printed numerals

In other math programs implemented by the Badger staff, rote counting to

5 or 10 was almost always considered an important initial skill. However, the

programs previously utilized to teach rote counting often presented a critical

instructional difficulty. That is, other students had been taught, for instance,

to rote count to "10". Subsequently, they were asked to count to "7". The

typical response to the cue "count to 7" was for the student to count to 10.

Often times teachers encountered some difficulty breaking the rote verbal chain.

in this program the students were asked to count "through one", "through two",

thus teaching the students to stop counting at the appropriate point in the

chain. HopefJlly, this procedure would prevent the need for a somewhat cumber-

some intervention before other skills could be taught.
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Program III: Teaching Rudimentary Math Concepts

involving Quantity and Size

Portions of the third program were utilized in both Classrooms (A and B)

and were designed to teach rudimentary mathematical concepts involving size

and quantity. The students were required to acquire the following skills:

A. Big/Little

1) Touching the big (little) stimulus of a pair of stimuli which

differed only in size;

2) Touching the big (little) stimulus of a pair of stimuli (i.e.

circle and square differing in size, shape, and color);

3) Verbally labeling the big (little) stimulus of a pair of

stimuli differing only in size;

4) Verbally labeling the big (little) stimulus of a pair of stimuli

(i.e. circle and square dif ering In size, shape, and color).

B. Long/Short

1) Touching the long (short) stimulus of a pair of stimuli which

differed only in length;

2) Touching the long (short) stimulus of a pair of stimuli (i.e.

yarn and tape differing in length, width, and color);

3)* Verbally labeling the long (short) stimulus of a pair of stimuli

differing only in length;

4) Verbally labeling the long (short) stimulus of a pair of stimuli

(i.e. yarn and tape differing in length, width, and color),

C. One/Many

1) Touching the "one" (many) stimulus of a pair of stimuli which

differed only in number;

2) Touching the "one" (many) stimulus of a pair of stimuli (i.e.

paper and pencils differing in number, shape, and color);
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3) Producing a quantity of blocks from a pile in response to a

verbal cue.

D. Straight/Curved

1) Touching the straight (curved) stimulus of a pair of stimuli

which differed only in curvature;

2) Touching the straight (curved) stimulus of a pair of stimuli

(i.e. yarn and paper differing in curvature, width, and color);

3) Verbally labeling the straight (curved) stimulus of a pair of

stimuli differing only in curvature;

4) Verbally labeling the straight (curved) stimulus of a pair of

stimuli (i.e. yarn and paper differing in curvature, width, and

color).

Finally, it should be noted and emphasized there is no sequence of math

skills known to the writers that has been empirically verified as effective

with severely handicapped students. Thus, teachers who desire to teach func-

tional math skills, regardless of whether they adhere to the scripture

according to Piaget, Skinner, Bruner or others are confronted with invariable

instructional dilemmas. it is the intention of the writers to continue to

build on programs that have been reasonably effective for use in the past,* to

constantly try to devise and empirically verify new programs, and to search the

literature for help from the works of others.

Other math programs conducted at Badger School in the past are contained
in the "Badger Books" delineated in the Introduction to this volume.
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Program 1: Number Discrimination and Labeling Program

Students and Materials

Students (Ss). Eight Ss from classrooms A and B were Involved in this

program and implementation of the program was arranged so that the per-

formances of each S determined their progress through the program.

Instruction was conducted in small group arrangements; i.e., one teacher

(r) to 2, 3 or 4 Ss.

Materials. The materials utilized differed between the two classrooms.

The 6 Ss in classroom A were instructed with the following materials:

1) A tagboard numeral card, 4" x 6", with the numerals 1 and 2 printed

in black magic marker.

2) A tagboard numeral card, 4" x 9", with the numerals 1, 2, and 3

printed in black magic marker.

3) A tagboard numeral card, 4" x 12", with the numerals 1, 2, 3 and

4 printed in black magic marker.

4) A tagboard numeral card, 4" x 15", with the numerals 1, 2, 3, 4 and

5 printed in black magic marker.

5) 5 tagboard flashcards, 4" x 3", each containing a numeral from 15

printed with a black magic marker.

A representation of one of the numeral cards is presented below. Note that

numerals were evenly spaced, with a fine black pen line running vertically

between them.
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The 2 Ss in classroom B were instructed with the following materials;

1) Two sets of'4" x 3" wooden numerals, which were cut out in the shape

of the numerals 1, 2, 3, 1+, 5.

Although the materials varied between classrooms, the instructional

sequence and procedures were essentially the same. in the continued dis-

cussion of this program, reference will be made to materials used in classroom

A; however, the reader can easily convert to classroom B by simply substituting

the materials used in classroom B.

Data sheets were also constructed for use in the recording of all re-

sponses. A representation of a data sheet is presented below.

Date:

Trial:

Student Name

Data Sheet

Numerals

Phase:

Set:

No.
1 2 3 4 5 Correct

Task Analysis

Phase I - Matching two numhnes in response to visual and verbal cues.

The terminal objective is that Ss will touch an appropriate numeral when pre-

sented with a visual and verbal cue.

Set I

Teacher Cue (C) Student Response (R)

C
1

T places the numeral card with
the numerals 1 and 2 on the
table in front of S. I then

R
1

S touches the numeral 1 on
numeral card by placing a
finger on it.
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presents a flashcard with the
numeral 1 on it directly centered
behind the numeral card and says
"S, touch 1".

C
2

T places the numeral ceird (1,2)
on the table in front of S and
then'presents a flashcard with
the numeral 2 on it directly
centered behind the numeral
card and says "S, touch 2".

Set II

Teacher Cue (C)

T uses same procedure as above
using numeral card with the
numerals 1, 2, 3 and flashcards
with the same numerals.

C "Touch 1"

C
2

"Touch 2"

C
3

"Touch 3"

Set III

Teacher Cue (C)

T uses numeral card with the
numerals 1, 2, 3, 4 and flash-
cards with the nmerals 1, 2, 3,
and 4.

C "Touch .l"

C
2

"Touch 2"

C, "Touch 3"

C
4

"Touch 4"

Set IV

Teacher Cue (C)

T uses numeral card with the
numerals 1, 2, 3, 4, 5 and flash-
cards with the numerals 1, 2, 3,
4, and 5.

R
2

S S touches the numeral 2 on
numeral car.i.

Student Response (R)

RI S touches 1

R
2

1 touches 2

R2 S touches 3

Student Response (R)

RI S touches 1

R2 S touches 2

R3 S touches 3

R4 S touches 4

Student Response (R)

137
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C "Touch 1"

C
2

"Touch 2"

C
3

"Touch 3"

C
4

"Touch 4"

C
5

"Touch 5"

RI S touches 1

R2 1 touches 2

R3 S. touches 3

R4 IL touches '

R5 S touches 5

Phase II - Touching a numeral in response to verbal cue. The terminal

objective is that S will touch the appropriate numeral when presented with a

verbal cue only.

Set I

Teacher Cue (C)

C T places numeral card with
1

1, 2 on the table in front
of S. T says "Touch 1",

C
2

T places numeral card with 1,
2 on the table in front of S.
T says "Touch 2".

Set II

Teacher Cue (C)

C -C Same cues, excluding
I 3

visual flashcard cue,
as in Set II, Phase '.

Set III

Teacher Cuc (C)

C
I

-C
4 Same cuts, excluding

flashcard cue as in
Set III, Phase I.

Set IV

Teacher Cue (C)

Cl -05
Some cues, excludimi
visual flashcard cue,
as in Set IV, Ph -me I.

Student Response (R)

R
1

S touches the numeral 1 on
numeral card.

R
2

S touches the numeral 2 on
numeral card.

Student Response (R)

R1 -R3 Same as in Set il, Phase 1.

Student Response (R)

R
1

-R
4

Same as in Set III, Phase I.

Student Response (R)

R
1

-R
5

Same as in Set IV, Phase I.
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Phase III, - Labeling numerals. The terminal objective for this phase Is

that I is to verbally labs; the numeral presented to him with the appropriate

numeral name.

Set V

Teacher Cue (C)

C1 T places the numeral card
with 1, 2., 3, 4, and 5 on
it in front of S on table,
T then points to "I" and
says, "What number is this?"

Co T points to "2" and says
"W;lat number is this?"

C T points to "3" and says
3

"What number is this?"

C4 T points to "4" and says
"What number is this?"

Cc T points to "5" and says
' "What number is this?"

Set VI

Teacher Cue (C)

C
1
-C

5
Same cues as Phase 111,
Set V with the exception
that cues were presented
randomly. That is, 2,
then 4, then 1, etc.

Set VII

Teacher Cue (C)

C
1

T presents S a flashcard
with the numeral "2" on it
and .ays "What number is
th!s?"

C2 -CS T presents the rest of
the five flashcards in
the same fashion - each
time saying "What number
is this?"

Student Response (R)

R "One"

R
2

"Two"

"Three"

R
4 "Four"

R
5

"Five"

Student Response (R)

R1 -R5 Same as In Phase ill, Set V.

Student Response (R)

R "Two"

R
2
-R

5
Appropriate responses -
"three ", "one", "five",
"four".
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Teaching Procedures

Phase 1 - Procedures used to teach numeral matching with visual and verbal

cues.

Step 1 - Baseline and teaching procedure.

Prior to teaching, baseline measurement was instituted to determine each

S's ability to match t .2 numerals 1, 2 (Phase I, Set I). The procedure used is

as follows:

1) T presented the numeral card with the numerals 1, 2 in front of SI on

the table. T then presented a cue card with one of the two numerals

on it and centered it behind the response card on a vertical plane.

then said, "S19 touch (numeral on card)". Regardless of S 's re--

sponse, T said "Thank you", recorded a "+" for a correct response or

"-" for an incorrect response or "/" for no response and presented a

different numeral card, numeral cue card, and cue to S
2'

etc.

2) T used the same procedure described above until each S had the oppor-

tunity to respond to both of the two cues (1, 2) on 3 consecutive

occasions.

Once baseline measures of each S's ability to match the numerals (1, 2)

were obtained, T began to teach this skill using the following procedure:

1) T placed a numeral card with the numerals "1" and "2" printed on it,

in front of S
1

on the table. T then presented the cue card with the

numeral "1" printed on it and centered it behind the numeral card.

T then said "S
1'

touch one". If S
1
touched the numeral "1" on the

response card, T smiled, said "Great, etc.", provided a consequence

d consumable in the form of cereal or water), recorded a

correct re,-poose on the data sheet, and presented a different numeral

card and cues to S
2'

etc.
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2) if S did not touch the numeral "1" on the nume ' card, T said "No",

repeated the verbal cue, "Touch one" and demonstrated (modeled) the

correct response by touching "1" on the numeral card. T then said,

"S touch one". If S imitated T's demonstration and touched "1"-4, 4

on the numeral card, T smiled, said "Great, etc.", recorded an "II"

on the data sheet and presented a different numeral card and cues to

S
2'

etc.

3) If SI did not imitate T's demonstration, T said "No", repeated the

cues "SI, touch one" and primed the response by physically guiding

S 's hand to the numeral "1" on the numeral card. When S completed1
4

the touching response with T's prompting, T smiled, said "Great, etc.",

recorded a "P" on the data sheet, and presented a different numeral

card and cues to S2' etc. T reduced (faded) the amount of physical

prompting of S1 on subsequent trials until SI performed the correct

touching response as an imitation of T. Subsequently, imitations were

faded.

4) The procedures described in 1, 2, 3 above were followed until an S

made 3 consecutive correct responses to each of the two numeral cards

in Set 1 (1, 2) without the assistance of priming or imitative cues.

It should be noted that T tried to avoid presenting a numeral cue twice

in succession but occasionally this did occur.

Step 2 - Baseline and teaching procedures.

T used the baseline procedures described in Step 1 to measure each Ss

initial ability to match the numerals 1, 2, 3 (Set II). Each S responded to

each of the numeral cues, 1, 2, 3 on three consecutive occasions.

The teaching procedures described in Step 1 were used by T for the set

containing the numerals 1, 2, 3. The procedure was followed until an S made

3 consecutive correct responses to each of the three numerals in Set II (1,

2, 3) or a total of 9 consecutive correct responses.
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Step 3 - Baseline and teaching procedures.

T used the baseline procedures described in Step 1 to determine each S's

Initial ability to match the numerals 1, 2, 3, 4 (Set. 111) until each S re-

sponded to each of the four numeral cues (1, 2, 3, 4) on three consecutive

occasions.

The teaching procedures described in Step 1 were used by T for Set III

(1, 2, 3, 4) until a total of 12 consecutive correct responses occurred.

Step 4 - Baseline and teaching procedures.

1 used the baseline procedures described in Step I to determine each S's

ability to match the numerals 1, 2, 3, 4, and 5 (Set IV) after completing

Steps 1, 2, and 3 above until each S responded to each of the five numeral

cues (1, 2, 3, 4, 5) on three consecutive occasions.

The teaching procedures described in Step I were implemented by T for Set

IV (1, 2, 3, 4, 5), until an S made 3 consecutive correct responses to each of

the five numerals in Set IV (1, 2, 3, 4, 5), or a total of 15 consecutive

correct responses.

Phase 11 - Procedures used to teach touching of numerals in response to

verbal cues. The same instructional sequence and procedure as described in

Phase I were used here. The only difference in the baseline and teaching pro-

cedures was that the visual cues (numeral cues) were not presented to Ss.

The same numeral cards were used and the verbal cue remained, 'S, Touch (numeral).

Phase ill - Procedures used to teach numeral labeling.

Step 1 - Baseline and teaching procedures.

Prior to teaching, baseline measures were obtained to determine each S's

ability to label the numerals 1-5: 1) on the numeral card when cues were

presented in serial order; 2) on the numeral card when cues were presented

randomly; and 3) on the flashcards, when cues were presented randomly. The

following baseline procedures were used:
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1) T prewItt..1 the numeral card with the numerals 1, 2, 3, 4, 5 and

placed it In front of S on the table. T then touched the numeral

"1" and said, "Si, what number is this?". Regardless of Si's re-

sponse, T said "Thank you", recorded the response as "+" or "-" and

presented a different numeral cue to S2, etc.

2) T used the same procedure described above until S
1

responded to each

of the five numerals (1, 2, 3, 4, 5) on three consecutive trials.

These baseline procedures were followed until each had the opportunity to

label each of the numerals on the numeral card in serial and random order on

three consecutive occasions. Baseline measures of S's ability to label the 5

numerals on the 5 numeral cards were obtained as follows:

1) T presented a card with a numeral (1, 2, 3, 4, 5) on it to SI. T

then said, "What number is this?". Regardless of Sils response, T

said "Thank vou", recorded the response as "+" or "-" and presented

a different numeral card to S2' etc. (numeral cards were randomly

presented).

2) T used the above procedure until S
1

responded to each of the five

numeral cards on three consecutive occasions.

After baseline measures had been obtained T began to teach Ss to label

the numerals on the numeral card. Teaching was conducted as follows:

1) T pres_nted the numeral card with the numerals 1, 2, 3, 4, 5 and

placed it in front of S1. I then touched "1" and said, "Si, what

number is this?". If S1 said "one", T smiled, said "Great", con-

sequated with a consumable, recorded a correct response and asked

S
2

to label a different numeral, etc.

2) If Si did not respond correctly or failed to respond, T said "No",

repeated the cue, "What number is this?", said "one" "this is one"

Cr touches 1). Then T repeated the cue, "S
l'

what number is this?".
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If Si imitated T and verbally said "one", T said "Great", recorded

an "M" and presented a different cue to S
2'

etc.

3) If S
1

did not imitate T's initial verbal model of the correct re--

sponse, T would repeat the procedure described in 2 above. if SI

again failed to imitate T's model, T would terminate S's trial and

go on to 12, etc.

4) The procedures described in 1, 2, 3 above were followed until an

correctly labeled each of th five numerals (1, 2, 3, 4, 5) on the

numeral card on three consecutive occasions.

Subsequcntly, the same procedures were used to teach Ss to label the

numerals on the numeral card in random order and then to label the numerals

on the flashcards.

RESULTS

The performance of the 8 Ss is summarized in Table 1. However, the

detailed performances of only Ss 14, 6, and 8 are presented graphically.

It appeared that the results of these three Ss represented 3 types of per-

formance patterns exhibited by the 8 Ss. The three performance patterns may

be characterized as follows:

I) Ss (5, 6, and 8) who failed to reach criterion or who reached c,l-

terion on only the first few tasks required in Phase I.

2) Ss (1, 2, and 14) who performed at criterion on Phase I tasks but

did not perform at criterion on all Phase 11 tasks.

3) Ss (3 and 4) who performed at (or almost at) criterion on Phases 1,

II and III.



www.manaraa.com

vcs8

S
6

S
2

SI

*s14

S4

Table 1

PHASES

I II III

Sets Sets Sets
I 11 III IV i II '11 IV V VI VII

X

X x x
,

X x x x

X x x X X x

X x X XXXX p-

X X

X x X X X X x X X

.,

X
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* Both Ss 8 and 14 were taught with 3 dimensional wooden numerals. Ss 1 66

were taught with tagboard numeral cards and flashcards. X = sets on

which Ss reached a criterion of perfect responding on 3 consecutive

trials.

The performance of 56 was selected as representative of those Ss who did

not reach criterion on the tasks of Phase 1. in Phase I Ss were required to

match two numcrals with the assistance of visual and verbal cues. The initial

baseline of Phase I measured the ability of 4 to match one numeral to a mate

contained in a set of 2 (Set I ). it can be discerned from Figure IA (trials

1, 2, 3) that S6 made only 4 of a possible 6 correct responses during the three

trial baseline period. Further inspection of Figure IA reveals the relatively
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inconsistent performance pattern manifested by §6 and that criterion (9

consecutive correct responses) on Set I was not reached until 41 teaching

trials were completed.

When S
6 reached criterion on Set 1, baseline measures of the ability of

S
6

to match one numeral to a mate in a set of 3 were obtained (Set 11). It

can be discerned from Figure 18 (trials 1-3) that S6 made 5 of a possible 9

correct responses during the baseline trials and that after 35 teaching trials

(by end of the school year) 56 had not reached the criterion of 9 correct

consecutive responses.

S14

The performance of S14 was selected as representative of those Ss who

reached criterion on all of the sets of Phase I (matching numerals from visual

and verbal cues) but who did not perform at criterion level on all the sets

of Phase II (touching numeral from a verbal cue). It should be noted that S6,

whose performance was presented above, was a member of Classroom A, and that

S
14

whose performance will be presented here was a member of Classroom B. The

program design and instructional materials used in Classroom B were slightly

different from those used in Classroom A. In Classroom 8, prior to instruc-

tion, two trials of baseline measures were obtained on the four sets of Phase

I. 514 was then taught to perform at a criterion level of 3 consecutive per-

fect trials on Set I and a total of 9 teaching trials were required.

SubseqUent to criterion performance on Set I, baseline measures were again

obtained on Sets I, II, II I and IV (See Figure 2A, B, C, D - trials 12, 13).

During the second baseline period criterion performance was maintained on Set

I, and performance improved dramatically on Sets II and III. Obviously, the

teaching of Sets II and III was unnecessary as S14 acquired the necessary skills

without direct instruction.
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However, instruction was required on Set IV and Slie reached criterion

after 13 teaching trials.

In Phase 11 baseline measures of the ability of Slie to touch the numerals

from a verbal cue were obtained on Sets 1, II, Ill and IV (Figure 2E, F, G, H).

During the baseline period (trials 1, 2) 114 performed perfectly and thus

teaching was not required for Set I and teaching was initiated on Set 11. As

can be discerned from Figure 2F a total of 29 teaching trials were required

before S
14

reached criterion.

Subsequently, baseline measures were again obtained on Sets II, III and

IV (trials 32, 33). As can be discerned from Figure 2F the prior criterion re-

sponding of S14 was not maintained. Then, a new criterion of 15 consecutive

correct responses was set and instruction was reinstituted on Set Ii. A total

of 37 teaching trials were required to obtain criterion responding.

When S
16 reached criterion on Set II, instruction was initiated on Set

III. As can be discerned from Figure 2G a total of 23 teaching trials were

required to reach a criterion of 12 consecutive correct responses (trials 71-

93).

Subsequently, baseline measures were obtained on Sets Ii, III and IV

(trials 94, 95). As can be discerned from Figures 2F, G, and H criterion

responding was maintained on Sets II and III and performance improved s s b-

i

stantially on Set IV.

Unfortunately, time in the school year permitted only eight,teaching.

trials on Set IV.

The performance of S4 will be presented graphically to represent the

third type of performance pattern: Ss who completed (or almost compleilWo
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Phases I, 11, and ill. 54's performance on Phase 1 (matching two numerals with.

the assistance of visual and verbal cues) is depicted in rigure 3A, B, C, D.

The Initial baseline measured the ability of 14 to match one numeral to a mate

contained in a set of 2 (Set I). 14 performed perfectly during the three base-

line trials as can be discerned from Figure 3A (trials 1, 2, 3). 14 then made

7 of 9 possible correct responses during the three trial baseline of Set II

(See Figure 38). Further inspection of Figure 3B shows that 9 teaching trials

were necessary for 14 to reach criterion of 9 consecutive correct responses on

Set II (matching one numeral to a mate contained in a set of 3).

Inspection of Figure 3C reveals that 14 performed perfectly on the 3 trial

baseline of Set IV (matching one numeral to a mate contained in a set of 4).

The performance of 14 on matching one numeral to a mate contained in a set of

5 (Set IV) is presented in Figure 3D. It can be discerned that 14 made 8 of

a possible 15 correct responses on the three trial baseline of Set IV. Then,

only 6 teaching trials were required for 14 to reach criterion on Set IV.

Figures 3E, F, G, and H depict 14's performance on Phase 11 (touching a

numeral from a verbal cue). The initial baseline of Phase 11 measured the

ability of 14 to touch a numeral with verbal cue only in a set of 2 (Set I).

It can be discerned from Figure 3E that 14 made 5 of a possible 6 correct re-

sponses on a three trial baseline (trials 1, 2, 3). Thus, it was felt that

teaching was not necessary for Set I. On the three trial baseline of Set 11

(Figure 3F) 14 made 8 of a possible 9 correct responses and again teaching was

not necessary. On the baseline of Set 111, 14 made 6 of a possible 12 correct

responses on the three baseline trials (Figure 30 and 10 teaching trials were

required before 24 reached criterion on Set III (a total of 12 consecutive

correct responses). Inspection of Figure 3H reveals that 54 responded per-

fectly on the three trial baseline of Set IV.
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During Phase III (Figure 31) 14 was required to verbally label the

numerals 1 through 5. The initial baseline measured the ability of 14 to

label the numeral-t-t-through: A) on the numeral card with cues presented

in serial order (Set V); B) on the numeral card with cues presented randomly

(Set VI); and C) on flashcards with cues presented randomly (Set Vii). it

can be discerned from Figure 31 that 4 made 10 of a possible 15 correct re-

sponses on Set V, 7 of a possible 15 correct responses on Set VI, and 5 of a

possible 15 correct responses on Set VII during the three trial baseline

(trials 1, 2, 3). Instruction was then initiated on Set V and 14 reached

criterion after 12 teaching trials (trials 4-15). Then baseline measures

were again obtained on Sets V, VI, and VII. Inspection of Figure 3r reveals

that S
4

maintained correct responding on Set V during the second baseline

(trials 1S, 17, 18). The performance of 14 on Set VI increased dramatically In

that S
4

responded perfectly. Also during this baseline 14 made 7 of a possible

15 correct responses on Set VII. At the end of the school year, 9 teaching

trials were completed on Set Vii (trials 19-27). Although 14 had not reached

the criterion of 15 consecutive correct responses, inspection of Figure 31'

reveals that 54 had made 10 consecutive correct responses and quite probably

will reach criterion in the coming academic year and then progress to more

sophisticated math activities.
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Pro ram II: Basic Counting and_Quntity Concept Program

Students (Ss)

The 6 Ss in Classrooms A and B who, in the judgment of the teachers,

manifested the most developed expressive language and articulation skills

were involved in this program. The program was designed and implemented so

that progression through the steps of the program was determined by the per-

formance of individual Ss. Instruction was conducted in small groups of one

T to 2, 3, or 4 Ss. At times at least 2 Ss in a particular group were in-

volved in different tasks.

Materials

The materials used in this program were as follows:

1) Five 4" x 5" pieces of manilla tagboard (numeral cards) each one

contained.a numeral from 1-5 printed in black magic marker;

2) The pegboards and pegs from Ideal's pm-It-Numbers;

3) Pieces of cereal for consequences;

4) Data sheets which provided space for date, phase, set, cue, name,

trial number and total number correct responses. Sample data sheets

are presented at the end of this program.

Instructional Sequence

Phase I - Counting Task

Set I Counting through 1

Set II Counting through 2

Set III Counting through 3

Set IV Counting through 4

Set V Counting through 5

Set VI Counting through 6
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Set VII

Set VIII

Set IX

Set X
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Counting through 7

Counting through 8

Counting through 9

Counting through 10

Phase II - Rational Counting Task

Set I Counting 1 peg

Set II Counting 2 pegs

Set III Counting 3 pegs

Set IV Counting 4 pegs

Set V Counting 5 pegs

Phase III - Rational Counting and Task
Verbal Reporting of Quantities

Set I

Set II

Set ill

Set IV

Set V

Phase IV - Numeral Labeling

Set I

Set I I

Counting 1 peg; reporting how many

Counting 2 pegs; reporting how many

Counting 3 pegs; reporting how many

Counting 4 pegs; reporting how many

Counting 5 pegs; reporting how many

Verbally labeling the numerals 1, 2, 3,
4, and 5 which were printed on the peg-
boards.

Verbally labeling the numerals 1, 2, 3,
4, and 5 which were printed on numeral
cards.

It should be noted that baseline measures of the tasks required in Phases

II, III and IV were obtained after an S reached criterion on Set V of Phase I.

It should be further noted that while Sets VI-X of Phase I were being taught,

the tasks of Phase II (descriued below) were being taught at a different time

in the school day.
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Baseline Procedures

The baseline measures of Phases I-IV were obtained in the following

manner:

Phase I - Counting. Ss were seated in a semi-circle facing T. T said

to SI, "SI count through (1)". After SI responded T said "Thank you" giving

no indication to S
1
whether or not the response was correct. T then recorded

the response appropriately on the data sheet and presented a different verbal

cue to S
2' -

"S
2 count through (2)" etc. The ten sets of Phase I were base-

lined in the above manner before teaching began on Set I. Baseline measures

of Phases 11, 111, IV were obtained when Ss reached criterion on Set V of

Phase I.

Phase It - Rational Coustial. Baseline measures of Phase III tasks were

obtained before Phase 11 because Phase 111 involved more difficult rational

counting skills. This procedure was used in an attempt to minimize the

occurrence of incidental learning during the baselines of Phase II that might

distort performance on the initial baselines of Phase III. This would also

provide a procedure to measure generalization occurring from the tasks of

Phase 11 to the tasks of Phase III.

T placed either 1, 2, 3, 4, or 5 pegs on the table directly in front of

S and said, "S1 count the peg(s)". After S responded T said "Thank you"

giving no indication whether or not the response was correct or incorrect

and recorded the response appropriately on the data sheet. S2 was then pre-

sented with a different number of pegs to count, etc. The five sets of Phase

11 were baselined in the above manner.

Phase III - Rational_ CountilandVerr.
Base-

line measures of Phase III tasks were obtained in the same manner as those of

Phab.. II except that after Ss were presented with a quantity of pegs, and told

to "Count the pegs" they were also asked, "How many?".
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Phase IV - Numeral Labeling. The tasks of Phase IV were baselined before

the teaching began on Phase II. A primary rationale for this maneuver was to

attempt to delineate generalization afskilis across phases. The baseline measures

were obtained as follows:

I held one numeral card directly in front of at at eye level and said,

"S what number is this?". After S responded T said "Thank you" not

indicating whether or not the response was correct and recorded the re-

sponse appropriately on the data sheet. S2 was then presented a dif-

ferent numeral to label, etc.

Set II baseline measures were obtained using the same procedures as

Set 1.

Teaching Procedures

Phase 1 - Counting. Phase I was designed to teach rote counting through

10. The steps in the teaching procedures were as follows:

1) as were seated in a semi-circle facing T who said, "SI count through

(1)". If S
1

counted correctly T smiled, said "Good, etc.", provided
-

a consumable consequence, recorded a corc.ct response (+) on the data

sheet, and presented a different cue to S2, etc.

2) If S
1

did not respond or counted incorrectly T said "No", repeated

the cue "S
1

count through (1)", and modeled the correct response
-

"1". T again repeated the cue. If SI counted correctly imitating

the model, T smiled, said "Good, etc.", did not provide a consumable,

and recorded "m
1

" (first model) on the data sheet. S
2

would then be

given a different cue, etc.

3) If Si did not respond or counted incorrectly T said "No", and repeated

the cue "S1, count through (1)". T then modeled the correct response

"1" and said "S
1'

say what T said, "1". (In the case of Set II etc.,
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for example, T would say "Si, say what T said, "1", Si would respond

"1", T would then say "2" and Si would respond "2"). If Si correctly

imitated the counting model, T would provide only social consequences

and record "M2" (second model) on the data sheet. S2 would then be

given a different cue, etc.

4) If Si did not respond or did so incorrectly T said "No, 1" and ter-

minated the turn. A different cue would then be given to S2, etc.

Teaching was continued until the modeling cues were faded and S responded

correctly on 3 consecutive occasions on Set 1. Teaching was then initiated

on Set H.

It should be noted that Jr Set II, for example, the only correct response

could be "one, two". However, if a S said nothing, one, or two, these re-

sponses were recorded. This method of recording and ultimately graphing was

used throughout the program.

The teaching procedure above was used for four Ss (9, 11, 12, and 13)

on Sets I through V. On the sets that remained (VI through X) a slightly

modified procedure was used. The modified procedure was also used for 2 Ss

(3 & 4) on Sets I through V. In this procedure a number of extra cues were

provided by T. The extra cues included: T projecting her fingers as S

counted; tapping S's knee as he counted, or T rehearsing Ss as J group. The

extra cues were faded before Ss reached criterion on a particular set but

the cue "Si count through (I)" was never changed. Although such extra cues

made it impossible to identify the variables leading to S's success, T

hypothesized that criterion performance might have been facilitated with the

extra cues and practice.

Phase II - Rational Counting. Phase li was designed not only to teach

rational counting but also, througn incidental learning, to teach approxima-

tion of numeral d scrimination and labeling. instead of using tangible con-
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sequences Ss were allowed to put the pegs they had correctly counted into a

pegboard that had the exact number of holes as S had pegs. While T was pointing

to the numeral on the board, T would say for example, "You did a good job

counting, you may put the 1 pegs In the board, etc." indirectly, of course,

T was labeling the numeral I for S. The procedure for Phase 11 is as follows:

1) T placed 1, 2, 3, 4, or 5 pegs on the table directly in front of Si

and said "Si count the peg(s)". If Si responded correctly, T smiled,

said 'Good, etc.", allowed Si to put the pegs in the pegboard and

recorded a correct response ( +) on the data sheet. A different quan-

tity was then placed in front of S2, etc.

2) if S did not respond or counted the peg(s) Incorrectly T said "No",

repeated the cue, "Si count the pe-(s)", and verbally modeled the

correct response "1" as Si touched the peg.* If Si correctly imi-

tated the verbal model T smiled, said ' od, etc.", but Si was not

allowed to put the peg(s) in the board. T then recorded an "Mi" on

the data sheet and placed a different quantity in front of S2, etc.

3) If S did not respond or counted incorrectly T said "No", repeated

the cue, "Si count the peg(s)" and "Si count through 1". (A task

learned in Phase I above) As S counted T touched the respective

peg(s). If S
1
counted correctly T would provide only social conse-

quences, record "M
2
" on the data sheet and place a different quantity

of pegs In front of S 2, etc.

4) Instruction continued until S
1

responded correctly on 3 consecutive

occasions without assistance.

Phase III - Rational Counting and Quantity Set Concepts. While serving

as a review of rational counting (Phase II) and an opportunity to acquire

* Ss were not required to touch the pegs as they counted, if they were success-
ful without doing so.
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number discrimination and labeling skills through incidental learning, Phase

III also attempts to teach the Ss that objects may be conceptualized as a quan-

tity or set by asking the question "How many?". The teaching procedures were

as follows:

l) T placed the peg(s) directly in front of Si on the table and said

"S count the pegs". (This task was taught in Phase 11 above, if

Si had experienc-' difficulty, the teaching procedures would have

been the same as those used in Phase II). After S counted the pegs

T said "Si, how m.ny?". If Si responded correctly T smiled, said

"Good, Etc.", and allowed S1 to put the pegs in the board. I then

recorded a correct response and presented a different quantity of

peg(s) to S2, etc.

2) If S
1

did not respond or incorrectly stated how many pegs were pre--

sented, T said "No", repeated the cue "S1, how many?" and verbally

modeled the response "I". The cue was then repeated. If SI re-

sponded correctly T smiled, said "Good, etc.", did not allow Si to

put the peg(s) in the board and recorded an "Ml" on the data sheet.

12 was then presented the peg(s) to S2, etc.

3) If S1 did not respond or still did so incorrectly T said "No", re-

peated the cue, "S1, how many?" and said "Si say I". If Si re-

sponded correctly T provided only social consequences and recorded

"M
2
" on the data sheet.

4) If Si did not respond or did so incorrectly T said "No" and terminatec:

the. turn. A peg(s) was then presented to S
2'

etc.

5) Teaching was continued until the modeling cues were faded and Si re-

sponded correctly on 3 conscutiv..: occasions to the cue. "Si count the

pegs" and "S1, how many?".
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Phase IV - Numeral Labeling. it was hoped that through experiences in

Phases 1, II and III, incidental learning of related numeral labeling skills

would have occurred and that the skills required in Phast. IV would not have

to be taught. In the necessity that it be taught the teaching procedures are

as follows:

1) T held at S's eye level a numeral card and said, "SI, what number is

this?". If Sl correctly labeled the numeral card T smiled, said

"Good, etc.", provided a tangible consequence, recorded on the data

sheet a correct response, and provided a different card to S2, etc.

2) If SI did not respond or did so incorrectly T said "No", repeated the

cue "Si, what number is this?" and modeled the correct response ("1",

"2", "3", "4", or "5"). The cue was again repeated. If SI responded

correctly T smiled, said "Good, etc.", did not provide a consumable

consequence and recorded "M1" on the data sheet. S_ was presented

with another numeral card, etc.

3) If Si did not respond or did so incorrectly T said "Si say "1" ("2",

"3", "4", or "5"). If SI correctly tmitated the model, T provided

only social consequences, recorded "M2" on the data sheet, and pre-

sented a different numeral card to S2, etc.

4) If SI did not respond or did so incorrectly, T terminated the trial

and presented a different numeral card to S2, etc.

5) When S responded correctly on 3 consecutive trials with each trial

consisting of 5 responses, instruction was terminated.

The same procedures described above would be us'd for both the numeral

cards and the pegboards.

Results

A summary of the performance of all 6 Ss is presented in Table I.
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However, before Table I is examined in detail the following points should

be reviewed:

l) All 6 Ss were taught to perform at criterion on Sets I through V of

Phase I (counting).

2) When an S reached criterion on Sets I through V of Phase 1, instruc-

tion on Phase 11 was initiated during one part of the day. Instruc-

tion on Sets Vi through X of Phase I was initiated during another part

of the day. Thus, instruction on the tasks required in Phases I and

11 was issued concomitantly.

3) When an S reached criterion on the Sets I through V of Phase I and the

five sets of Phase II, instruction on the tasks required in Phases III

and IV was initiated.

As can be discerned from Table 1, all 6 Ss were taught to rote count at

least through 5; 3 Is were taught to rationally count through 3; and one S was

taught to rationally count through 5, verbally report the quantity of one and

labeled the numerals 1 through 5 on both the pegboard and the numeral cards.

Inspection of Table 1 might provide the reader with the impression that

all Ss received the same amount of instruction, but that some Is progressed

faster than others. in reality, this does not seem to be valid. Instruction

with some Ss was not initiated until mid-year, and some Ss missed substantial

amounts of time for medical reasons. in fact, individual performance patterns

which will not be presented here strongly suggest that the number of teaching

trials required to reach criterion on most steps under instruction varied little,

Comment

Phases II through V were introduced late in the school year. Thus, due

to a lack of time,instruction on those Phases with most students was not ini-

tiated. However, hopefully, the procedures as they are described above will

be implemented next year.
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Sample of Data Sheet for Phase I - Rote Counting

Phase: 1 Set: VI Cue: "Count through 6"

Name Trial No. Correct

2

4

.01~811W

Sample of Data Sheet for Phase 11 ,6 Rational Counting

Phase: 11 Set: V Cue: "Count the pegs"

Name Trial No. Correct

1

2

3

4

Sample of Data Sheet for Phase 111 - Rational Counting and quantity,
Set Concepts (1-5)

Phase: ro
Cue:

Name Trial A B*ABABABAB A B

No. Correct No. Correct

1

2

Date:

Sample of Data Sheet for Phase IV - Numeral Labeling

rhase: Set: Cue:

Name Trial 1 2 3 4 No. Correct

*A - "Count the peg(s)" 'B - "How many?"
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Pro ram III Rudimentar Conce is Involvin
antzt and Size Proem

The development of rudimentary concepts involving quantity and size has

been cohsidered by theorists (Piaget) and curriculum designers (!!alloy, 1972;

Sheperd, Wyrick G Bilycu, 1970) as the basis upon which higher level

mathematical skills must be developed. Unfortunately, most definitions of

these concepts have remained too general and vague to allow for the systematic

teaching of such concepts. Educators have generally relied upon t'ae experi-

ences of a child which normally occur to teach these concepts. This may

account for the close identification of such concepts with age norms and

maturational theories of development. The maturational basis generally

provided as an explanation of concept learning has lead to the exclusion of

rudimentary mathematical concepts (i.e., big-little, long-short, one-many,

etc.) from curricula designed for severely handicapped children. That is, since

such children have not attained the required developmental stage of function

they cannot possibly acquire such concepts. In truth, these concepts have

been difficult to teach severely handicapped children. However, it was

felt that this may be due to the absence of a precise definition of conceptual

learning and the use of an instructional technology inadequate to insure the

acquisition of these concepts.

This program attempted to:

1) precisely define several rudimentary mathematical concepts in
terms of the response each student must nake to demonstrate his
acquisition of those concepts;

2) provide for the acquisition of those responses through the
systematic application of a more precise instructional technology.

Hopefully, an instructional program combining both a more precise concept

definition and technology of teaching would result in the acquisition of

rudimentary mathematical concepts by severely handicapped students.
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The initial step in the design of the program was to precisely define

what was meant by "rudimentary mathematical concepts." For the purposes

of this program the definitions utilized were specified in terms of the

students' responses. That ib, what a student would have to do to demon-

strate that he had ind,ed acquired a concept. The definition of a concept

offered by Becker, Englemann and Thv is, (1971) was utilized as the starting

point for determining the concepts of the program:

"A concept in a given universe has been taught Hien the response (of

the student) chosen by the teacher occurs consistently to concept instances,

when this response does not occur to non-instances, and when variations in

irrelevant concept characteristics have no effect on the accuracy of

responding."

For example, in the big-little program the concept big (little) was

defined as the students touching or labeling of the larger (smaller) of the

pair of stimuli presented and continuing to touch or label the larger

(smaller) stimuli as irrelevant stimulus dimensions (color, shape, texture)

were varied.

The second step of the program was to systematically apply a teaching

procedure that would result in the students acquiring the previously defined

conceptual behavior. Stated most simply, this involved reinforcing one

response in the presence of one stimulus class (larger stimulus of the pair)

and reinforcing an alternative response in the presence of the alternative

stimulus class (smaller stimulus). Initially attenpts were made to pinpoint

the relevant stimulus dimension (size) for the students by making it the only

dimension available upon which the two stimuli could be discriminated.
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That is, the stimuli were identical except for size. Once criterion level

responding was reached, the pairs of stimuli were changed to vary irrelevant

stimulus dimensions (color, shape, texture). Thus the instructional sequence

consisted of a series of specific tasks. Again this program was developed

in accord with Becker, Englemann and Thomas, (1971) conclusion that concepts

are rarely, if ever, taught directly:

"A teacher teaches specific tasks. A task requires a particular response

to a particular stimulus...Tasks are specifications of stimulus response

relationships the teacher wants to establish. Teaching can be said to involve

getting a task response going in the presence of a task signal. The general

case is always taught through specific tasks."

PART 1 (BIG-LITTLE)

Materials

The 3 sets of materials utilized in the big-little instructional program

are presented below in Table 1.

Set I (ob ects) Set If

TABLE 1

a)er iia )es) Set It(' a er sha es1
40

can
little can

big plate
little plate

1211121L
Tittle cup

big can
little can

big trianele
little triangle

big square
little square

big circle
little circle

big triangle
little triangle

big triangle
little square

big square
little tr-i :ogle

big circle
little square

big triangle
little sqpnre

bid triangle
little circle

big square
little circle

bid circle
little triangle

big triangle
little circle
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TABLE 1 cont.

Set I (objects) Set II (la er sha esww a OT shapes

big plate
little,plate

big cup

little Tud

Set IA (objects)

big hail
little ball

big jplate

little plate

big candy bar
'little candy bar

big ball
little ball

big plate
little plate

big candy bar
little candy bar

big square
little square

big circle
little circle

Set IIA paper shapes)

bi abstract e)

itt e a stract cape)

big octagon
little octagon

big diamond
little diamond

big diamond
little diamond

big octagon

11111115.321

bigbig abstract (shape)
little abstract (shape)

big square
little triangle

big circle
little triangle

big square
little circle

big circle
little square

Set I was comprised of three dimensional objects that were divided into

three pairs of objects. These pairs were identical in every way except for

their relative sizes. Thus, students were required to discriminate between

two cans, plates or cups that were identicalin every way except size.

Set IA was comprised of three dimensional objects that were divided into

three pairs of objects. These pairs were identical in every way except for

their relative sizes. Thus, students were required to discriminate between

two balls, plates or candy bars, that were identical in every way except size.

Since the relative size of the stimuli was of primary importance to this

program, Set IA that was erployed with Ss from Classroom A was considered to

be equivalent with Set I employed in Classroom B.
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Set II was comprised of three pairs of shapes (6,0,0) cut from

construction paper. The two shapes comprising each pair of these stimuli

were the same color; however, each of the three pairs were different colors.

That is, .he two triangles were purple, the two squares were red and the two

circles were orange. The shapes were constructed so thct each large shape

was 9" in height and each small shape 2 1/2".

Set IIA was comprised of three pairs of shapes (8, abstract shape;<:),

octagon; and , diamond) drawn with black magic marker on tagboard. Each

shape was completely shaded in with black magic moker. The shapes were

constructed so that each large shape was approximately 9" in height and each

small shape 2 1/2". Since the relative size of the stimuli was of primary

importance to this program, Set lift that was employed with Ss from Classroom A

was considered to be equivalent to Set II used in Classroom B.

Set III was comprised of six pairs of stimuli. These were the same

stimuli used in Set II, however, they were now presented in every possible

combination of dissimilar shape. That is, the big triangle was paired with

both the little square and little circle, the big square was paired with both

the little triangle and little square, and the big square was paired with

both the little circle and little triangle. These pairings resulted in

variation of the irrelevant stimulus dimensions, color and shape (previously

held constant between big and little stimuli). It was felt that correct

responses to this set demonstrated responding to the relevant stimulus

idimension (size) while disregarding varying irrelevant stimulus dimensions

(shape and color).

Procedure

The procedure utilized for teaching the rudinentary mathematical concepts

of this program was the same for each of the four concepts taught. Stated

simply,, it consisted of reinforcing one response in the presence of one stimulus
.

class and reinforcing an alternative response in the presence of the alternative

stimulus class. Specifically, T presented two stimuli of different sizes to
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S1 and then directed Si to "Touch big." All correct responses were reinforced

and all incorrect responses were corrected by modeling or priming. When T

directed sa to "Touch little," all correct responses were reinforced and all

incorrect responses were corrected by modeling or priming.

Since the concepts were all relative to the context. in which the stimuli

were presented (an adult may be big when compared to a child but small when

compared to Ung Kong), stimuli were always presented in pairs to permit

direct comparisons.

Step I - Baseline

Baseline measures of each S's performance on all components of the program

were obtained prior to any instruction. In addition, baseline measures were

obtained again following Steps II and III(last step in the program). These

measures were conducted in a group setting with S's alternating turns. For

each step an S was required to respond to T's verbal direction in the presence

of the appropriate instructional materials. The response was recorded by T

without indicating to an S the,,accuracy of a response; that is, all responses

were followed by T's neutrally spoken, "Thank you." A baseline trial for

each S (and all teaching trials) consisted of two presentations of all the

pairs of stimuli comprising a set (3 pairs in Sets I and II, 6 pairs in Set III).

This allowed T to direct an S to touch both the little and big stimulus in

each pair. Thus each trial for Set I consisted following 6 combinations of

verbal directions and stimuli:

Verbal Direction Stimulus Pairs

1) "Touch big"

2) "Touch big"

big ball
little EFal

big plate
little plate
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Verbal Direction

3) "Touch big"

4) "Touch little"

5) "Touch little"

6) "Touch little"

Stimulus Pairs

big candy bar
little candy bar

big ball
little ball

big plate
little plate

b 1 candy bar
li te candy bar
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The two directions and three pairs of stimuli were arranged and presented

randomly, with the constraint that once an S had been given any of the six

combinations of directions or stimuli, it was not presented again until each

of the remaining combinations (directions and pairs) was presented once. A

minimum of two such trials were obtained prior to instruction on a task.

Step II Touching big or little materials following T's verbal direction.

Ss had previously been taught to imitate the touching of objects following

T's demonstration. Therefore, imitation of T's touching was utilized as the

main instructional procedure:

1) T placed the initial pair of stimuli (little ball, big ball) on the
Table in front of El and said, "b, touch (big /little)." if S4
touched the appropriate stimulus, T smiled, said "Good," provided
a consumable consequence, recordeda correct response and presented
a different combination of directions or stimuli to :!2, etc.

2) If SI touched the incorrect stimuli, T said, "No," repeated the
verbal direction, "Touch (big/little)" and demonstrated the correct
response by touching the appropriate stimulus. Then T repeated the
verbal direction, "fa, touch (bin /little)" and waited for fi to
respond. If S1 imitated T's demonstration, T smiled, said "Good"
but did not provide a consumable consequence and recorded an "N"
on the data sheet. Consumable consequences were provided only
when Ss responded correctly to T's initial verbal directions.
Social consequences were provided for correct imitations of T's
demonstrations. SuLscqwntly, a different combination (directions
and raiis) was presented to 2, etc.
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3) If 14 did not touch the correct stimulus following T's demonstration,
I said, "No," repeated the verbal cue, "El, touch (gig/little)" and
filmed the correct response. When S completed the touching response
with T's assistance, T smiled, said, "Good," but did not provide a
consumable consequence and recorded a "P" on the data sheet.

4) Instruction continued until all priming and modeling cues were faded
and until an S responded correctly on 3 consecutive trials (18 correct
responses). Kubsequently, instruction was initiated on Step III.

Step III Labeling big or little materials following T's question:

Prior to the initiation of instruction on this step T determined whether

an S could reliably produce a recognizable imitation of the words big and

little. If an S did not produce such an imitation, instruction on Step III

was delayed until articulation of these words was taught.

1) T placed one pair of stimuli on the table directly in front of 11,
Touched the big (little) stimulus and said, "SA, is this big or little?"
If 11 said, "Big" (little), T smiled, said, "Toed," provided a
consumable consequence and recorded a correct response. Subsequently
T presented a different combination to S2, etc.

2) If Si labeled the stimulus T pointed to incorrectly or did not
respond at all, T said, "Nor repeated the question, "Is this big
or little?" and provided the correct answer, "Big" (little). Then
T repeated the question (still pointing at the big (little) stimulus),

Is this big or little?" and waited for Si to respond. If 51
imitated T's demonstration,1 smiled, said, "Good" but did .hot
provide a consumable consequence and recorded an "4" on the data
sheet. Subsequently T presented a different combination to E2, etc.

3) If 51 did not imitate T's verbal model of the correct response, T
repeated procedure 02 ascribed above. If S1 again failed to
imitate T's model, T terminated El's trial and presented a different
combination to S2, etc.

4) Instruction was contiped until all modeling cues were faded and
until an S responded correctly on consecutive trials(18 correct
responsesT.

PART II (LOW-SHORT)

Materials

The two sets of materials utilized in the long-short instructional

program are presented below in Table 2.



www.manaraa.com

TABLE 2

Set I Set II

long line
short line

long paper
snort paper

long pipe cleaner
short pipe cleaner

long line
short line

long paper
short paper

long pipe cleaner
short ripe cleaner

long line
short paper

long paper
snort line

long pipe sieaner
short linc

long line
short paper

long paper
short pipe cleaneL-

long pipe cleaner
short line

long line,

short pipe cleaner.

longyaper
short pipe cleaner

long pipe cleaner
short paper

long line
short pipecleaner

long paper
short line

long pipe cleaner
short paper

/100101,4ffewiNNIMANIN~RIMIMENMOVole
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Set I was comprised of two and three dimensional stimuli that were

divided into three pairs. These pairs were identical in every way except

for their relative lengths; thus, Ss were required to discriminate between

two lines, papers or pipe cleaners that were identical except for length.

Stimuli were chillr mounted or drawn upon 9" x 12" sheets of white paper

with each pair differing in color from the other two pairs. "Long" stimuli

were 10" and "short" stimuli were 3" in length.

Set II was comprised of six pairs of stimuli. These were the same

stimuli used in Set I, however, they were now presented ip every possible

combination of dissimilar objects. Thus the long line was paired with both

the short paper and short pipe cleaner, the long paper was paired with the

short line and short pipe cleaner and the long pipe cleaner was paired with

the short line and short paper. These pairings again resulted in a wide

variation in the irrelevant stimulus characteristics icolor, texture, etc.).
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PART III ( ONE-MANY)

Materials

The three sets of materials utilized in the one-many instructional

program are presented below in Table 3.

TAB1E 3

Set I Set Set III

one pencil
many pencils

k
one tongue depressor
many tongue depniFis

one circle
many circies

one pencil
many pencils

one tongue depressor
many tongue depressors

one circle
many circles

one sail
many tongue depressors

ETLEEEELL
m6lifydircles

one tongue depressor
many pencils

one tongue depressor
many circles

one circle
many penc.ls

one circle
many tongue depressors

one pencil
martteittonfiessors

one pencil
many circles

one tongue depressor
many pencils

one tongue depressor
many circles

one circle
many pencils

one circle
many tongue depressors

one block
RETTABBIs

one block
.....zmaEltUztLE

1.
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TABLE 3 cont.

Set IA

one flag
many r ags

Set IIA

once pencil
many pen I1 s

one piece of um
many pieces of gum

one flag
many:flags,

one pencil
many pencils

one piece of gum
many pieces of gum

one flag
many pieces of gum

one flag
many pencils

one pencil
many pieces of gum

one eneil

one iece of. um
many pent s

one iece'of gum
many ags

one flag
many pieces of gum

one flag
many pencils

one pencil
many pieces of gum

one pencil
many flags

one piece of gum
many flags

one piece of gum

many ESTELls

Set 'III

Set I was comprised of objects that were divided lute three pairs of

stimuli. Each of the three pairs was constructed by mount!ng one object on

a 9" x 12" sheet of white paper and many of the same rAects (approx. 8) on

another 9" x 12" sheet. The two stimuli were identical except for the

number of objects mounted on each sheet.



www.manaraa.com

178

Set IA was constructed in the same manner as Set I, however, different

objects were utilized (flags, pieces of gum and pencils). This set was

employed in Classroom A and was considered to b. equivalent to Set I employed

in Classroom B.

Set II was comprised of six pairs of stimuli. Those were the same

stimuli used in Set I, presented in all possible combinations of one-many

(excluding Set I).

Set ILA was constructed in the same manner as Set II, however, the

objects of Set IA were utilized. This set was employed in Classroom A and

was considered to be equivalent to Set II employed in Classroom B.

Set III, rather than being comprised of pairs of stimuli, was initially

a pile of nine blocks from which Ss were required to give T one or many

(blocks). This set was included to provide both a distinctly different

response (giving vs touching) and stimuli of a different type (pile of

blocks). Hopefully this task provided some measure of generalization of

the one-many concept and additional responses utilizing the concept.

While the procedure previously delineated in the big-little program was

utilized to teach Sets I (IA) and II (IIA) of this program, a different

procedure was necessary to teach Set III. This procedure follows:

1) T placed 9 blocks on the table directI in front of SI and said
Tir_S, give me one (or many)." If SI gore T the correct number of
blocks (many defined as 3 or more blocks), T smiled, said, "Good,"
provided a consumable consequence and reco,..ded a correct response
Oh the data sheet. Then T placed the blocks in front of 52 and
presented a different cue.

2) If S did not respond or gave T an incorrect number of blocks, T
saiU-"No!", repeated the cue "Give me one (or many)" and modeled
the correct response. This demonstration consisted of T bringing
the correct number of blocks toward herself. After repositioning
the blocks in front of Sl, T again repeated the cue, "Si, give me
one (or massy).." If El responded correctly, T smiled, said, "Good,"
but did not provide a consumable conseemence. Then T recorded an
111" on the data sheet, placed the blocks in front ofd and
presented a different cue.

. .
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3) If .13 did not respond or still gave T an incorrect number of blocks,
T iiid, "Not", and repeated the cue, "'Give me or3 (or many)." Then
I''primed the correct response and following the completion of the
correct response with the assistance of T's prime, provided social
consequences to a (smile, "Good"). T recorded a "P" on the data
Meet, placed the blocks in front of 12' and presented a different
cue.

4) The teaching procedure was continued until S responded correctly
on 3 consecutive trials, with each trial :.dtiksting of 2 correct
responses or a total of 6 consecutive correct responses.

PART IV (STRAIGHT-CURVED)

Materials

The two sets of materials utilised in the straight curved instructional

program are presented in Table 4.

TABLE 4

Set I Set II

straight line
7cmcirmir--

11111111LLENTEE
curve paper

straight string
curved string

straight line
curved line

straight paper
curved paper

straight string
curved string

ISTA140.11.11112_
curve paier

straight spar
curvets ne

straight stringy,
curved line

straight line
curved paper

straight paper
curved line

straight string
curved papa

IIMI1111M

11124.10.114T1

straight paper
curved string

straight string
cur' Frpaper

straight line
curved string

straight paper
curved string

straight string
curved line

Set I was comprised of two and three dimensional stimuli that were divided

into three pairs. These stimuli in each pair were identica mept for their

curvature; thus Ss were required to discriminate between two lines, papers, or



www.manaraa.com

180

stings that were identical except for curvature. Stimuli were either mounted

or urawn upon 9" x 12" sheets of white paper, with each pair differing in color

from the other two pairs. Straight stimuli wore constructed utilizing a ruler,

curved stimuli had at least a 20° curvature.

Set II was comprised of six pairs of stimuli. These were the same stimuli

used it Set I, presented in all possible combinations of straight-curved

(excluding Set I).

RESULTS

The results for the 12 Ss involved in the program are summarized in

Tables 5-8 presented below. Again,the results of individual Ss have been

selected to represent typical performances of clusters of Ss.

These results are presented in four parts as was the preceding program.

PART 1 (BIG-LITTLE)

Three types of performance trends manifested by the 12 Ss involved in

this program may be described as:

1) seven Ss (1, 2, 5, 6, 8, 10 & 14) who did not reach criterion on any
of thFsets in the program;

2) onn S (3) whe reached criterion on the initial set of the program;

3) five Ss (4, 9, 11, 12, and 13) who reached criterion on all of the
sets Ehey were exposed to either during testing (baseline) or
following a small number oF teaching trials (Ss 9, 11, 12, and 13
received no instruction on Set I, but instead started the program
with Set II).
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TABLE S

BIG-LITTLE SETS REACHING CRITERION

Student
Number Set I

Set II or
Set IIA
(Touchin Set II/ SetIL......1sja,

Set II or
Set IIA

1

2
5
6
8

10 .

14

3 X

4 X X X X X X
9 * X X * X X
11 * X X * X X
12 * X X * X X
13 * X X * X X

-.....1

*component of program skipped X criterion reached on a particular set

It should be noted that two different criterion levels were adopted.

During testing (baseline) conditions criterion performance was defined as two

consecutive trials of correct responding, During the teaching phases

criterion was defined as three consecutive trials of correct responding

(18 or 36 consecutive responses).

Ss displaying the poorest type of performance will be discussed first.

The results of Si were selected to represent the responding typical of this

level of performance. As can be discerned from Figure ', fa performed

inconsistently throughout the teaching phases of the program. Even the

modification of the teaching procedure at trial 34 failed to produce the

desired consistent high level of correct responding. This was the same

procedure that had been sucvlssfull, employed with in in the receptive
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language program (touching and naming each of the objects prior to S's touching

the objects - e.g., T touched big and said, "big," T touched little and said,

"little," then I said to S, "touch big (little)"). Teaching was continued

with SI for approximately 110 trials, at which time the school year ended and

S4 still had not reached the criterion level of responding.

A second performance level was displayed by only one student, S3 (Figure 2)

13 required many teaching trials (125), but did reach criterion on the first

big-little set. The re-baseline period that followed 13's criterion responding

on Set IA resulted in the maintenance of near criterion level of responding on

Set IA (17 of 18 correct) and an increase in the level of correct responding

on Set IIA (14 of 18) over the initial baseline (9 of 18). Subsequent instructi

on Set IIA could not be completed due to the ending of the school year.

The final type of performance was displayed by Ss 4, 9, 11, 12, and 13.

These Ss either responded at criterion level during the testing (baseline)

conOitions or following a small number of teaching trials. The results of

19 were selected to represent the performance level of these Ss and are

depicted in Figures 3 and 4.

During the initial baseline of both Sets I and II, So made 6 out of 12

possible correct responses on Set I and 8 out of 24 possible correct responses

on Set II (Figure 3). Instruction was initiated on Set I and following 10

teaching trials the criterion level of responding was attained. ,Subsequent

re baseline of Sets I and Il resulted in a maintenance of the errorless

responding on Set 1 (12 of 12 correct) and an increase to 23 of 24 correct

in Set II. The high degree of correct responding on. Set II indicated that

inztruction on this set was unnecessary and a program of verbal labeling of

Set I and II was initiated.
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Initial baseline measures of Sols verbal labeling of the big (little)

stimulus of both Set I and Set II were obtained, with S9 making S of 12

possible correct responses on Set I and 13 of 24 possible correct on Set II.

Instruction on Set I was brief, in that only 4 teaching trials were required

for S9 to reach criterion. Re-baselines were obtained on both Set I and II,

with a slight drop of correct responding in Set I (10 of i2 possible correct

responses) and errorless performance on Sot II (24 of 24). Following the

errorless re- baseline performance on Set II, instruction on this set was

clearly unnecessary.

PART II (LONG-SHORT)

Since instruction was initiated on this part of the program only after

criterion was reached on the big-little program, only four Ss (9, 11, 12,

and 13). were involved. The results of these four students are summarized

below in Table S.

TABLE 6

LONGSHORT SETS REACHING CRITERION

Student
Number

Set I Set II
(Touching)

Set I Set II
(Labeling)

12

9 X X X X
11 X X X X

13 X X X X

X criterion reached on a particular set

As can be discerned from inspection of this table, one S (12) did not

reach criterion on any of the sets involved in the long-short part of the

program. The results of la arc similar to Figure I (a) disc- ssed earlier
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and are therefore not included. The remaining 3 Ss (S 9, 11, and 13)

responded at criterion level on Sets I and II (both touching and labeling)

either during testing (baseline) conditions or following a small number of

teaching trials. The results of S9 were selected to represent the performance

typical of these three Ss.

During baseline conditions (Figure 5) S9 made 7 of 12 correct touching

responses on Set I and 10 of 24 correct touching responses on Set II.

Instruction on Set I was completed when So reached criterion, requiring

only 12 teaching trials. Subsequent re-baselines on Sets I and II, demonstrated

a maintenance of errorless responding on Set I (12 of 12) and a high degree of

correct responding on Set II (21 of 24). Responding on Set II was considered

accurate enough that no instruction was required on this set.

During baseline conditions (Figure 6), 25. made 5 of 12 correct labeling

responses on Set I and 6 of 24 labeling responses on Set II. Following. 18

teaching trials, instructional criterion was met on Set I and re-baseline

measures were obtained for both Sets I and II. The re-baseline measures

demonstrated the maintenance of errorless responding of S9 on Set I (12 of 12)

and also errorless responding on Set II (24 of 24).

PART 3 (ONE-MANY)

The thirteen Ss who were involved ii this part of the program can

be grouped into four clusters, based upon the results of instruction. These

results are summarizeJ in amiable 7 and the resulting clusters pay be categorized

as follows:

1) six s (1, 2, 3, 5, 6, and 10) who did not reach criterion on any sets;

2) three Ss (4, 8, and 14) who reached criterion on Set I (or IA);
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TABLE 7

ONE - MANY SETS REACHING CRITERION

(Touching)

Student
Number Set I (or IA) Set II (or IIA) Set III

1

2

3

5

6

10

*
4 X

8 X

14. X

12 X X

13 X X

9 X X X

11 X X X

X = criterion reachevA on a set
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3) two Ss (12and 13) who reached criterion on Sets I and II (or IA
and TIA);

4) two Ss (9 and 11) who reached criterion on Sets I, II and III.

As these results are extremely similar to those presented previously in this

program, no graphic presentations of these results are included.

PART 4 (STRAIGHT-CURVED)

Since instruction was initiated on this part of the program after

criterion was reached on the long-ahort part, only three Ss (9, 11 and 13)

were involved. All three Ss reached criterion on each of the sets

utilized in the program either during testing (baseline) conditions or

following a small number of teaching trials. These results are summarized

in Table 8.

TABLE 8

STRAIGHT-CURVED SETS REACHING CRITERION

Student
Number

Set I Set II
(Touching)

Set I Set II
(Labeling)

9 X X X X

11 X X X X

13 X X X X

X = criterion reached on a set

The individual results of So are presented graphically (Figures 7 and 8)

to depict results typical of these 3 Ss. During the initial baseline

conditions, f made 7 of 12 correct touching responses to Set I and 16 of 24

responses to Set II. Only S teaching trials were required for S to reach

criterion. Re-baseline mensur-Js demonstrated a maintenance of errorless
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responding to Set I (12 of 12) and also errorless responding to Set IT

(24 of 24). Baseline measurements of the labeling of stimuli comprising

Sets I and II were subsequently obtained. Responding to both Sets I and I/

was errorless.

DISCUSSION

In keeping with the relative nature of the program, the results of

the "rudimentary concepts" program were either good or bad. On the good side

were the students (9, 11 and 13) who progressed rapidly through all portions

of the program. Apparently these students acquired the concepts with few

teaching trials and displayed good generalization of correct responding across

different sets of materials and responses (touching, labeling). The bad

aspects were unfortunately more numerous. Partic larly disconcerting was

the failure of some students (1, 2, 5, 6, 8 and 10)\--rt!chcriterion on

even one set of the four part program. Of these students, stu)lent 10 entered

Classroom B after the midpoint in the school year (2-12-73). For this reason

student 10 received far fevier teaching trials than the other students and this

may account in part for the fact that no set reached criterion. The remaining

students (1, 2, 5, 6 and 8) were from Classroom A, except student 8 (clearly

the lowest functioning student in Classroom B). These students were all

largely nonverbal and displayed the most limited behavioral repertoires of

of the thirteen students involved in any of the four parts of the "rudimentary

concepts" program. The speculation of the authors is that some prerequisite

skills may have been absent in these students. Exactly what these

prerequisites might be is, of course, not known. However; one, some or all

of the following might be involved and are currently being investigated:
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1) attending of these students to both the stimuli and verbal directions
presented by the teacher appeared to be poorest in these students;

2) the language skills displayed by these students (touching objects
named by the teacher and following verbal directions) appeared to
be the poorest of all of the students;

3) the behavior problems displayed by these students were the most
pervasive in that (while not the most extreme or intense) more
undesirable-behaviors occurred over-a wider range of conditions.

Another area of consideration is the teaching procedure utilized in the

program. Initiillrthis procedure appeared to be an improvement over earlier

attempts at teaching rudimentary conceptual behavior. However, it clearly

was not general enough to be suitable for all children and did not possess

the procedural modifications necessary to insure acquisition of conceptual

behavior by all students. Again, several alternatives are being considered

in relation to the materials themselves:

1) how can attention be focused upon the differences of the stimuli
to be discriminated, i.e., how can the relevant stimulus dimension
be highlighted?

2) do variations in the magnitude (size, shape, number, curvature)
of the stimuli constitute an important instructional variable,
especially relative magnitudes;

3) does the variation of irrelevant stimulus characteristics
(dimensions) initially help or hinder acquisition; should
variations be introduced gradually?

Possibly the extremely limited language skills displayed by the students

did not provide an adequate basic behavioral repertoire upon which the

rudimentary concepts could be developed. Additional training in language

skills considered to be less complex (e.g. discriminating objects and actions in

response to verbal cues) may be necessary prior to the acquisition of the concepts

comprising this program.

While the problem of teaching rudimentary conceptual behavior still remains

to be solved, it is clearly a problem whose solution is worthy of the effort
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required. Once acquired:

"conceptual behavior is one of the most important aspects of behavior
because it provides a means for responding correctly in novel
situations....(The formation of concepts) give(s) us a mechanism
whereby a student can be trained in a variety of specific situations,
can form a concept, and then can respond approprii.tely to an
entirely new situation. The training generalizes to these new
situations." (Whaley and Malott, 1969)

189
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Pre-Writing Program

When a teacher of young trainable level students is confronted with the

task of developing an instructional program for her class, she must decide what

types of skills should be taught. In making program decisions, the teacher

must view each skill in terms of necessity. The teacher should decide what

skills the student needs to acquire at the present time, and also what skills

are necessary for him to have acquired by the time he reaches adulthood.

Communication skills are of primary importance to trainable level students in

order for them to function effectively in the community environment. Certainly

the teacher will deal with verbal communication skills, but the written forms

of communication are also extremely important. As students approach adulthood

they will be confronted on numerous occassions with situations requiring the

writing of names, addresses, grocery lists, etc., thus, the ability to print

or write will become extremely important to the students' survival in social,

vocational and domestic settings.

Thus, the teachers involved made the programmatic decision that the

students must be taught basic written communication skills. The program

presented here wag designed and utilized to develop pre-writing (printing)

skills in young trainable level students.

Students (a)

Eleven of the 14 Ss in Classrooms A and B were involved in the program.

These eleven Ss were judged by the teachers as possessing the visual-motor

movements necessary to execute the desired responses. Each S progressed

through the program on the basis of his performance on the successive tasks.

The Ss were seated at the small group instructional tables (See diagrams of

room in Appendix B). The teacher (T) would sit next to an S or stand

directly behind him during instruction.
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Materials:

1) Primary writing paper

2) Primary lead pencils (Some pencils were marked with tape to facilitate
correct pencil holding)

The stroke elements (letters or words) to be printed by an S would be

printed on the upper one third of the paper in magic marker or pencil by T

prior to instruction.

Instructional EETETEE:

The program contained three behavioral objectives:

1) Ss were to motorically produce specific stroke elements when
presented with a printed model of the desired stroke.

The specific stroke elements are as follows:

6. A
7. %)

8. )

9. C

Not every S was required to print all 9 stroke elements. Selection
of stroke elements to be taught to individual Ss was based upon the
stroke elements necessary to print the letters sin their first names.

2) Ss were to combine the appropriate stroke elements to form the
'filters which occur in their first names when presented with a
printed model of the specific letters.

3) Ss were to combine the appropriate letters in the correct sequence
to print their first names when present with a printed model of
their name.

The preparation of these three objectives took into consideration the

statement made by Rayek and Nesselroad (1972): "...letters are made up of

stroke elements." Stroke elements can be defined as the precise line and

curve components of a printed letter produced by discrete motor movements.

Thus in printing the letter "P", two stroke elements arc involved: I and

Initially Ss :ere to respond to teacher models of the stroke elements.

When their motor responses were considered to be adequate approximations

of the teacher model, Ss were taught to print specific letters using these
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stroke elements. The stroke elements necessary to print a specific letter

were combined by using a chaining procedure. For example, to print the

letter "L", an S was taught to chain the motor movements involved in making

the two stroke elements, a straight vertical line and a straight horizontal

line, into one motor movement to produce the single letter "L".

As soon as individual Ss could print approximations of the first two

letters in their first names, they were then taught to print them as a letter

group. For example, Lisa would first be taught to print the letters "L" and

"i". Subsequently, Lisa would be taught to print the letter group "Li".

While being instructed in the printing of "1.1",Lisa would also be taught to

print the letter "s". Subsequently the printing of the letter group "Lis"

would be taught. These procedures for chaining the individual letters into

letter groups were followed until Ss could print their entire first names

from a printed model. Subsequently Ss were taught to print their surnames,

street addresses, letters of the alphabet and other words according to

individual progress.

Another consideration in the design of this program was whether Ss had

the prerequisite skills necessary to print. As stated previously, only those

students who possessed the necessary motor control to print were involved in

this program. Another desired prerequisite was that student's could hold the

pencil in a proper writing position. The teacher placed a pencil in front

of the student and observed the manner in which an S grasped the pencil.

Some Ss held the pencil in a proper position; however, others grasped the

pencil at the wrong end. To compensate for this the teacher wrapped a piece

of masking tape around the pencil at the point where Ss should place their

fingers to facilitate proper pencil holding. The teachers felt that the

proper way to hold the pencil did not need to be taught before Ss began to

perform the program tasks. During instruction of the printing tasks, the
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teacher would model the correct position or physically prime fingers to the

proper holding position. Subsequently, priming and imitative cues were

decreased until an S could grasp the pencil in the proper position when

starting to print. The visual cue of the masking tape was also removed as

Ss developed the proper holding position.

Teaching Procedure:

The following procedure was utilized in teaching the Ss the appropriate

stroke elements:

1) T would place a piece of primary writing paper (a printed model of
a stroke element on the upper portion) in front of SI on the table.
T would then say "El, make a (name describing strok-el" and gave El
The pencil. If El printed an approximation of the stroke element
T smiled, said, "Good", consequated with a consumable and said, "Let's
try again."

2) T would model the correct response by printing the desired stroke
element on the paper. Then T would say, "SA, make a (name describing
stroke)." and give El the pencil. If SI printed an approximation
of the stroke element, T smiled, said "Good", "Let's try again."
If El did not print an appropriate approximation, T said "Let's
try again."

3) T would say "Let's make a (name describing stroke)" and phys:.cally
guide the motor movements necessary to print the appropriate stroke
element. When El completed the stroke element with T's T
smiled, said "Good", and presented a writing paper to E2,

The above procedures were followed with each S. These procedures were

also followed when teaching the printing of letters, names, and other words.

It should be noted that Ss were reinforced for successive approximations

of the printed model. In other words, on the initial teaching trials of the

stroke element or letter, an S was reinforced for gross approximations of

the printed model. The teacher would disregard inappropriate lengths and

did not require Ss to make motor responses in a specific location on the

paper. rowever, cn successive trials Ss were required to improve the

approximation before receiving reinforcement (consumable consequence) from

the teacher. Judgments of improved approximations were made by the individual

teachers and mcasui..-!: o: inter teacher reliability were not obtained.
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Results:

When Ss began school in the fall only one of the eleven Ss involved in

the program could print some of the letters in his name. The remaining ten

Ss usual1741 responded with uncontrolled motor movements which resulted in

pencil scribbles, rather than discrete lines. By the end of the school year,

moat of the Ss had made dramatic improvements in their printing skills. The one

S who could print letters of his name at the beginning progressed to the

point where he would print both his first and surname, his street address,

the alphabet and the names of other Ss. Two Ss could print their first name

and parts of their surname. Six Ss were printing at least the first letter

of their first name. Only one S had not yet begun the printing of letters.

He had demonstrated the ability to make the stroke elements involving straight

lines, but had great difficulty with the curved stroke elements.

In order to keep a record of performance, the daily printing papers were

kept in individual files. No attempts were made to rate the individual

printing performances on a scale. Instead, the files served as the only

performance records.

In order to communicate the improvement in performance, the actual works

of individual students have been selected for presentation here. Figures IA

and 1B illustrate the improvement of one S's pe:formance. Figure IA is a

printing paper from February and illustrates the S's disjointed motor move-

ments in making the letter "L". Figure 1B is a printing paper from May and

one can see substantial improvement. Although the size of the letters may

not be appropriate, this was an acceptable approximation by this S in the

judgment of the teacher.

The performance of another S is depicted in Figure 2A. This printing

paper was completed in November and it can be seen that the S initially

omitted letters in his name. Also, all letters were similar in size even
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though some should be upper case and the remai:Aing should be lower case. At

the end of the school year this S imnroved dramatically in his printing. The

teacher would prepare a booklet or S or 6 pr. g papers stapled together,

the S would work independently at completing the booklet and was even given

an eraser which he used appropriately. Figures 211, C, D, and E are printing

papers from a booklet used in May. As can be discerned from Figure 211, S

was making letters in appropriate sizes but that S was not as precise when

both his fi :st name and surname were on one paper (Fig. 2D).

Discussion:

It is recognized by the writers that this program presents only the basic

steps in developing pre-writing skills. Responses by all Ss were cued by a

teacher model of the desired response. However, for most of the eleven Ss

this was a first encounter with printing and these procedures seemed essential

to induce performance. In future programming Ss will be required to print

letters and words from dictation. However, it appears that other skills such

as alphabet and rudimentary reading skills must be developed before one can

eliminate the teacher's printing model.

Finally, it should also be noted that the first word to be taught to

each S was his first name. It was determined by the teachers that the skill

of printing one's name would be most functional to a young S. When the S

could print his name on his personal belongings, papers, notes, etc., the

child would hopefully dcmcnstrate personal pride in his accomplishments.

Once the child had bear. taught to print his name, instruction would be

initiated on other words relevant to his environment.
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Shape Discrimination, and Labeling Program

This program was concerned with teaching or verifying the existence of at

least two kinds of skills: visually discriminating the difference between both two

and three dimensional squares, circles, and triangles, and verbally labeling both

two and three dimensional squares, circles, and triangles. The ability of the

students to make the visual discriminations was operationally defined as an appro-

priate touching response, and the ability of the students to verbally label the

shapes was defined as a judgment on the part of a teacher (reliability measures

were not obtained) that the verbal response of the student communicated the label

of the particular shape.

The program as it is presented here should be viewed as a standard from which

an individual teacher should depart on the basis of his or her professional

judgment rather than a rigid set of limits that cannot be violated. In fact, that

is how the teachers of these classes viewed the program. That is, the program as

originally designed was appropriate for some of the students and the guidelines

were followed. For some students the program was too difficult and so the teachers

made modifications that seemed to make the tasks easier. For some students the

programs were too easy and more complex tasks were then introduced.

It should be emphasized, however, that in our view the level of difficulty

of a particular task is a function of the performance of a particular student on

that task. Our approach to determining the performance of a particular student

on a task is to obtain continuous direct measures of the responses required by

the task. In fact, we would hope that the reader could improve the program and

such improvements would be based upon continuous direct measurement.



www.manaraa.com

213

Students and Materials

Students (Ss). Thirteen Ss (Classes A and B) were involved and instruction was

conducted so that individual performance and acquisition determined progress

through the components of the program. Instruction was conducted in small group

arrangements (see Room Diagrams in Appendices) of one teacher (T) to 2, 3, or

4 Ss.

Materials. The materials used were 2-dimensional (2-D) and 3- dimensional (3-D)

representations of the geometric shapes: square, circle and triangle.

A. The 3-D materials are as follows:

1) 2 wooden circles (red) 11" diameter and 3/4" thick,

2) 2 wooden squares (red) 11" x 11" x

3) 2 wooden triangles (red) 11" x 11" X 11/2" x 3/4".

B. The 2-D materials are as follows:

1) 1 piece of white tagboard (10" x 10") with a circle 6" in diameter

on it. The circle was colored with black magic marker.

2) 1 piece of white tagboard (10" x 10") with a square 6" x 6" on it.

The square was colored with black magic marker.

3) 1 piece of white tagboard (10" x 10") with a triangle 6" x 6" on it.

The triangle was colored with black magic marker.

Data sheets were also constructed to facilitate recording of each S's responses.

A sample data sheet will be presented at the end of this paper.

Task Analysis

Phase I - Matching two shapes in response IQ ALU41 verbal AIME.

The terminal objective is that Ss will touch the correct shape in a set of

3-D shapes when presented with visual and verbal cues to do so by T.
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The teacher (T) places two 3-D shapes

holds up a 3-D shape which matches one of

says "S, touch (name pf shape held by T)".

cues (C) of T and the responses

Teacher Cue*

Cl 41)

C2

C
3

C4

C5

C6

on a table in front of I. T then

the 2 shapes on the table. T then

The arrangements of the shapes, the

Ss are as follows:

Student Responses

required of

214

R
1

S touches

R2 S touches

R
3

S touches

R4 S touches

R
5

S touches

aR6 S touches

circle.

triangle.

circle.

square.

triangle.

square.

Set II:

T places three 3-D shapes on the table in front of S. T holds up a 3-D shape

which matches one of the 3 shapes on the table. T says "S, touch (name of dape

held by T)".

Teacher Cue Student Responses

Cl
1 R

1
S touches circle.

C
2 C) R

2
S Li:niches triangle.

C3 /-
R
3

S touciws square.

Phase II - TouchirE a :hap: in response to a verbal

The terminal objective

set when presen:ed with sl .7o.rbaI cue by T.

is that S will touch the comer t shape in a 3-D shape

* The shaded 1i IS vhap which r holds and veK).111. . .s.
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Set III:

T places two 3-D shapes on the table in front of S. T says, "S, touch

(name of shape held by T)".

Teacher Cue* Student mamma

Cl

C
2

C3

C4

C5

C6

0 A

0
A LI

Rl S touches circle.

R
2

S touches triangle.

R3 S touches circle.

R4 S touches square.

R
5

S touches triangle.

R
6

S touches square.

Set IV:

T places three 3-D shapes on the table in front of S. T says, "S, touch

(name of shape held by T) ".

Teacher Cue Student Responses,

ci

c2 0 n
C3 0 A al

R
1

S touchca circle.

R
2

S touches triangle.

R
3

S touches square.

215

Phase III - Verbally labeling 3-D and 2-D shapes

The terminal objective is that when T presents i 3-D or 2-D shape to S and

says, "S, What shape is this?", S will verbally label the shape with the appropriate

shape name.

* Shaded shape is the shape T uses for verbal cue.
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Set V: 3-D

Teacher Cue

C
1

T presents square and says,
"What shape is this?"

C2 T presents circle and .;ays,
"What shape is this?"

C3 T presents triangle and says,
"What shape is this?"

Student Response

R "Square"

R.. "Circle"
c

R
3

"Triangle"

Set VI: 2-D

Teacher Cue Student Response

Cl-C3 same as in Set V. R1-R3 Same as in Set v.

Instructional Sequence

Step I - Prior to teaching, baseline measures were obtained of the ability of Ss

to perform the tasks required of Sets I and II (Matching). The following baseline

procedures were utilized:

1) T presented a 2-shape set of 3-D shapes on the table in front of S1.

T held up a 3-D shape which matched one of the shapes in the shape set

and said, "S1, touch (name of shape held by T)". Regardless of Si's

response, T said, "Thank you", recorded a "40 for a correct response or

a "-" for an incorrect response or failure to respond, and presented a

different cue to S2, etc.

2) T used the procedurtls described above until each S responded to each of

the 6 cues in Set 1 and lach of the three cues in Set II on three consecutive

occasions.

Step II - Subsequent to the bat;rline measurement of Sets I and II, T began instruc-

tion on Set I. The following procedures were used during instruction:

1) ^C presentcd a 3-P shape s(:t. consisting of two shapes on the table in

front of S. T :hn !Ield up a 3-D shape which matched one of the shapes
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in the 2 shape set. T then said, "Si, touch (name of shape held by T)".

If Si touched the correct shape, T smiled, said "Good, great, etc.",

consequated with a consumable (usually cereal or water), recorded a

correct response on the data sheet, and presented a different cue to

S29 etc.

2) If Si failed to respond or touched an incorrect shape, T said "No",

repeated the verbal cue "Touch (nE21.21.0a22.121112j) and demonstrated

the correct response by touching the shape. T then repeated the cue

"SI, touch (name of shape held 11 T)". If Si imitated T's demonstration,

T smiled, said "Good", but did not provide a consumable consequence,

recorded an "N" on the data sheet and presented a different cue to S2, etc.

3) If Si did not touch the correct shape following T's demonstration T

again repeated the verbal cue, "S1, touch (shape held by T)", and primed

the response by physically guiding Si's hand until it touched the

correct shape. When Si had touched the correct shape with T's prompting,

T smiled, said "Good ", and presented a different cue to S2, etc. The

amount of T's physical priming was reduced (faded) on each subsequent trial,

until S1 responded to T's demonstration. Subsequently, imitative cues

were faded.

4) The procedures described in 1, 2, 3 were followed until an S correctly

touched each of the 6 verbally and visually cued shapes in Set I on 3

consecutive occasions.

Step Il T repeated Step I above. That is T rebaselined Ss performance on Sets I

and II.

Step IV Procedures described in 1, 2, 3 of Step 2 were followed to teach Set II.

These procedures continued until an S correctly touched each of the 3

visually and verbally cued shapes on three consectuvie occasions.
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Step V - T repeated Step I above. That is T rebaselined Ss performance on

Sets I and II.

Step VI- T obtained baseline measures of an S's ability to touch the correct

shape in the shape set in response to a verbal cue (Sets III and IV).

The baseline procedures are the same as described in Step I, with the

'exception that a visual cue was not presented by T.

Step VII- T began instruction of Set III. That is, Ss were taught to touch one

shape in response to a verbal cue. The teaching procedures are similar

to those described in Step II, with the exception that no visual cue was

provided by T. Criterion was again set at 18 consecutive correct responses.

Step VIII- T repeated Step VI. That is, T rebaselined Sets III and IV.

Itla IX- T used the same procedures as in Step VII to teach Set IV and these

procedures were followed until an S responded correctly to each of the

three verbally cued shapes on three consecutive occasions.

Step X - T repeated Step VI. That is, T rebaselined Sets III and IV.

Step XI- Baseline measures were obtained of each Ss ability to verbally label the

three 3-D shapes (Set V). Baseline measures of performance to the 2-D

shapes of Set VI'were not obtained. The following procedures were used:

1) T held up a 3-D shape in front of Si and said, "Si, What shape is this?"

Regardless of S1's response, T said "Thank you", recorded a "+" or "-"

appropriately and gave a different cue to S2 etc.

2) This procedure was.followed until an S responded to each of the three

shapes (circle, square, triangle) on three consecutive occasions.

Step XII- S was taught to correctly label the three 3-D shapes in Set V. The

following teaching procedures were used:

1) T held up a 3-D shape in front of Si and said, "Si, What shape is this?"

If S
1

responded with the correct verbal label, T smiled, said "Good"
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provided a consumable consequence, recorded a correct response on the data

sheet, and presented a different cue to 52, etc.

2) If Si incorrectly labeled the shape or failed to respond, T said, "No",

presented the cue again, "What shape is this?" and verbally modeled

the correct label. T then said, "What shape is this?" If S imitated

T's model; T smiled, said "Good", recorded an "M" on the data sheet and

presented a different cue to S2, etc.

3) If Si failed to imitate T's model correctly, T said "No" and repeated the

procedure described in 2 above. If Si responded incorrectly again, T

terminated Si's trial and went to S2.

4) This procedure was continued until an S correctly labeled each of the

three shapes in Set V on three consecutive occasions.

Step XIII- T repeated baseline procedures described in Step XI on both Sets V

and VI.

Step XIV- T used the teaching procedure described in Step X// to teach Ss to

label the three 2-dimensional shapes of Set VI. (In actuality this

step was not needed for all Ss.)

The instructional sequence described in Steps I-XIV was used with the major-

ity of the 13 Ss involved. However, due to several S's performance, modifications

were used to facilitate correct responding.

One example is that several Ss had difficulty in responding correctly to Set III

(touching a shape in response to a verbal cue). T then divided Set III into three

subsets: subset A -4,4 ; subset B -0 r: subset C -44 Ll

When S reached criterion (16 consecutive correct responses) on each of these

subsets, T returned to instruction of Set III.



www.manaraa.com

220

Another example is that 3 Ss were taught Set I and Set III using the following

subsets: subset A -041,4, 0; subset B -4BA ,4)411 ; subset C -4011 094 Ug;

subset D . It should also be noted that the 4 Ss who received modifi-

cations in t1.2ir instruction will be delineated in the results section.

RESULTS

The performance of the 6 Ss in Classroom A is summarized in Table 1. The

instructional sequence described in detail above was utilized with these 6 Ss.

Table I

Phases

Matching Touching Labeling
1 4

Set I Set II .Set III Set IV Set V
!

Set VI

X

5 x

6
01 I

4J
I

b 2 X
0
4.,
CO 4

X 0

X 0

X

X X

3 1 X 1 X X

1

X

X X

X n performance criterion reached on particular sets
0 2. performance criterion reached on subsets of Set III

As can be discerned from fable l, El, Es, E6 performed at criterion on Sets

I and II of Phase I; S2 and 5, performed at criterion on Phase I and Phare II;

and S3 'erformed at criterion on Phases 1, II, and III. 53 completed the entire

prcgram and therefote his performance will be presented in detail (Figures 1A, B, & C).
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Baseline measures were taken on initial ability to match the 3-D shapes

of Sets I and II. As can be discerned from Figure 1A, S3 made 0 of a possible 18

correct responses on Set I and 4 of a possible 9 correct responses on Set II during

the baseline period (trials 1, 2, 3). Instruction was then initiated on Set I

and 13 reached criterion after 11 teaching trials. During the second baseline

period (trials 15, 16, 17) S3 maintained criterion responding on Set I and the

number of correct responses to Set II increased dramatically. That is, performance

was perfect on Set II with 9 consecutive correct responses during trials 15, 16,

and 17.

ba; performance pattern during Phase II (touching in response to a verbal

cue) is depicted in Figure 18. During the baseline period (trials 1, 2, 3) S3

performed perfectly on Set III and made a perplexing 5 of a possible 9 correct

responses on Set IV. Then 83 was taught to touch the shapes of Set IV. A total

of 34 teaching trials were needed before sa reached the criterion of 9 consecutive

correct responses.

During the second baseline period (trials 38, 39, 40) S3 maintained criterion

responding on Set III and made 8 of a possible 9 correct responses on Set IV.

Figure 1C depicts 13's performance pattern on Phase III (labeling 3-D and

2-D shapes). During the initial baseline period (trials 1, 2, 3) 83 made 4 of 4

possible 9 correct responses on Set V. S3 reached criterion on Set V after 25

teaching trials.

It should be noted that baseline measures of the ability of S3 to label the

2-D shapes of Set VI were not obtained during trials 1, 2, 3. However, such measures

were obtained during trials 29, 30, and 31 and S3 responded perfectly. Perhaps,

the most tenable hypothesis is that S3 acquired the labels to the 3-D shapes of

Set V, and generalized those labeling responses to the 2-D shapes of Set VI.
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The teacher in Classroom B used the modifications described earlier with 3

Ss, although no graphic data is provided. The performance of the 3 Ss (8, 10 & 14)

is summarized in Table 2.

w
.11

co

8

10

14

Table 2

Phases

I II

[------Matching Subsets Touching Subsets 1
'LA IB IC ID Set II ILIA IIIB IIIC IIID Set

X X

X X

.xXX
1

X 10 criterion performance reached after teaching

It can be discerned from Table 2 that Ss 8 and 10 responded at criterion

on subsets A and B of Set I. S
14 performed at criterion during the matching

phase and at the end of the school year had completed subsets A and B of Set III.

Four Ss in Classroom B were instructed with 2-D shapes instead of 3-D as it

was hypothesized that they were sufficiently advanced to acquire skills related

to 2-D shapes without prior training on 3-D shapes. The performance of these

four Ss (9, 11, 12, & 13) is summarized in Table 3. All 4 Ss completed the entire

program. The performance patterns of these 4 Ss were very similar and many times

Ss responded correctly on the initial baseline trials.
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Table 3

Phases

I

Matching Touching Labeling.

Set I

X

X

Set II

X

Set III. Set IV = Set V Set VI .

momme.. a* *I
X

X

X

X

all.P10.11101.111.0.111.1.10. ...Orodolimea

X X

X X

X t X

J

X - criterion performance reached before or after teaching
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Behavior Management Problems

The fact that this paper concerning the management of behavior problems

is included near the end of this report reflects a rather subtle bias of the

writers. We believe the chief responsibility of a classroom teacher is to

teach the students in his or her charge the pre-academic and academic curriculia

necessary for effective community functioning. Intervention programs which

focus upon the management of behavior as an objective in itself can only be

transitory and in our view can only be justified in cases of extreme behavior

problems.

Severely handicapped students manifest behavior problems that arc

significantly different, if only in degree, than those manifested by other

students served by public schools. We recognize that due to the extreme

frequency, intensity or duration of certain types of behaviors, some must

be dealt with prior to the start of academic instruction. Behavior problems

such as self-abuse, aggression toward others or loud crying are either

incompatible with the student acquiring the new skills, or disruptive to

such an extent that the acquisition of necessary skills by other students in

the class is prevented or impeded. However, the most frequent strategy

utilized by the teachers in Classrooms A and B was to manage behavior problems

in conjunction with the teaching of pre-academic or academic skills.

The following three factors were considered to be of primary importance

in the management of classroom behavior problems:

1) Physical structure and organization of the classroom;

2) TasIss and naterials that cmprised the curricula;

3) leacher behavior.
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In the classrooms discussed in this report, the physical environment was

arranged to support small group instruction. Such instruction took place at

small tables with students in close physical proximity to the teachers. Groups

receiving instruction concurrently were separated from one another by screens,

cabinets, pianos and distance. The routine of the classroom was consistent

from day to day. This minimized confusion as to what would occur next at

any given point in the day and reduced the lulls between classroom activities.

It has been our experience that most behavior problems occur during breaks

in instruction or between a student's turn at a task. The tasks in which the

students engaged were generally alternated between hilly structured small

group instruction and less structured large group activities. Attempts were

made to put the teacher's effort into the structuring of classes and the

planning of the tasks as a means of preventing behavior problems, rather than

attempting to correct such problems after tl,eir occurrence.

The tasks and materiali that comprised the curricula of the two classrooms

were individually designed for each student. Individual progress of each

student was assessed daily and tasks were added, deleted or modified accordingly.

A continuous attempt was made to insure that the materials presented, the

responses required and the instructional programs in general, allowed each

student to acquire the skills desired by the teachers.

The behavior of all teachers involved in both classrooms was assessed

continuously. Discussions occurred almost daily in relation to what behaviors

were of concern and what would be done when that behavior occurred. This

lead to the consistent handling of the behavior problems that did arise.

In general, teachers were prepared for behavior problems before they occurred

and had determined what to do if they did occur. Excellent reviews concerning



www.manaraa.com

230

the effects of teacher behavior upon the behavior of his or her students

are listed at the end of this program; thereforer only an outline of the

tactics utilized in Classrooms A and B are presented below:

1) catching the students being good - thus reinforcing behavior which
is incompatible with problem behavior;

2) ignoring undesirable behavior and removing consequences other than
teacher attention for that behavior;

3) consequating other students for appropriate behavior instead of
responding to the undesirable behaviors of one student;

4) punishing undesirable behavior while rewarding appropriate
alternative behaviors.

Presented below, again in outline form, are several examples of behavior

problems encountered during the school year and the programs developed to deal

with that problem.

1) S.2 was distracted easily from the instructional task, spending a
great deal of her time looking about the room. In an attempt to
increase S2's appropriate behavior, S2 was reinforced when she did
look at th-e task and T. Other students who displayed the appro.
priate behaviors were reinforced loudly and lavishly when f2 was
turned away from the task. Subsequently eye contact with T and
looking at the required task increased.

2) At the start of the school year S4.3 frequently flapped his arms,
jumped up and down, and banged his head. T would ask Ss to stop
(warning) and if he did not, he was isolated in a small-room for
two minutes (timing of the two minutes did not begin until Si
was quiet). The undesirable behaviors decreased to a very low
frequency of occurrence following the first few isolation periods.

3) S5 initially presented extreme instructional difficulties due to
the large variety and high frequency of undesirable behaviors
manifested. Among the most difficult from a teaching standpoint
was the inappropriate use of his hands during group instruction.
:S..5 was constantly hitting other students, throwing instructional
materials, drumming on the table and so on. T chose to reduce
these undesirable behaviors by reinforcing an incompatible response,
Es sitting with his hands in his lap. Systematic reinforcement of
fs's sittim! with his hands in his lap lead to a dramatic increase
in that behavior and a concurrent decrease in the inappropriate
hitting, throwing and drumming.
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In summary, the classrooms were arranged and organized; curricula were

designed and modified; and teacher behavior was carefully controlled in an

effort to prevent classroom behavior problems. Success in this area is, of

course, difficult to assess. However, the general improvement in the student's

behavior as the school year progressed and the fact that these students

(initially displaying pervasive and intense behavior problems) were taught

successfully by all of the 10 teachers involved in both classrooms, lends

some credence to the contention that the management techniques employed were

effective.
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To Those Who Are Looking For Student 7

As one reads the instructional programs presented in this report, it

should be apparent that cam student has not been mentioned. This student,

S7 in Classroom A (see Appendix A) is totally bla.d and for this reason was

involved in individldlized instructional programs for the majority of the

year.

Before the activities related to S7 are described the reader should be

informed of the following: 1) The teacher of Classroom A had no previous

experience or training with blind-retarded students and obviously functioned

from a pronounced instructional void; 2) 27 exhibited many inappropriate

classroom behaviors which required management prior to the initiation 'If

academic instruction; 3) The academic progress of S7 was quite erratic and

non-existant on some tasks.

The teacher did, Lowever, attempt to develop a curriculum for 22 which

would help him become more independently mobile, develop several basic receptive

and expressive language skills, and to increase productive use of his fingers

and hands as guides to his environment. The tasks concerned with mobility

proved to be the most successful in that 2.7 acquired many of the mobility

skills during instruction and maintained a high level of performance after

instruction was terminated. However, success was not as readily attained on

the academic tasks concerned with receptive language. Generally .S.7 would

reach criterion on initial phase!, of a program, but criterion performance

would not be maintained during subsequent trials on the same task and efforts

to induce progress on the more complicated phases of a program were ineffective.

S7 also exhibited several extremely maladaptive behaviors which interfered

directly with instruction. For example, S7 would fall asleep if the teacher
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failed to attend to him for more than two minutes. Therefore, it was imperative

that 27 be related to on a one-to-one basis, and that he received a great deal

of physical stimulation and consequation for in seat behavior with his head in

an upright position to decrease the probability of sleeping. Another interfering

class of behaviors may be referred to as tantrums which include.: biting (himself

and others), scratching, kicking and screaming. The teacher would have to

physically restrain St's hands and feet so that he mile not harm himself or

her, and when the above behaviors ceased the teacher would immediately reinforce

the quiet behavior with a piocc of cased]. and a hug. During the first months

of school, the amount of time required to gain control over the sleeping and

tantrum behaviors ccnsumed up to one half of the instructional time available.

Thus, it was extremely difficult to provide S7 with a consistent learning

environment. However, as those behaviors decreased in frequency and intensity,

S7 began to make substantial gains in other areas.

Instructional Arrangement

In order to decrease the amount of interference with the rest of the class,

S.7 was seated at a table behind the teacher's desk (see room diagram in

Appendix B). This area was also chosen to facilitate independent mobility

on the part of FromFrom the classroom door, f2 could guide himself along the

wall until he reached his table or he coula use the teacher's desk as a

reference point. Mobility training was conducted outside of the room in the

school corridor. This arrangement nrovided more freedom of movement and did

not interfere with the academic programs of the other students.

For the first four months of school, S7 recrAved mobility and academic

instruction from either the teacher or thc aide. This arrangPment was used

to provide some consistency in ...71S environment by having him deal with only
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two people. As the year progressed, student teachers were also involved in

the instruction of 12.

Mobility Training

One of the primary objectives for S7 was for him to become independently

mobile in the school environment. Three major programs were initiated throughout

the year: 1) Hall Mobility; 2) Directional Mobility; and 3) Adaptive Mobility.

Hall mobility was concerned with developing S7's skills in walking down the

school corridor without the physical assistance of another person. 17 was

encouraged to use his hand as a guide along the wall and therefore the wall

could be used as a reference in navigating corners. The second program,

directional mobility, was designed to develop the skills of locating the

directions from which a person's voice was projected. Thus, 17 could follow

a person by locating the direction of his voice and eventually 17 ;light be

taught to locate dangerous souL:s (cars) which shuld be avoided. The third

program, adaptive mobility, was primarily concerned with developing 17's

ability to cir.:umvent obstacles which he encountered as he moved about the

school.

A. Hall Mobility

The terminal objective for this program can be defined as: When verbally

directed by T to "Come here" S7 will walk forward at least 5 ft. without T's

assistance (a7 could use and was encouraged to use his hand as a guide along

the wall).

At the beginning of the school year 17 would usually walk a maximum dis-

tance of on.1 foot without assistance. Therefore, this program was designed to

increase S7's unassistd walking distance and also to teach 17 to respond to

the verbal cue "Come here." No precise baseline measures were taken on S7's
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ability to respond to this task, but the teacher had informally observed 51's

responses to similar verbal directive3.

The following teaching procedure was used:

1) T would stand directly in front of S7 and say "Come here." If S7
moved forward more than a foot in distance before stopping T would
immediately say "Great job," consequate with a consumable (cereal)
and record the 'tstance walked on a data sheet (distance arproximated
to the nearest .00t).

2) If S7 failed to respond to T's cue or stopped after walking a distance
of less than one foot, T would repeat the cue "Come here" and
physically prime S7 by gently tugging at his arm until 57 moved
forward at least 1 ft. T would remove his arm and immalately say
"Great job" and record a."P" on thn data sheet.

3) On subsequent trials T reduced the amount of physical priming until
S7 responded to T's cue "Come here."

4, After S7 would walk unassisted a specific distance, T would increase
by 1 ft. the distance required of Sy to walk in order to receive a
piece of cereal.

S) These procedures were continued until S.7 walked a distance of at
least S ft. unassisted on 5 consecutive occasions.

Results

The performance of 57 was very erratic on the first 62 teaching trials.

That is, one day S7 would not respnd at all and on the next day he would

walk S ft. unassisted. T hypothesized that Sy's failure to respond might

have been due to the fact that S7 waited until T primed him in order to get

physical contact. It uas then decided to develop an apparatus which could be

used in prompting S7 to wrlk. A broom handle (4 ft. long) with a wire (2 ft.

long) attached to the end of it (the end of the wire was curved into a hook)

was devised by the c de. When S7 failed to respond to T's verbal cue "Come

here," T would place the hook around 57's lower leg and gently pull. When S7

began to move, T would rer.ove the hock. The use of this apparatus was in--

stituted on trial 63 and performance improved dramatically. On trial 76, the
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teacher began to fade (reduce) the use of the hook apparatus. After 110

teaching trials, S7 walked at least 5 ft. unassisted on five consecutive

trials and this program was discontinued on a formal basis.

On numerous occasions throughout the school day Sg would be required

to perform this same task on an informal basis. For example, in going to

the bathroom a T would stand in front of 17 and verbally cue S7 to walk to

him. S7 would be continually verbally praised by T for walking unassisted.

As the year progressed T would increase the distance between him and S7 and

also decrease the amount of verbal praise given. By the end of the school

year, S7 could walk unassisted from the boy's bathroom to his own classroom

(approx. distance of 75 ft.) with very little, if any, teacher encouragement.

B. Directional ?lability
-

The terminal objective for this program may be defined as follows:

When verbally directed by T to "Come here," S7 will turn his body so as to

face the direction from which T's voice came and walk the distance to T

unassisted.

Instructional Sequence

Phase I T stands approximately 2 ft. away from E7 either to the left

side, right side, front., or back.

Phase II T stands approximately 3 1/2 ft. away from Sy either to the

left side, right side, front, or back.

Phase III - T stands approximately 5 ft. away from .17 either to the left

side, right side, front, or back.

Teaching was conducted in the same manner as hall walking. The criterion

for each phase was set at correct responding to the verbal cue, "Come here"

from each of the four sides on three consecutive trials, or a total of 12

consecutive correct responses.
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Results and Discussion

Phase I - criterion reached after 4 teaching trials.

Phase II - criterion reached after 10 teaching trials.

Phase III criterion reached after 27 teaching trials.

S7 demonstrated the ability to locate the direction from which T's

voice came. Additional programs were conducted using bells as the sound

stimulus and S7 was tau ht to extend his hand in the direction of the bell.

C. Adaptive Vobility

The terminal objective for this program can be defined as follows:

When S7 confronts an obstacle directly in front of him in his walking path,

he will circumvent the obstacle and continue in his original walking path.

Teaching Procedure

Initially a large wastebasket was positioned directly in front of 57

while he was walking along a wall. As soon as .17 came in contact with the

wastebasket, T would say "Go around" and physically prime 57 by guiding him

around the basket and placing S7's hand back on the wall. On subsequent

occasions, T would reduce (fade) the amount of physical prompting until S7

would respond to the cue "Co around." Eventually T faded the verbal cue

"Go around" and 57 would respond independently of teacher cues.

When j could circumvent the wastebasket unassisted on 3 consecutive

occasions, T initiated the same procedure using a chair as the obstacle.

The third obstacle presented to S7 was an open door. When S7 confronted

an open door he would go into a room and therefore an open door might be

considered an obstacle in his walking path in route to a designated location.

The teaching procedure used was similar to that used with the wastebasket and
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chair, with the r----tion that the verbal cue was "Open door, keep coming"

was substituted. As in the previour teaching procedure physical priming

was used to induce correct responding and eventually faded along with the

verbal cue,.

It should be noted that 22 did complete all three major program objectives

(Hall Mobility, Directional Nobility and Adaptive Mobility). However, informal

instructional sessions were continued throughout the year on these three tasks.

.17 was given additional instruction in walking up and down stairs and ramps,

around corners, and inccased distances of unassisted walking. Eventually the

door of Classroom A was marked with sandpaper on either side of the doorway

about 3 ft. from the floor. This cue was added to facilitate S7 finding the

correct open door to enter.

Verbal Direction Following

.17 was taught to respond to four one-component verbal directions ("Stamp

feel", "Raise hands", "Clap hands," and "Stand up"). The teaching procedure

used was similar to that described earlier in the Verbal Direction Following

program used with the other Ss in the two classrooms. However, auditory

modeling of the desired response was used only. with the directions "Clap

hands" and "Stamp feet" as S7 could auditorially discriminate the difference

between these two responses. The direction "Shake head" was not used with S7

because shaxing his head was one of the stereotypic behaviors that T did not

want to reinforce.

Initially baseline measures were obtained on 57's ability to respond to

the four verbal directions. During a three trial baseline period, 57 made 1

of a possible 12 correct responses. The performance of 57 was extremely erratic

and he reached criterion after 139 teaching trials. Criterion was set at
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correct responding to each of the four directions on 3 consecutive trials or

a total of 12 consecutive correct responses.

Location of Body Parts

The teacher judged that it would be important for 27 to learn the location

of specific body parts. In response to a verbal cue by T ("Touch (head)"),

S7 was to touch the appropriate body part with his hand. When S7 failed to

respond to a verbal cue T physically primed the correct response and subse.

quently faded the amount of physical priAing until 57 responded correctly

without T's assistance.

Two body parts were selected for instruction (head and nose). During

the initial two trial baseline period 2: made 0 of a possible 4 correct

responses. During the teaching of the location of these two body parts, T

added several cues to induce correct responding. After 230 teaching trials

S7 had not yet reached criterion of correct responding to both body parts on

three consecutive trials. T hypothesized that head and nose were too close in

proximity and 57 could not adequately discriminate the two locations. Thus T

modified the program and selected head and foot as thc two body parts to he

taught. After 45 teaching trials S7 reached criterion of perfect responding

on three consecutive trials. It should be noted that Sj did not maintain

.perfect responding on subsequent trials and therefore teaching of this task

continued on a daily basis to secure consistent criterion performance.

Tasks Related to Receptive Language

As 57 was not communicatively verbal, several programs were designed and

implemented to develop Si's receptive language skills and to facilitate usage

of hands as cornunication vehicles. The first instructional task was to
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develop a tactile scanning response so as to provide a means by which he

could tactually attend to the objects placed in front of him. Initially a

group of objects was lined up in front of S7 on the table and T would

physically guide S7's left hand (S3 was left-lvied) across each of the

objects as T verbally labeled each one. Subsequently, T would fade the

amount of physical priming until would move his hand from object to object

without physical assistance from T (T continued to label each object as S.7

touched it).

During the teaching of a specific receptive language skill, a7 would

first tactually sex, the stimuli presented to him (with or without physical

assistance from T), then T would say "pick up (object label)" or "stop on

(texture label)". The appropriate responses by S7 were to pick up the

correct object or to tap his hand on the correct texture sample. It was

necessary 'o require these discrete responses in order for T to accurately

record a response. Also, physical priming of the correct response was used

to induce correct responding and subsequently faded as described in earlier

programs.

It should be noted again that 57 did progress through the initial phases

of a program, but did not progress througi more complex phmes. Therefore, T would

reinstitute instruction on the initial phases which often would require

numerous trials to rereach criterion. It was also extremely difficult for T

to reliably record sone of mss responses. For example, S7 would pick up an

incorrect object, drcp it and then pick up the correct object. As a result,

the performance pattern of S7 was extremely inconsistant and inconclusive.

In the future we hope to develop more precise methods of teaching tactile

scanning methods and discrete responses to verbal directions in order to

facilitate correct responding on these types of tasks.
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In order to communicate to the reader the program sequence of the tasks

presented to .S.7, we have delineated the teacher cues and responses required

by several receptive language tasks.

Object I. Ili....scz ...____.__iraimation

Set I ball
block
beanbag

Phase I T would place the three objects on the table in front of §.7, and

S.7 would tactually scan the objects. T then said "Pick up ball."

S7 was to pick up the ball and not pick up either of the other two

objects. Criterion was set at 6 consecutive correct responses.

Phase II T used the same procedure, but the verbal cue was "pick up bean-

bag." Criterion was set at 6 consecutive correct responses.

Phase III T used the same procedure, but the verbal cue was "pick up block."

Criterion was set at 6 consecutive correct responses.

Phase IV T used a similar procedure with the exception that one trial con-

sisted of all three verbal cues being issued. That is, S7 would

respond to "Pick up ball," then "Pick up block," then "Pick up

beanbag" and S7 could make 0-3 correct responses on a trial.

Criterion was set at perfect responding to each of the cues on 3

consecutive trials or a total of 9 correct consecutive responses.

Set II cup
spoon
napkin

Instruction of Sets I and IT occurred during different periods in the

school day. The instructional sequence for Set II is the same as that described

for Set I. It should also be noted that the arrangement of the objects was
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selected randomly, but that T would note the location of the cued object

on the data sheet i. ileitis M ('.riddle), or R (right) when 17 responded

correctly.

Texture Discrimination
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Two texture samples were glued on a large piece of taghoard and a vertical

line of tape was placed between then to facilitate discrete tactile scanning

responses.

Set I Rough - Smooth (rough was on S7's right side)
Fuzzy - Soft (fuzzy was on S7's right side)
Rough - Smooth (smooth was on a7's left side)
Fuzzy - Soft (soft was on S7's left side)

Set II Rough - Smooth (rough - left side)
Fuzzy - Soft (fuzzy - left side)
Rough - Smooth (smooth - right side)
Fuzzy - Noft (soft - right side)

Set III Rough - Snooth (The location of the texture cues was randomly
Fuzzy - n,ft by T)

Comment

Not to acknowledge the extraordinary assistance, dedication and crucially

important contributions made by several other extremely concerned persons would

be unforgivable. Thus, the writers in e.eneral am' the teacher of Classroom A

in particular would like to extend a sincere and warn "thank you" to Larry

Douglass, Ruth Bartlett, Andrew Papincau and Ruth Woodworth.
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Append ix A

Student Information

Appendix A contains three different bodies of information related to the

14 students:

A) Written information from the student's folder

B) The initial behavioral observations of the students by the classroom
teacher

C) information obtained from the parents in a parent-teacher interview
prior to the start of the school year

The information containee' in the written folders of the students was quite

cursory and superficial and thus provided little if any help to the classroom

teacher. The information obtained from parents was extracted by the teachers.

The theme that the teachers used with the parents centered around the major

problems the students were preseniting to them, how could the teachers help In

the attenuation of the problems and what were the expectations of the parents

with regard to school programs.

In an attempt to communicate student related information to the reader

a form was developed and is presented below. Hopefully, the information con-

tained in the forms provides the reader with a reasonable representation of

the functioning level of the students as of August, 1972.
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Classroom A

Student #1 :

I. History

A. Sex: Female

B. CA as of September 1972: 10-5

C. IQ: SQ 42 No IQ recorded

D. Level of retardation (kAMD): Severely retarded (moderate-Colony report);
Babinski negative flatness of occiput; slightly wide based gait, little speech

E. Medical Diagnosis: Internal strabismus, hand functions grossly normal

F. Psychological descriptives: Vineland Social Quotient-42; short attention span,
easily distracted; Peabody PVT-receptive language, age 1-11; Beery Buktenica
Visual Motor Integration 2-9 age level; Human Drawing incomplete (unrecognizable)

G. Placement history Stanford Binet Intelligence Scale-uncompleted.

1. Natural home: 7 yrs., If yr.

2. Relative's home:

3. Foster home: Wilson Family Care Home (Lake Mills, Wis.)-1970

4: Private institution:

5. Public institution: Southern Colony -1969

6. Day care center: Kiddie Camp-I966-1968

7. Public school: 1970-71 - trainable class, Koshkonog, Ft. Atkinson, Wis.
(Lake Mills, Jefferson County Special Education Program)

Badger School - Madison January 1972 -June 1972

II. Init'al maladaptive classroom behaviors

She was extremely "motherly" to other students, e.g., holding their hands, guiding
them and reprimanding them.
She would not follow simple directions unless repeated several times.

* information not included in records
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111. The following are concerns communicated to the teacher by the parents:

Her parents were concerned with her speech development.
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Classroom A

Student #2 :

I. History

A. Sex: Female

B. CA as of September 1972: 7-7

C. IQ: not yet 2 yrs.

D. Level of retardation (DAMD): Severely retarded

E. Medical Diagnosis: Poor gross motor coordination, minimal decrease in tone;

some skeletal abnormalities, very flat feet, rotation of knee joint possible
("loose").

F. Psychological descriptives: Distractible, no speech, left-handed; Binet-
couldn't draw line or circle, scored MA 1-9; not testable on PPVT; Vineland
SMS 2-2.

G. Placement history

1. Natural home: 1965-1971

2. Relative's home:

3. Foster home: 1971 on weekends
1972 - fulltime

4. Private institution:

5. Public institution:

6. Day care center: Kiddie Camp - 1968-1969

7. Public school: September 1971 - Badger

11. Initial maladaptive classroom behaviors

Sheds easily distracted.
She has no eye contact.
She screams when excited.
There is a smile on her face at all times.
She is almost continually touching or clinging to student seated next to her.

* information not included in records



www.manaraa.com

248

III. The following are concerns communicated to the teacher by the parents:
Her parents were concerned with her lack of speech which may be due tothe formation of the mouth. A partial cleft palate was corrected.
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Classroom A

Student #3 :

I. History

A. Sex: Male

B. CA as of September 1972: 8-11

C. IQ: 59 (Leiter) 31 (Binet)

D. Level of retardation (NAMD): Mildly retarded (Leiter); Lower range trainable
(Binet)

E. Medical Diagnosis: Motor development normal, speech markedly retarded, hyper-
active, autistic, nonreact;ve pupils, no BaLinski

F. Psychological descriptives: Leiter-failed at 6 yr. level, passed all of 2 yr.
and 3 tests in each of between; Binet-nonverbal, MA 2-8, IQ 31; PPVT (Form A)-
raw score 11; imitates syllables; interaction with children aggressive.

G. Placement history

1. Natural home: Since birth.

2. Relative's home:

3. roster home:

4. Private institution:

5. Public institution:

6. Day care center: Portal Foster

7. Public school: Dudgeon, Madison

II. Initial maladaptive classroom behaviors

He exhibits extreme self-abusive behavior, e.g., bangs head with fist or bangs head
against wall or table.
He jumps off the chair and across the room when excited.
4e is extremely frightened by animals, by new situations, doctors, nurses, etc. and
will run away.
He has echolalic speech.
He is very aggressive with his :e,,rs, e.g., hitting, kicking.
When he is told to wait, he cries, bang., his head and/or hits others.
When 'le cannot complete a Du7.71e or has trouble in art, he becomes aggressive.

* information not included in records
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111. The following are concerns communicated to the tc.Ic!,cr by the parents:

He is a very fussy eater.
He has a fear of animals.
He lacks spontaneous speech.
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Classroom A

Student #4:

I. History

A. Sex: Male

B. ,CA as of September 1972: 5-11

C. IQ: Functioned between 2 and 2i year old level

D. Level of retardation (AAMD): Retarded

E. Medical Diagnosis: Well developed, increased deep tendon reflexes in right lower
leg, a left positive Babinski; callus on hand from biting, fingernails infected;
hemoglobin count slightly depressed; several carious teeth.

F. Psychological descriptives: Confused, unable to organize perceptions, inappro-
priate behaviors-excited shaking hands, biting hand, slapping face with back of
hand; general good cooperation during testing; gross and fine motor coordination

G. Placement history poor.

1. Natural home: 5 years - since birth

2. Relative's home:

3. Foster home:

4. Private institution:

5. Public institution:

6. Day care center:

7. Public school:

11. Initial maladaptive classroom behaviors

In new situations or when he is very excited he waves his arms and his body shakes.
He cries at inapporpriate times, e.g., when someone else is punished or when they
miss an answer.
He bites the back of his hand when excited.

* information not included in records



www.manaraa.com

252

III. The following are concerns communicated to the teacher by the parents:

His parents were concerned with delayed speech and his hyperactivity.
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Classroom A

Student 115 :

I. History

A. Sex: Male

B. .CA as of September 1972: 8-2

C. IQ: Between 32 and 28

D. Level of retardation (AAMD): Severely retarded

E. Medical Diagnosis: Underdeveloped, poor fine and gross motor coordination;
no speech or language; multiple congenital anomalies.

F. Psychological descriptives: Binet -il months, Vineland-64; unresponsive to
environment; eye contact fleeting; very manipulative

G. Placement history

1. Natural home: Since birth.

2. Relative's home:

3. Foster home:

4. Private institution:

5. Public institution:

6. Day care center: Kiddie Camp - 1969-1972

7. Public school:

II. Initial maladaptive classroom behaviors

He pulls his pants (trousers and underpants) down in class.

He pushes chair away frpm table while working.
While urinating, he will get urine on hands and lick hands.
He smears and atte-ints to eat feces.
He spills milk (up to 10 times in one meal).
He wave; his fingers in front of eyes.
Hc eats paste and paHts.
He spills itelc in containers, i.e., paint.
He throws toys or instructional objects.

information not included in records
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He pulls his peers hair,

He spits at and hits his peers.
He does not comply with his teacher's directions, i.e., stand up or sit down.
He will urinate in his pants, although he is toilet trained.

iii. The following are concerns communicated to the teachrr by the parents:

His parents are concerned with his non - compliance and the extent to which
he will go to get adult attcltion.
They are also concerned with his lack of speech and eating hehaviors, Ife.,spilling milk.

He is hurting his younger brother at home.
They are concerned with his apparent awareness but their inability to get him
under control.
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Classroom A

Student #6:

1. History

A. Sex: Male

B. CA as of September 1972: 8-8

C. 1Q: Not on norm.

D. Level of retardation (kAMD): Severely-profoundly retarded

E. Medical Diagnosis: Husky, undersized; one eye crossed; defective eardrum on
left ear; sexually underdeveloped - overweight.

F. Psychological descriptives: Not yet at babbling stage, able to imitate a
few sounds; Binet - passed only two of four non-verbal tasks at 2 yr. level;
no behavior problem.

G. Placement history

1. Natural home: Since birth.

2. Relative's home:

3. Foster home:

4. Private institution:

5. Public institution:

6. Day care center: Kiddie Camp

7. Public school:

11. Initial maladaptive classroom behaviors

He is not toilet trained.
He has virtually no self-help skills, e.g., could not get pants down or up.
His in seat behavior and eye contact poor.

* information not included in records
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Ill. The following are concerns communicated to the teacher by the parents:

His parents were concerred with his speech and lack of toilet training.
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Classroom A

Student #7 :

1. History

A. Sex: Male

B. CA as of September 1972: 5-11

C. IQ:

D. Level of retardation (AAMD): Functionally delayed, autistic.

E. Medical Diagnosis: Blind, frequent drainage from ekes, poor muscle tone.
No eyes - doesn't wear artificial eyes.

F. Psychological descriptives: Self-abusive, bites staff, temper tantrums,
screams and cries; fearful of new situations.

G. Placement history

1. Natural home:

2. Relative's home:

3. Foster home: 2 in past year 3 months and 2 months

4. Private Institution:

5. Public institution: Central Colony

6. Day care center: Kiddie Camp

7. Public school: Glen Stephens, lapham

II. Initial maladaptive classroom behaviors

His temper tantrums consist of screaming, hitting, biting and scratching.
He is not toilet trained and has no control over bowel movements.
He ruminates food.
He is completely immobile by himself.
When he is frustrated he bites the teacher.
He tries to sleep a;. day.
He eats his food too fast, e.g., he holds it in his mouth and then spits it out.
He pokes his fingers into the empty eye sockets.
He is self abusive, e.g., bites himself, hits head with hands.

* information not included in records
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III. The following are concerns comNunicated to the teacher by the parents:

In the first meeting his mother was uncooperative, she accepted all behaviors
as the way things had to be.

At a later meeting her concerns were his sleeping habits, e.g., arises at 4
or 5 in the mornin'J; spittin9 his food.

She is overprotective - it-.)N he will hurt himself if he is allowed to be
independent; his bowel 110VC-.(10-.5 could be n.edical problem.

She is very afraid A pntln,nid.
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Classroom B

Student #8:

I. History

A. Sex: Male

B. CA as of September 1972: 5-5

C. IQ: A psychologist described S8 as "not testable" "...impossible to
obtain any formal test scores".

D. Level of retardation (AAMD): "it is apparent...is functioning at a severely
retarded level."

E. Medical Diagnosis: Not provided.

F. Psychological descriptives: "highly distractible", "punishment is in-
effective", "no eye contact"

G. Placement history

1. Natural home: *

2. Relative's home: *

3. Foster home: 18 is currently residing in a foster home but the
length of time was not provided.

4. Private institution: *

5. Public institution:

6. Day care center: Attended a local association for retarded children
sponsored by care center (Kiddie Camp) priArtiol public school.

7. Public school: Badger School (8/28/72 to present.

11. Initial maladaptive classroom behaviors

A. Seat behavior
- He would intentionally fall out of chair
- He would not sit to cue: "Sit down" consistently
- He would not remain seated for more than 5-15 min. periods
- He would completely turn around in a chair

B. Eye contact
- To the cue: "A A8 look" he would not look at teacher
- To the cues: 1; 18 look" and T pointing to an object on table, he
would not look at object.

* information not included in records
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C. Vomiting occurred in the following situations:
- When no adult was near him he would vomit. if T wiped up vomit, he
would vomit again.

- He would vomit if put in time out room.
- When it was demanded he stand up, he would vomit.

D. In a group situation, when he was presented with a toy at a table, he
would throw it off the table.

E. He would put most objects presented to him in his mouth,

F. Little orientation of self in environment (1,e., he would sit down and
miss chair).

G. He would fall down during play and refuse to stand up to cue: "Stand up"

H. He would not follow any verbal directions consistently

I. When sitting he would remove shoes.
During the first week of school he had more wet pants than dry ones.

J. He was not toilet trained.

III. The following are concerns communicated to the teacher by the parents :

A. Parents were worried about so many head injuries.

8. Parents were aware of tack of orientation in environment.

C. Gross motor development; they were concerned about posture (slumping
in chair and walking) . knees turned inward.

D. Parents wondered if speech would ever develop.
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Classroom B

Student #9 :

I. History

A. Sex: Female

B. CA as of September 1972: 7-11

C. IQ: 48

D. Level of retardation (AAMD): Moderate

E. Medical Diagnosis: Brain injured

F. Psychological descriptives: Hyperactive, inability to attend to a task,
quite determined and somewhat spoiled.

G. Placement history

1. Natural home: 7-11

2. Relative's home:

3. Foster home:

4. Private institution:

5. Public institution:

6. Day care center: Kiddli Camp - years not given.

7. Public school: Badger School (8/30/71 to present)
Private School: Montessori School - years not given.

II. Initial maladaptive classroom behaviors

Her seat behavior, constant twisting and turning in seat and touching other
students in the group.

When she was asked to follow directions she did not want to do, she would shriek
out "no!" and start whining.
When it was time for her turn in a small group, she would often stare into space
and her attenticn could not be regained by calling her name or giving the cue
with respect to the task at hand.

* information not included in records
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III. The following are concerns communicated to the teacher by the parents:

They were concerned with her eating habits, e,g., eating with hands and not
swallowing food.
They were concerned over her fin, .tor to many requests.
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Classroom B

Student #1(1

1. History

A. Sex: Female

B. CA as of September 1972: 6-9

C. IQ: *

D. Level of retardation (AAMD): *

E. Medical Diagnosis:

F. Psychological descriptives:

G. Placement history

1. Natural home: 5 years

2. Relative's home:

3. Foster home: 1-9

k. Private institution:

5. Public institution:

6. Day care center:

7. Public school: Longfellow (pre-primary project) 1-5
Badger School (2/12/73 to present)

II. initial maladaptive classroom behaviors

She would not remain seated for more than 5-10 minutes without twisting, turning,
and whining.
There were continuous irrelevant utterance* with respect to task at hand.
When given a direction she did not want to do, she would refuse to move and

start crying.
She continuously scolded herself, e.g., " S10 bad girl", " S10 , stop

whining", etc..
In a program whe she was not reinforced with an edible because of giving an
incorrect response, whe would cry.
When asked to perform a new task she would refuse and start to cry fearfully.

information not included in records
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III. The following are concerns communicated to the teacher by the parents :

Her natural mother says S10 is a fussy eater to the point of refusing at
food with her (not true in foster home). She is concerned about crying and
whining.

Her foster parents felt her needs were not being met in the previous prograr
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Classroom

Student#11:

I. History

A. Sex: Female

B. .CA as of September 1972: 7-10

C. IQ: 32

D. Level of retardation (AAMD) : Severe

E. Medical Diagnosis: Down's Syndrome, congenital heart disease

F. Psychological descriptives: Withdraws when being reprimanded, somewhat
distractible, persistent and determined to get her way.

G. Placement history

1. Natural home: 3-6

2. Relative's home:

3. Foster home: 1 year

4. Private institution:

5. Public institution: Central Colony 3-4

6. Day care center:

7. Public school: Badger School (8/28/72 to present)

Ii. Initial maladaptive classroom behaviors

Echoic speech, in academics she would repeat cues.
When given a cue in programs, i.e. "Touch ", she would echo cue and not respond
in any manner.

At the start of a new activity she would continue talking only about the task
just completed.

* information not included in records
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III. The following are concerns communicated to the teacher by the parents:

Her foster parents were concerned that at home she would throw objects in
the wastebasket, i.e., wallets, letters.
They were concerned that she was stubborn (refusal to follow directions).
They feel that she eats too slow (not appropriate complaint-she takes 20-
30 min./meal in school).
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III. The following are concerns communicated to the teacher by the parents!

Her parents were concerned that she would not go to the bathroom on a black
toilet seat or toilets away from home.

She is a fussy eater.
She refused to follow directions given at home.
She is too slow on completing tasks when directions are followed.
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Classroom

Student #12:

i. History

A. Sex: Female

B. .CA as of September 1972: 5-6

C. IQ: "at least 50"

D. Level of retardation (AAMD): Moderate

E. Medical Diagnosis: Brain damage, "looks like a child with minor cerebral palsy
or a rubella child"; petite mal seizure, eye p :blems - rheumatoid arthritis

F. Psychological :lescriptives: Poor motor coordination, lethargic, uncooperative,
passive refusal, negativism, short attention span.

G. Placement history

1. Natural home: 5-6 yrs.

2. Relative's home:

3. Foster home:

4. Private`Anstitution:

5. Public institution:

6. Day care center: Kiddie Camp - 2 years

7. Public school: Badgar School (3/23/72 to present)

Private school: Montessori - 1 year

II. Initial maladaptive classroom behaviors

She would not approach or sit on a toilet in school.
She would not follow any directions consistently, e.g., moving to different areas
of room.

She refused to match, touch or give any verbal responses in academic programs.
She was slow in responding, e.g., length of time between cue and response.
She displayed a tenseness in work situations of clutching fists and not moving arms.
In a task that demanded a verbal response, she would often answer: "I don't know",
with an activity demanding a motor response she would often start crying: "I can't
do it".

She displayed no verbal or phyrsical interaction with her peers.

* information not includrd in records
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Classroom B

Student #13:

I. History

A. Sex: Male

B. CA as of September 1972: 7-4

C. IQ: 38

D. Level of retardation (AAPD): Severe

E. Medical Diagnosis: Down's Syndrome, "serious heart murmur"

F. Psychological descriptives: Unresponsive youngster, soft hypatonic, lack of
cooperation, trys to get out of working by pouting (putting head down, dull,
unhappy expression), most words are delivered in a whisper.

G. Placement history

1. Natural home: 7-4

2. Relative's home:

3. Foster home:

4. Private institution:

5. Public institution:

6. Day care center: Kiddie Camp - years not given

7. Public school: Badger School (8/30/71 to present)

11. Initial maiadaptive classroom behaviors

S13 has very low voice volume and if requested to speak louder, he would speak softer.
He would give no responses (rotor or verbal) to cues in academic programs.
He would often fail to imitate motor movements of model.
When he did not want to respond he would drop his face to his chest.
There was no imitation to the cue: "Say ".

information not included in records
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III. The following are concerns communicated to the teacher by the parents;

His parents were concerned over his fussy eating habits, over his fear of
loud noises (i.e., sirens, loud music, etc,) and his fear of new environments
(i.e., crys and gags).
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Classroom B

Student #14:

I. History

A. Sex: Male

B. CA as of September 1972: 5-7

C. IQ: MA 2 -0

D. Level of retardation (AAMD): Profoundly

E. Medical Diagnosis: Down's Syndrome, slight heart murmur

F. Psychological descriptives: Pouting behaviors, failure to come when called,
requires extensive treatment procedures.

G. Placement history

1. Natural home:

2. Relative's home:

3. Foster home: 1-6

. Private institution:

5 Public institution: Central Colony 1-8

6. Day care cent.r: Kiddie Camp 1

7. Public school: Badger School (8/28/72 to present)

II. Initial maladaptive classroom behaviors

He would not move from one area to another with just a verbal direction unless
the teacher motioned to him where to go.
He would have wet pants two to four times a week.
He screamed when attention wasn't given the moment he demanded it (e.g., pulling
the teacher or saying "mama").

.

* information not included In records
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III. The following are concerns communicated to the teacher by the parents:

His parents were concerned that he was eating too fast and that he has
a weight problem.
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Class Schedules and Room Arrangements
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Appendix 8 contains information relate° to the manner in which classrooms

A and 8 were engineered as well as the daily schedule through which the stu-

dents progressed. Perhaps two points should be stressed: first, the schedules

and arrangements should communicate to the reader the relatively precise

. organization of the program; secondly, it should be noted that the scheduled

class activities changed from time to time depending upon the performance of

the students (See Class B, August and May).
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ROOM DESIGN

CLASS A

F

CABINET

PLAY
AREA

ISMOIMMIIIO A

t= =I (=

fire
exit

COATROOM

o

,..,..111.111..

TIME
OUT

1

I

BATH-
ROOM

I

STORAGE C LOS ET

Y2
N



www.manaraa.com

Room Design

Class A

Activity Areas: A Opening, Direction Following, Large Group Activities

B

C Small Group instruction (academic programs)
D

E Milk Break, Lunch, Lard; Group Activities, Art

F instruction for S
7

Blind Student

OP'

275
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8:15-8:30

8:30-8:50

8:59-9:10

9:10-9:30

9:30-9:45

9:45-10:00

10:00-10:15

10:15-10:35

10:35-10:55

10:55-11:20

11:20-11:35

11:35-11:45

11:45-1:00

1:00-1:11

1:10-1:30

1:30-1:50

1:50-2:10

2:10-2:30

2:30-2:45

Class A Schedule

August 1972

Arrival, hang coats up, bathroom, free play

Opening

Group 1

Handwriting
Group 2
Speech
Object Discrimination

Group i Group 2
Speech Handwriting
Object Discrimination

Milk Break

Recess

Bathroom

Group 1,

Colors

Group 1
Shapes

Group 2
Shapes

Group 2
Colors

Direction Following - whole class

Activity Period - art, gross-motor, stories

Bathroom

Lunch

Bathroom

Rest

Zipping

Group
Animals

Group
Numerals

Bathroom
Coats

Group 2
Numerals

Group 2
Animals
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Class A Schedule

May 1973

8:15-8:30 Arrival, hang coats up, bathroom, brush teeth, free play

8:30-9:00 Opening

9:00-9:10 Group 1 Group 2
GramHandwriting

Handwriting Handwriting

9:10-9:20 Groua_i Group 2 Group 3
Sight Words Picture Picture
Identification of Discrimination Discrimination
Pictures of Peers

9:20-9:30 Group ) Group 2 Group 3
Rote Counting Speech Speech

9:30-9:45 Milk Break

9:45-10:10 Recess

10:10-10:20 Bathroom

10:20-10:30 Storytime

10:30-10:45 Group 1. immal
Directions Days of Week

10:45-11:00 Group 1 Group 2
Big-Little Shapes

11:00-11:10 Group 1 Group 2 Group."
Shapes Big-Little Prepositions

11:10-11:20 Group 1 Group 2 Group 3,
Colors Colors Color Sight Words

11:20-11:45 Activity Period

11:45-11:55 Bathroom

11:55-1:00 Lunch

1:00-1:15 Rest

1:15-1:30 Group 1 Group 2 Group 3
Zipping Tying Knots Bowtying

1:30-1:45 Group 1 Group 2
Alphabet One-Many
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2

1:45-2:00 Group 1 Group 2
One-Many Animals

2:00-2 15 Group 1, Group 2
Animals Numerals

2:15-2:30 Group 1 gmmal
Numerals Activity, coloring, gross-motor, etc.

2:30-2:45 Bathroom
Coats

Departure
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ROOM ()NIL!.

CLA;E b

Area in :;oom

IA opening

18 Spatial Positions
Whole Group
Counting

IC Two-Component Directi..n
Whole Group

IIA Small Group
Whole Group
Milk an Cookies
Lunch

118 Small Group

IIC Small Group

Free time area for reinfarcement

OR

Activity. Area

Opening IA

Who Group 1A-8-C, I IA

Spatial Po,ition, IB

Counting 18

Two-Component Oired ..; IC

Group IIA-B-C

Milk onl IIA

Lunch

free tiose area
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Morning

DAILY SCHEDULE - CLASSROOM B

AUGUST 1972

Arrival
- Taking off outer garments
- Hanging up coat

Bathroom

Opening

8:15-8:30

8:30-8:45

8:45-9:10
- Attendance
- Time concepts

weekdays
months

- Weather

9:10-9:30 Local Directions

9:30-9:45 Milk and Cookies

9:45-10:00 Recess

10:00-10:15 Bathroom

10:15'-10:45 Small Groups

Group 1 Group 2 Group 3
- Shapes - Shapes - Shapes
- Colors - Colors - Colors

10:45-11:15 Spatial Positions

11:15-11:35 Group Activity
- Music
- Stories
- Art, etc.

11:35-11:50 Bathroom

11:50-12:30 Lunch in cafeteria

12:30-1.00 Recess

1:00-1:15 Bathroom

1:15-1:45 Sing Songs
Rest Time

1:45-2:00 Counting

2:00-2:30 Group Activity
- Science
- Animals
- Coloring, etc.

2:30-2.45 Bathroom

2:45 Send to Busroom
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DAILY SCHEDULE - CLASSROOM B

MAY 1973

Morning

8:15-8:30 Arrival
- Taking off outer garments
- Hanging up coat
- Brushing teeth

8:30-8:40

8:40-9:00

Bathroom

Opening - Whole Group
- Attendance
- Time concepts

clock
calendar
weekdays
months
daily activities

- Weather

9:00-9:30 Small Groups

9:30-9:45

9:45-10:00

10:00-10:15

10:15-10:45

Group 1.

- One and Many
- Animals

- Left to right
eye movement

- Gross motor
development

Milk and Cookies

Recess

Bathroom

Small Groups

Group 1

- Big/Little
- Shapes
- Colors
- Objects
- Name Recognition

Group 2
- One and Many
- Animals
- Handwriting

Group 2,

- Long/Short
- Straight/Curved
- Rational Counting
- Colors
- Alphabet

- Sight Words

10:45-11:00 Spatial Positions (6 students)
Attending Program (1 student)

11:00-11:15 Two Component Directions (Whole Group)

11:15-11:20 Le;t/Right (Whole Group)

282

Emma
- One and Many
- Chart Story
- Handwriting

Group 3
- In, On, Under
- Top/Bottom
- Rational Countin
- Colors
- Alphabet
- Sight Words



www.manaraa.com

283

11:20-11:30 Zipping
Buttoning
Tying

11:30-11:45 Group Activity
- Stories
- Art activities
- Music activities, etc.

11:45-12:00 Bathroom

Afternoon

12:00-12:30 Lunch in room with teacher

12:30-1:00 Recess

1:00-1:15 Bathroom

1:15-1:30 Rest Time
Individual Work

1:30-1:45 Counting
Number Recognition

Monday 1:45 Early Releasal

Tuesday 1:45-2:00 Fruits
Vegetables

2;00-2:15 Science activity (Whole Group)
2:15-2:30 Paperwork

Wednesday 1:45-2:15 Gym (Phy. Ed. Instructor)
and Friday 2:15-2:30 Fruits

Vegetables

Thursday 1:30-2:10 Art (Art instructor)
2:10-2:20 Counting

Number Recognition
2:20-2:30 Paperwork

2:30-2:45 Bathroom

2:45 Send to busrooms
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Appendix C

Parent Teacher Evaluation Booklets

Appendix C includes copies of 'parent-teacher evaluation booklets. These

booklets were used to communicate to parents the specific tasks their children

were being taught when the parents met with the teachers at conferences. After

the parents had become familiar with the organization and content, the book-

lets were brought home to the parents by the students or mailed to the home

in an attempt to keep each parent continually appraised of the instructional

programs in which their children were involved.*

it should be noted that many of the programs to which the students were

exposed during the vear not presented in detail in the body of this report are

presented in outline form in the booklets. It is assumed that the reader can

readily adapt the procedures presented in the body of the report to the tasks

in the booklets.
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EVALUATION SHEET STUDENT

286

AREA: DIRECTION FOLLOWING
The student will appropriately respond to a verbal direction given by the
teacher.

- TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. One-component local

1. Shake head
:. Stamp feet

'3. Stand up
4. Clap hands
5. Raise hands

.

I. One-component distant

1. Go to door
2. Go to wastebasket
3. Go to boxes
4. Go to sink
5. Go to coatroom

I. Two-component local
(serial directions)

SET ONF
1. Clap hands, then stand up
2. Stamp feet, then shake head
3. Stand up, then raise hands
4. Shake head, then clap hands
5. Raise hands, then stamp feet

SET TWO
1. Clap hands, then raise hands
2. Raise hands, then shake head
3. Stamp feet, then clap hands
4. Stand up, then stamp feet
5. Shake head, then stand up
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EVALUATION SHEET STUDENT

287

AREA: COLORS RED (R), GREEN (G), BLUE (B), YELLOW (Y)
* The underlined color is the stimulus presented by the teacher and the

correct response by the student.

TASK
TRAINING IN TASK
PROGRESS COMPLETED

I. MATCHING
Touch with visual and verbal cue

Set I RG, RG, BY, BY

Set II GB, GB, RY, RY

Set III GY, GY, RB, RB

Set IV RGY, RYB, RBG, GBY

Set V RGY, RYB, RBG, GBY

Set VI RGY, RYB, RBG, GBY

Set VII RGYB, RGYB, RGYB, RGYB

TEACHING
UNSUCCESSFUL

NON-VERBAL IDENTIFICATION.
Touch with verbal cue only

Set 1 RG, RG, BY, BY

Set II GB, GB, RY, RY

Set III GY, GY, R6, RB

Set IV RGY, RYB, RBG, GBY

Set V RGY, RYB, RBG, GBY

Set VI RGY, RYB, RBG, GBY

Set VII RGYB, RGYB, RGYB, RGYB

III. LABELING

Teacher cue: "What color is this?"

Student response: Red, green,
yellow or blue
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EVALUATION SWIT

AREA: COLOR SIGHT WORDS
RED, GREEN, YELLOW, BLUE

STUDENT

288

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. Reads the sight words "green,"
"bluer, "red", "yellow" - with
visual cue of colored paper above
sight word.

I. Reads the sight words "green",
"blue", "red", "yellow"

I. Reads the sight words "green",
"blue", "red", "yellow" - and
points to the appropriate
colored paper.
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EVALUATI0,4 SHEET STUDENT

289

AREA: SHAPE DISCRIMINATION TRIANGLE (Li ), CIRCLE (0 ), SQUARE (Q)
* The shaded shape is the stimulus presented by the teacher and the correct

response by the student.

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. MATCHING 3-D I MENS I ONAL

Touch with vi sual and verbal cue

Set 1 *4,, OA, 0, 01, 13,A
-)et I I Ao, 0O 0

I. NON-VERBAL IDENTIFICATION
3-D I MENS I ONAL

Touch with verbal cue only

Set I OA, 0A, 0, Oa, CI,A
Modifications

A. 0,

B. 0 , A

C. A,OA
Set II SAO, 0 , Oli

I. LABELING 3-D I MENS I ONAL

Teacher cue: "What shape i s this ?"

Student response: Square, circle
or triangle

V. LABELING 2-D IMENS I ONAL

Teacher cue: "What shape is this ?"

Student response: Square, circle
or triangle
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EVALUATION SHEET

AREA: BIG/LITTLE IDENTIFICATION OF SIZE RELATIONSHIPS

STUDENT

290

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. NON-VERBAL IDENTIFICATION
3-DIMENSIONAL
Touch with verbal cue only
Cue: "Touch big" or

"Touch little"

Big Ball - Little Ball
Big Plate - Little Plate
Big Candy Bar - Little Candy Bar

II. NON-VERBAL IDENTIFICATION
2-DIMENSIONAL
Touch with verbal cue only
Cue: "Touch big" or

"Touch little"

Big Diamond - Little Diamond
Big Octagon - Little Octagon
Big Abstract - Little Abstract

I. LABELING
3-DIMENSIONAL
Cue: "Is this big or little?"

Big and Little Ball
Big and Little Plate
Big and Little Candy Bar

.

V. LABELING
2-DIMENSIONAL
Cue: "Is this big or little?"

Big and Little Diamond
Big and Little Octagon
Big and Little Abstract
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EVALUATION SHEET STUDENT

AREA: RECEPTIVE LANGUAGE
OBJECT DISCRIMINATION
Three objects are placed in front of the student; the teacher cue is:
"Touch ....1.11all) ."

TASK
TRAINING IN
PROGRESS

---

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Set I doll

book
truck

Set II spoon
cup
napkin

Set III crayon
pencil
paper

Set IV puzzle
bean bag
block

Set V toothbrush
soap

paper towel

Set VI box
scissors
chalk
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EVALUATION SHEET

AREA: RECEPTIVE LANGUAGE
PICTURE DISCRIMINATION
Three pictures are placed in front of the student; the teacher cue is:
"Touch (ball) ."

STUDENT

292

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Set VII doll

book
truck

Set VIII spoon
cup
napkin

Set IX crayon
pencil
paper------

Set X scissors
toothbrush
safety pin -----

Set Xl tree
car
kite

Set XII bathtub
telephone
flag

Set XIII barn
bed

fence
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EVALUATION SHEET

AREA: LANGUAGE AND SPEECJ DEVELOPMENT

I. TASKS COMPLETED IN LANGUAGE PROGRAM

STUDENT

293

II. SOUNDS, WORDS, OR PHRASES COMMONLY USED IN SCHOOL

.110116.1.011111100,111......

III. 1IJCHER COMMENTS AND SUGGESTIONS
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EVALUATION SHEET STUDENT

294

AREA: NUMERALS 1,2,3,4,5
The numerals are placed in serial order on a piece of tagboard. Numerals

are on flashcards for the visual cue of the matching phase.

TASK

TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. MATCHING
Touch with visual and verbal cue

Set 1 1,2

Set II 1,2,3

Set III 1,2,3,4

Set IV 1,2,3,4,5

I. NON-VERBAL IDENTIFICATION
Touch with verbal cue only

Set 1 1,2

Set II 1,2,3

Set III 1,2,3,4

Set IV 1,2,3,4,5

I. LABELING 1,2,3,4,5

Cue: "What number is this?"
Presented in serial order

V. LABELING 1,2,3,4,5

Cue: "What number is this?"
Presented out of order

V. LABELING 1,2,3,4,5

Cue: "What number is this?"
Presented out of order on
flashcards
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EVALUATION SHEET STUDENT
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AREA: ROTE COUNTING
Verbal cue given by teacher, and student verbally counts through specified
number.

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. Count through one

II. Count through two

I. Count through three

V. Count through four

V. Count through five

I. Count through 1
Count through 2
Count through 3
Count through 4
Count through 5

given
in any
order

, -

.
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EVALUAT ION SHEET STUDENT

296

AREA: MATH ONE/MANY
Student touches one object or many objects upon verbal cue: "Touch One"
or "Touch Many"

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. NON-VERBAL IDENTIFICATION
3-DIMENSIONAL
Touch with verbal cue only

One Pencil - Many Pencils

One Gum - Many Gums

One Flag - Many Flags

I. NON-VERBAL IDENTIFICATION
2-DIMENSIONAL
Touch with verbal cue only

One House - Many Houses

One Tree - Many Trees

One Circle - Many Circles

I. LABELING 3-DIMENSIONAL
Cue: "How many ?Ii

One Pencil - Many Pencils

One Gum - Many Gums

One Flag - Many Flags

V. LABELING 2-DIMENSIONAL
Cue: "How many ?"

One House - Many Houses

One Tree - Many Trees

One Circle - Many Circles
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EVALUATION SHEET

AREA: READING SIGHT WORDS

STUDENT

297

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. LABELS OBJECTS

ball, milk, book

I. LABELS PICTURES

ball, milk, book

I. Reads sight words -

"ball", "milk", "book" with
visual cue of picture above
sight word.

V. Reads sight words -
"ball ", "milk", "book".

V. Reads sight words -
"ball ", "milk", "book" and
points to appropriate
picture.

I. Labels Pictures

fish, bird, house

I. Reads sight words -
"fish ", "bird", "house" with
visual cue of picture above
sight word.

I. Reads sight words -
"fish ", "bird", "house".

V. Reads sight words -
"fish ", "bird", "house" and
points to appropriate
picture.
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EVALUATION SHEET

AREA: ALPHABET
CAPITAL LETTERS WERE USED

298

STUDENT

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. MATCHING
Touch with visual and verbal cue

Set I A,B,C

Set II D,E,F

Set III G,H,I

Set IV J,K,L

Set V M,N,O

Set VI P,Q,R

Set VII S,T,U

Set VIII V,W,X

Set IX Y,Z

I. NON-VERBAL IDENTIFICATION
Touch with verbal cue only

Set I A,B,C

Set II D,E,F

Set III G,H,I

Set IV J,K,L

Set V M,N,0

Set VI P,Q,R

Set VII S,T,U

Se,. VIII V,W,X

Set IX Y,Z
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EVALUATION SHEET

AREA: ALPHABET

STUDENT

299,

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

II. LABELING
Cue: "What letter is this?"

Set I A,B,C

Set II D,E,F

Set III G,H,I

Set IV J,K,L

Set V M,N,O
4'

.

Set VI P,Q,R

Set VII S,T,U

Set VIII V,W,X

Set IX Y,Z
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EVALUATION SHEET

AREA: PREPOSITIONS IN, ON, UNDER

STUDENT

300

TASK
TRAINING IN
PROGRESS

ObNIF.O.1111011INIIIIMMII.1~,

ii6K

COMPLETED

IMO

TEACHING
UNSUCCESSFUL

I. Puts, block in appropriate posi-
tion' in relation to a box when
given verbal cue:
"Put block (inl box".

(on)

(under)

I. Labels appropriately where the
block is in relation to the box.
Cue:

"Where is the block?"
Response:
"In"
"On"
"Under"
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EVALUATION SHEET

AREA: ANIMALS

IDENTIFICATION OF PICTURES OF ANIMALS

STUDENT

301

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. NON-VERBAL IDENTIFICATION
Touch with verbal cue only

Set I pig, duck, sheep, chicken

Sat II cow, dog, horse, kitty

Set III giraffe, elephant,
tiger, monkey

S.

Set IV lion, turtle, zebra, bear

I. Labeling
Cue: "What is this?"

Set I pig, duck, sheep, chicken

Set II cow, dog, horse, kitty

Set III giraffe, elephant,
tiger, monkey

Set IV lion, turtle, zebra, bear
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EVALUATION SHEET STUDENT

302

AREA: DAYS OF WEEK
Recognition of written word for days
Sunday, Monday, Tuesday, Wednesday, Thursday, Friday, Saturday

TASK
TRAINING IN
PROGRESS

TASK TEACHING
COMPLETED UNSUCCESSFUL

1. MATCHING
Touch. with visual and verbal cue

Days were presented in pairs.
Each day of the week was presented
with each of the other six days.

r-
A. MONDAY

B. TUESDAY

C. WEDNESDAY

D. THURSDAY

E. FRIDAY

F. SATURDAY

G. SUNDAY

II. NON-VERBAL IDENTIFICATION
Touch with verbal cue only

Days were presented in the same
fashion, in pairs.

A. MONDAY

B. TUESDAY

C. WEDNESDAY

D. THURSDAY

E. FRIDAY

F. SATURDAY

G. SUNDAY
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EVALUATION SHEET STUDENT

303

AREA: HANDWRITING PRINTING
A piece of primary writing paper with a printed ',timulus on it Is given

to the student. The student is to copy the stimulus. if the student

fails, the teacher models the writing procedure and If needed, the teacher

primes the student through the writing.

TASK

ayammIlrerMMIN.=tmw.momnftwo,

TRAINING IN TASK

PROGRESS COMPLETED

I. PRINTING COMPONENTS IN ISOLATION

tO

0
U
n

TEACHINO
UNSUCCESSFUL._

II. LETTERS PRINTED

III. WORDS PRINTED
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EVALUATION SHEET STUDENT

304

AREA: ZIPPING

For the teaching of zipping, a zipping frame (12" square) was used. Then
transfer was made to their own coat.

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

1. Upon teacher demonstration of the
task and verbal cue: "Do this";
the student holds left side of
cloth with left hand.

1. Upon teacher demonstration of the
task and verbal cue: "Do this";
the student holds left side of
cloth with left hand and holds
zipper lock with right hand.

1. Upon teacher demonstration of the
task and vcrbal cue: "Do this";
the student has hands placed as
above and attaches zipper lock to
zipper track.

V. Upon teacher demonstration of the
task and verbal cue: "Do this,
zip", the student attaches zipper
lock to zipper track and zips up
the entire zipper.

V. Upon teacher cue: "Zip" the
student attaches zipper lock to
zipper track and zips up the
entire zipper.

** The student zips his own coat
with no help.
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EVALUATION SHEET STUDENT

REINFORCEMENT

SOCIAL BEHAVIOR

ATTENDING SKILLS

SELF-HELP SKILLS

EATING

TOILETING

BRUSHING TEETH

PUTTING COAT ON
ZIPPING

TYING KNOTS

TYING BOWS

PAPER WORK
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EVALUATION SHEET STUDENT

OPENING EXERCISES

GOOD MORNING
---

NAME RECOGNITION

MONTHS, DAYS, CALENDARS

WEATHER

MOTOR SKILLS

GROSS MOTOR

FINE MOTOR

PASTING

CUTTING

COLORING

PAINTING

EYE MOVEMENT

LEFT TO RIGHT ORIENTATION
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EVALUATION SHEET

GENERAL COMMENTS

307

STUDENT
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CLASSROOM
1972-1973 SCHOOL EVALUATION

JUNE 1973

STUDENT

TEACHER

AIDE
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EVALUATION

AREA: CHART STORY

STUDENT

309

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I.

A.

B.

Ball
The red ball.
The ball is red.
Jump, jump, jump.

Sight words in isolation
ball

red

jump

Able to read complete chart
stor all at once.

I.

A,

B.

Balloon
The green balloon.
The balloon is green.
Jump, jump, jump.

Sight words in isolation
balloon
green
jump

Able to read complete chart
story all at once.

I.

A.

B.

Fish
The orange fisil.

The fish is orange.
Swim, swim, swim.

Sight words in isolation
fish

orange
swim

Able to read complete chart
story al! at once.

IV.

A.

B.

Ball and Balloon
The ball is green.
The balloon is red.
Jump ball. Jump balloon.

Sight words in isolation
ball
balloon
red

green
jump

Able to read complete chart
stor all at once.
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EVALUATION SHEET

AREA: CHART STORY (Con't.)

STUDENT

310

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

V.

A.

B.

Jump
:Jump red ball.

Jump yellow balloon.
Ball and balloon.

Sight words in isolation
jump

red

ball

yellow
balloon
and

Able to read complete chart
story all at once.

'I.

A.

B.

Fish and Ball

.

The fish is orange.
The ball is red.
Swim fish. Jump ball.

Sight words in isolation
the
red

orange
swim
jump
is

and
fish

ball

Able to read complete chart
story all at once.

I.

A.

B.

Red Apple

The apple is red.
7' apple is big.
Ine apple is red and big.

Sight words in isolation
red

apple
is

big

and

Able to read complete chart
story all at once.
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EVALUATION SHEET STUDENT

AREA: CHART STORY (Cong.)

TASK
TRAINING IN
PROGRESS

VIII. House
See h little house.
Red and black house.
See, see, see.

A. Sight words in isolation
see
the

little
house
red
and
black

B. Able to read complete chart
story all at once.

IX. Bird
The big bird is yellow.
The little bird is blue.
See big. See little.

A. Sight words in isolation
the
big
bird
is

yellow
little
blue
see

B. Able to read complete chart
story all at once.

TASK TEACHING

COMPLETED UNSUCCESSFUL
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EVALUATION SHEET STUDENT

AREA: SHAPES - circle, square, triangle

TASK

Touch with visual and verbal cues

A. Two Shapes

TRAINING IN TASK TEACHING
PROGRESS COMPLETED UNSUCCESSFUL

Set I circle, triangle
(First circle placed on
the left and then on
the right)

Set II circle, triangle
Set III triangle, square
Set IV square, circle

D. Three Shapes
circle
square
triangle

Touch with verbal cue only

A. Set I circle, triangle
(First circle placed on
the lert and then en
the right)

Set II circle, triangle
Set III triangle, square
Set IV square, circle

B. Three Shapes
circle
square
triangle

Label shapes
circle
square

triangle
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EVALUATION SHEET STUDENT

313

AREA: BIG/LITTLE

Similar three-dimensional objects are placed in front of the student and
he is asked to touch big or little to the cue: "Touch

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Touch with verbal cue only

A. Big can
Little can

B. Big cup
Little cup

C. Big plate
Little plate

A
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AREA: CONCEPTS
Phase I

Phase II

Phase III

Phase IV

STUDENT
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Similar objects are placed in front of the student and he is
asked to touch big or little, long or short, straight or curved.
The objects are mixed and the student is asked to touch big or
little, etc.

The student is asked to label similar objects as being big or
little, etc.

The student labels different objects as being big or little, etc.

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. Big/Little

A. Phase I - Touches similar objects
B. Phase II - Touches different

objects
C. Phase III - Labels similar

objects
D. Phase IV - Labels different

objects

II. Long/Short

A. Phase I - Touches similar objects
B. Phase II - Touches different

objects
C. Phase III - Labels similar

objects
D. Phase IV - Labels different

objects

I. Straight/Curved

A. Phase I - Touches similar objects
B. Phase II - Touches different

objects
C. Phase III - Labels similar

objects
D. Phase IV - Labels different

objects
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AREA: IN, ON, UNDER
A small box is placed in front of the student on a table. He is then asked
to position a small block with respect to the box to the cue: "Put the
block the box." When this Phase is completed the teacher positions
the block and the student labels where the block is

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. Positioning the block

A. Put the block on the box.

B. Put the block under the box.

C. Put the block in the box.

I. Labeling position of block

A. On

B. Under

C. in

AREA: TOP, BOTTOM, SIDE
A small box is placed in front of the student on a table. He is then asked
to touch or label the top. bottom, or side.

TASK

I. Touching with verbal cue only

A. Top

B. Bottom

C. Side

II. Labeling where the teacher is
touching the box

A. Top

B. Bottom

C. Side

TRAINING IN TASK
PROGRESS COMPLETED

TEACHING
UNSUCCESSFUL
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AREA: SPATIAL POSITIONS
With a person or object in front of him the student positions himself with
respect to the verbal cue: "stand in front of ". "stand next to

" or "stand behind 11

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. With respect to a person

A. in front of
B. next to
C. behind

lo With respect to a chair

A. in front of
B. next to
C. behind

1. With respect to a bookcase

A. in front of
B. next to
C. behind

V. With respect to a desk

A. in front of
B. next to
C. behind

V. With respect to an easel

A. in front of
t. next to
C. behind
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AREA: SPEECH
Imitation of sounds on command.
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STUDENT

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

.

I. One Component

A. ba
B. ma
C. pa

I. Two Components

A. ba-ba
B. ma-ma
C. pa-pa

I. Three Components

A. ba-ba-ba
B. ma-ma-ma
C. pa-pa-pa

AREA: SPEECH YES-NO

The student is presented with four pictures and is asked a positive and
negative question about each to which he responds "Yes" or "No".

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Set I bus
hat

chair
elephant

Set II sink
table
dress
car

a
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AREA: VOCABULARY DEVELOPMENT
Two sets of five words were chosen from the environment $f two students
that they did not know. While Set A was being taught to one student,
Set B was taught to the other student at the same time. When they learned
these, the sets were switched.

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Set A apron
glove
rake

orange
butterfly

Set B ruler
pan
lock

iron

potato
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Phase I

Phase II
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STUDENT

ENRICHMENT

- Five pictures (that the student can label) are placed in front
of the student. He is asked to touch the picture that answers
certain questions (i.e., "What do you hang your coat on?").

- The student is shown one picture at a time and asked for example;
"What do you do with a hanger?"

After each response in Phase I and II the teacher discusses the picture with
the student.

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Set A sink
comb
swing
dress
purse

Phase I

Phase II

Set B refrigerator
table
car
clothespin
mop

Phase I

Phase II

Set C hat

flower
horn
eggs
pumpkin

Phase I

Phase 11

Set D bathtub
chair
bus

hanger
elephant

Phase I

Phase II
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TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL............

A. Touching lower case letters
with.visual and verbal cues

Set I a, b, c, d
Set II e, f, g, h
Set III 1, Jo k, I

Set IV m, n, o, p
Set V q, r, s, t
Set VI u, v, w, x
Set VII y, z

B. Touching lower case letters
with verbal cue only

Set I a, b
Set II c, d
Set III a, b, c
Set IV a, b, c, d
Set V e, f, g, h
Set VI i, j, k, I

Set VII m, n, o, p
Set VIII q, r, s, t
Set IX u, v, w, x
Set X y, z

C. Labeling lower case letters

Set I a, b, c, d
Set II e, fo g, h
Set III 1, j, k, I

Set IV m, n, o, p
Set V q, r, s, t
Set VI u, v, w, x
Set VII y, z

D. Labeling all the lower case
letters at once
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TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

E. Touching upper case letters
with the visual cue of a lower
case letter

Set I a, b, c, d
A, B, C, D

Set II e, f, g, h
E, F, G, H

Set III 1, J, k, 1

I, J, K, L
Set IV m, n, o, p

M, N, 0, P
Set V q, r, s, t

Q, R, S, T
Set VI u, v, w, x

U, V, W, X
Set VII y, z

Y, Z

F. Touching upper case letters
with verbal cue only

Set I A, B, C, D
Set II E, F, G, H
Set III I, J, K, L
Set IV M, N, 0, P
Set V Q, R, S, T
Set VI U, V, W, X
Set VII Y, 2

G. Labeling upper case letters

Set I A, B, C, D
Set II E, F, G, H
Set III I, J, K, L
Set IV M, N, 0, P
Set V Q, R, S, T
Set VI U, V, W, X
Set VII Y, 2

H. Labeling upper case letters
all at once

.

1. Reciting the alphabet by
memory
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AREA: ONE AND MANY
Phase I A. Similar objects are placed in front of the student and he is

asked to touch one or many.
B. The objects are mixed and the student is asked to touch one

or many.
C. Similar objects are placed in front of the student and he is

asked to label whether they are one or many.
D. The objects are mixed and the student is asked to label whether

they are one or many.

Phase II Eight blocks are placed in front of the student and the teacher
cues the student: "Give me one block" and then "Give me many
blocks."

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Phase I A.

B.

C.

D.

Touches similar objects

Touches mixed objects

Labels similar objects

Labels mixed objects

Phase II A.

B.

One block

Many blocks

.

1
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TASK
TRAINING IN
PROGRESS

TASK
COMPL ED

TEACHING
UNS C E SFU

Phase I Touching with visual and
verbal cues
Set I 1 2

Set II 1 2 3

Set III 1 2 3 4
Set IV 1 2 3 4 5

Phase II Touching with verbal cue
only
Set I 1 2

Set II 1 2 3
Set III 1 2 3 4
Set IV 12.345

_

Phase III Labeling the numbers 1
ihrou.h 5

Phase IV Counting to the cues:
A. Count through 1.
B. Count through 2.
C. Count through 3.
D. Count through 4.
E. Count through 5.
F. Count through 6.
G. Count through 7.
H. Count through 8.
1. .Count through 9.
J. Count throuh 10.

Phase V Counting objects
A. 1 object
B. 2 objects
C. 3 objects
D. 4 objects
F ob ects

_

Phase VI Counting objects and
labeling how many there
are

A. 1 object
B. 2 objects
C. 3 objects
D. 4 objects
E. 5 objects
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STUDENT

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

I. Writing components in isolation

I

.

--

............ ..

......-

.°'

.%%...

0
U
n

1
I. Putting components together to

pritv. first name

..

I. Putting components togethir to
print first and last name
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TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Phase I Touch wits verbal cue

Set I apple
orange

Set II apple
orange
pear

Set III apple
orange
pear
banana

Set IV pineapple
grapes
lemon
peach

Phase II Labeling

Set I

Set I I

apple
orange
pear
banana
pineapple
grapes
lemon

peach
$

AREA: VEGETABLES

TRAINING IN TASK
TASK PROGRESS COMPLETED

Phase I Touch with verbal cue

Set I on
tomatoe
carrot
potatoe

TEACHING
UNSUCCESSFUL

Phase II Labeling

Set I on

.omatoe

carrot
potatoe
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AREA: ANIMALS

TASK
TRAINING IN
PROGRESS

Phase I Touch with verbal cue

Set I horse
duck

Set II horse
duck
pig

Set III horse
duck
pig
sheep

Set IV horse
duck

Pig
sheep
goat

Set V horse
duck

Pig
sheep
goat
cow

TASK TEACHING
COMPLETED UNSUCCESSFUL

Phase II Labeling

Set I horse
duck

Pig
sheep
goat

cow
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AREA: LEFT AND RIGHT HAND
The student is asked to put hts right or his left hand on the table. When
these are taught individually, they will be alternated in one trial.

TASK
TRAINING IN
PROGRESS

TASK.
COMPLETED

TEACHING
UNSUCCESSFUL

Set I Put right hand on table

Set II Put left hand on table

Set III Put left (or right) hand
on table
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SELF HELP SKILLS:

EATING SKILLS:
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OTHER ACTIVITIES EMPHASIZED IN THE CLASSROOM

- Putting on and taking off own outer garments
-buttoning
-zipping
-tying

- Hanging up coats
- Time concepts

- clock

-calendar
-weekdays
-months

-daily activities
- Science concepts

- daily weather

- care and feeding of fish.

- planting and taking care of plants
- Instruction on toilet procedures
- Guidance on eating skills
- Awareness of taking turns
- Music, gym, and art activities
- Telling and reading of stories
- Gross and fine motor development
- Animal sounds
- Tasting fruits
- Practice in cutting with scissors
- Left to r'ght orientation

- Putting sequence pictures in order
- Auditory discrimination tasks (i.e. differentiate between the ringing of a bell

and beating of a drum)
- Coloring within the lines

- Discriminating between boys and girls
- One-to-one correspondence activities

-just right
-not enough
-too many

- Recognition of classmates and their printed names
- Paperwork

-Drawing lines between similar objects
0 0

-Marking objects "just the same" with en X

0 1
-Marking the object that is big or little

El C3 or 4®
-Putting an X or a circle on the appropriate word named by the teacher

6; rd rXd orange.
- Drawing a line from the word to the picture of the word

_fish c>40

-One to one correspondence C)
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TASK

Local Directions
Raise hands
Clap hands
Shake head
Stamp feet
Stand up

Distant Directions
Go to the door
Go to the wastebasket
Go to the sink
Go to the blackboard
Go to the boxes

TRAINING IN TASK
PROGRESS COMPLETED

I

TEACHING
UNSUCCESSFUL

4

Two-Component Directions

Set I

Clap hands then stand up
Stamp feet then shake head
Stand up then raise hands
Shake head then clap hands
Raise hands then stamp feet

Set II

Clap hands then raise hands
Raise hands then shake head
Stamp feet then clap hands
Stand up then stamp feet
Shake head then stand up
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AREA: COLORS - red, yellow, blue, green
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TASK

Touch with visual and verbal cues

A. Two Colors

Set I

blue, yellow (blue presented on
the left and then on the right)

Set II
blue, yellow

Set III
green, yellow

Set IV
red. green

Set V
yellow, red

Set VI

red, blue

TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

B. Three Colors

Set I

red

green
yellow

Set II
red

blue
green

Set III
red

yellow
blue

Set IV
green
blue
yellow

.

C. Four Colors

green
blue
yellow
red
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AREA: COLORS (Con't.)
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334

TASK
TRAINING IN
PROGRESS

-----/----r
TASK

COMPLETED
TEACHING

UNSUCCESSFUL

Touch with verbal cue only

A. Two Colors

Set I

blue, yellow .(blue presented on
the left then on the right)

Set II

blue, yellow
Set III
green, yellow

Set IV
red, green

Set V
green, blue

Set VI

yellow, red
Set VII

red, blue

B. Three Colors

Set I

red

green
yellow

Set II
red

blue
green

Set III
red

yellow
blue

Set IV
green
blue
yellow

C. Four Colors

green
blue
yellow
red
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AREA: COLORS - red, -folow, blue, green, brown, black, white, orange, purple,
pint, vet

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Set I - ,red, blue, green, yellow

A. Touch with visual and verbal cues

B. Touch with verbal cue only

C. Label

D. Read sight word with picture

E. Read sight word alone

Set II - :lick, orange, brown, white

A. ;ouch with visual and verbal cues

B. Touch with verbal cue only

C. Label

D. Read sight word with picture

E. Read sight word alone

Set III - purple, pink, grey

A. Touch with visual and verbal cue

B. Touch with verbal cue only

C. 'Label
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AREA: COLORS AND COLOR SIGHT WORDS
The student is asked to match the sight words
green, blue, yellow, black, brow', white, and
colored pieces of paper to the c.se: "Put the

STUDENT

previously learned (red,
orange) with the respective
word next to the same color".

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Set I

red

blue
green
yellow

Set Ii

black
brown
white
orange

Set III
red

blue
green
yellow
black
brown
white
orange



www.manaraa.com

EVALUATION SHEET STUDENT

"AEA: OBJECT DISCRIMINATION

The objects are placed in front of the student and the teacher says:
"Touch It

TASK'
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

A. doll, book, truck
Set I doll

book
truck

B. spoon, cup, napkin
Set I spoon

cup
Set II cup

napkin
Set III spoon

cup
oa.kin

C. crayon,
Set 1

Set II

Set ill

Set IV

pencil, paper
crayon
pencil
pencil

paper
crayon
parg.r

crayon
pencil
pa er

D. papertowel, soap, toothbrush
Set I papertowel

soap
Set Ii soap

toothbrush
Set III papertowel

toothbrush
Set IV papertowel

soap

toothbrush

E. box, scissors, chalk
Set I box

scissors
Set II scissors

chalk
Set III box

chalk
Set IV box

scissors
chalk

F. puzzle,
Set I

beanbag, block
puzzle
beanbag
block
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STUDENT

AREA: OBJECT LABELING
An object is held in front of the student and tie teacher asks: "What is
this?"

TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
UNSUCCESSFUL

Set I

doll

book
truck

Set II
spoon
cup
napkin

Set III
crayon
pencil

paper

Set IV
puzzle
beanbag
block

Set V
papertowel
soap

toothbrush

set.vi
box
scissors
chalk



www.manaraa.com

EVALUATION SHEET

AREA: NOUN SIGHT WORDS

STUDENT
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TASK
TRAINING IN
PROGRESS

TASK
COMPLETED

TEACHING
SUCCE FU

Set I ball

fish
balloon

A. Identification of pictures
(Labeling;

B. Read sight words with
picture cues

C. Read sight words alone

Set II apple
house
bird

A. Identification of pictures
(Labeling)

B. Read sight words with
picture cues

C. Read sight words alone

AREA: ADJECTIVE SIGHT WORDS

TASK

-

TRAINING IN
PROGRESS

--------------
TASK

COMPLETED
TEACHING

UNSUCCESSFUL..

Set I big
little

A. Identification of pictures
(Labeling)

IL Read sight words with
picture cues

C. Read sight words alone
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