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Overview

This report Is an attempt to communicate to the readers and others con=
cerred with providing educational services to young severely handicapped
students the activities conducted in two classrooms during the 1972-73 aca-
demic year at Badger Scheol.

Prior to the formal presentation of the classroom programs perhaps it
would be appropriate to 2lucidate several basic structural censiderations,
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, 1272) 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 untestable"
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 ciassrooms were staffed In a manner that is somewhat dif=
ferent than most public schoo! classrooms In that the Madison Public School
System is intimately and cooperatively involved in programs concerned with
training teachers of severely handicapped students at the University of Wig~
conzin. Nancy Scheuerman and Stephanie Cartwright were the two teachers
responsible for the programs and activities of the two classrooms, Barbara
Blassick and Larry bouglass were the two full-time aides assigned to the

classrooms. Robert York, a graduate student at the University of Wisconsin,
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functloned in the classrooms as a teacher-aide, technical-advisor and general
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'! stude&ts worked during the after-
noon sessions from August through December, 1972, and the other two worked
during the afternoon sessicns 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 conslidered instructional
personne! in that all had direct teaching responsibilities.

Third, the classrooms were conducted from a highly structured appiled be-
havioral analysis orientation. That is, the teachers decided What to teach the
students and the What was then converted into measurable behovioral objectives.
The teachers then decided How to teach the students. The How was then con=-
verted to specific behaviors on the part of the teachers (instructional tech-
nology). The teacher then decidnd what instructional materials were required
by the Instructional projrams;. In almost all situations ~aterials were created
or adapted for use by the instructional staff. Finally, the teachers decided
that direct measures of the effectivencss of their programs would be obtained,
Thus, efforts were msde 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. iIncluded in Appendix B are the class

schedules as they existed in August, 1972, and as they existed in May of 1973,



The two schedules are presented to communlcate to the reader that as bee
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 systems. The writers would like to emphasize in as intense a manner as
possible that the programs reported here be vonsidered 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, 1972, 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
-0 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: -i¢picted in Appendix C.
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The final struct iral (onsideration relates to the organizatior of the
report. If o prograa was implemented in both rooms, one description will be
provided., However, in aeneral, the students in {lassroom B completed more
programs than those in Classroom A, in addition, the students in Classroom
B progressed through nore tori:onents of a particular progr.yv,  Thus, as a
communication aid, a t: .« analysis of a particular program will be presented

and the progress of each cluss will be reported selectively,

Some hopes and some rationalizatfons
The schoul year ended at Badger on June 5, 1973. The major portion of

the material in this book was prepared (including the qraphs) during the final




two weeks of May and the month of June 1973. Functioning under stuch time

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

cluded in as precise and lucid a fashlion as Is warranted. Thus, it was necessary

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

consideration, We have attensted 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 ldeas that might be of t;terest.
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 How 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 ouvr responsibilities

must be confronted.
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Third, tie 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 fyture 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 wfth 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 ﬁubject and sybjects as their own controls designs, for
better or worse, weré minimaily acknowledged. For example, reversal designs
were not used; simultaneous inter-observer rellability measnres wera not obe-
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.q., quantity of reinforcement, number of
modeling cues) on a dependent variable,

Thus, those interested in oeneralizing the information contained in this
book to other studerts in ot.er settings should be extremely cautious,

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 tu do it,

< OW!m®
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Direction Following Program

Someone recording a teacher's verbalizations during the course of a schobl
day would no doubt be exposed to some form of the following teacher behaviors:
“"Johany, get your coat, "Susie, go t- your desk" or ''Jim, get & pencil and some
paper".. In almost all classrooms a teacher spends much of her time verbally
directing students to perform some task. Certainly mauy children arrive at
school having acquired the skills necessary to follow verbal directions. How-
ever, when dealing with severely handicapped students & teacher cannot assume
that such students have the direction following skills required for & 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 al (1971), there are several options she may
choose to exercise. She may perform the tasks implicit {n 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 movemeats. It is
obvious that these three ontions require a considerable amount of time and
energy, and still might not result in the students acquiring the necessary direc-
tion following skills. 1In our view, to establish an efficiently operating class-
room it is mandatory that students are tcought to follow verbal directions.

The major purpose of this 1n§§ructional program was to teach basic direc-
tion following skills to young s;verely handicapped students. There are three
phases to the instructional program. Phase I was concernad 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 severai aucillary objectives were established:




(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
wemory 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 reduired the Sfudents to get to specific locations in the room. Locations
most frequently referred tc during 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 per formed
successfully in Phase 1I.

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 settinpgs such controls could be ultimately transferred
to less structured ani/or mo-2 natural environmental settings,

BEST COPY AVAILABLE

Students, Teaching Arrangaments 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 performau:e bepan to vary greatly, the program was individualized.

Teaching Arrangement, Teaching 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 (Is) to 6 Ss in the initial phases of the pro-

gram, As some Ss completed the program, this arrangement was altered to one I to




4 8s and the remaining Ss were involved in more complex instructional activities.

Materials., Materials were not needed for Phase 1 and Phase 1II, as the
directions involved the movement of body parts. Phase Il 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 t¢ each verbal

direction in each Phase of the program.

Task Analysis

Phase I - Teaching students tc respond to one-component local verbal directions.

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

In response to & verbal direction by T, Ss will perform the appropriate body
movements to execute the command.

The following set of directions were presented, and appropriate respouase:

required in Phase I,

 Set I
Teacher Cue Student Response

Cy: "Raise hands" - R;: Raises hands above head, not
touching head.

Cy: "Clap hands" Ry: Brings palms together producing

: "clap" sound.
C3: "“Stand up" Ry: Brings body to vertical position
. with feet on floor,

Cy: "'Stamp feet" Ry: Brings bottoms of feet in con-
tact with floor and taps them
on floor.

CS: *Shake head" Rsz Moves head from side to side,
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Phase II - Teaching students to respond to a one-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 ig 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 A
Set 1l1A
Teacher Cue Student Response
C;: "Go to door" Ri.5;: 8 stands up and walks from
instructional area to appro-
C2: "Go to wastebasket" priate location and touches
or points to appropriate ob-
C3: "Go to sink" ject or area.
C4t "Go to coatroom"
Cs: "Go to boxes"
Class B
Set 11B
Teacher Cue Student Response
Cy1: "Go to door" Rj_¢: Cfame as described in Set 1lA.

Cs: "Go to wastebasket"
C3: "Go to sink"

C4: "Go to blackboard"
Cs: "Go to boxes"

Phase III - Teaching students to respond to a two-component local serial

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

In response to a verhal direction by I, 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 IIl

Teacher Cue Student Response

Ci: "Clap hands, then stand up" Ri: S brings palms together pro-
ducing '"clap" sound, then
brings body to vertical position
with feet on floor.

Cy: "Stamp feet, then shake head” Rt S brings feet in contact with
floor and taps feet on floor,
the moves head from side to
side,

Cy: "Stand up, then raise hands" R3¢t S brings body to vertical posi-
tion with feet on floor then
rajses hands above head, not
touching head.

C4: "Shake head, then clap hands" Ry: S moves head from side to side,
then trings palms together to
produc® “clap" sound,

Cg: '"Raise hands, then stamp feet" Rg: S raisus hands above head, not
touching head, then brings

bottomns of feet in contact with
floor and taps feet on floor.

Set IV

Teacher Cue Student Response

C;: "Clap hands, then raise hands" Ry: 8 brings palms together pro-
ducing ‘''clap" sound, then raises
hands above head, not touching -
head.

C,: '"Raise hands, then shake head" Rp: S raises hands above head, not
touching head, then moves head
from side to side,

C3: "Stand up, then stamp feet" Ry: § brings body to vertical posis
tion with feet on floor, then
taps bottoms of feet on floor.

C4: "Stamp feet, then clap hands" Ryt S brings bottoms of feet in con-
tact with floor and taps them on
floor, then brings palms together
producing '"clap" sound.

Cg: '"Shake head, then stand up" Rs: S moves head from side to side,
then brings body to vertical

Q. position with feet on floor.




Teaching Procedures

11
BEST COPY AVAILABLE

Phase 1 - Teaching students to respond to one-component local directioms.

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

determine S8 initial ability to follow the verbal directions of concern,

Beseline procedures were as follows:

(1) I would face S) and present the first direction, "Sy, stand up",

(2)

Regardless of S)'s response T would say "Thank you". Then I would
record & "+" on the data sheet for a correct regponse (§1 stood up)
or a "-" for an incorrect response (shook head) or failure to respond,
T would then prz2sent a diffarent direction to Sa, etc.

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 takea on Set 1 of Phage I, T instituted the follow-

ing teaching procedure.

(1)

(2)

(3)

I would face one of the Ss and verbally give S1 the first direction,
"S1, stand up’. If Sy stood up, T smiled, said "Good", "Fantastic",
provided a consequence (piece of cereal, or drink of water from &
squeeze tottle), recorded a correct response on the data sheet, and
presented a d:fferent direction to Sq, etc.

If S; responded to the direction incorrectly (i.e., jumped from chair)
or failed to respond to the direction, I said '"Do", repeated the
verbal cue, "stand up'" and demonstrated the correct response by
standing up. lhen T repeated the cue, "S, stand up". 1If S; imitated
T's demonstration ~nd stood up, T smiled, said "Good', recorded an '"M"
on the data sheet and presented a different direction to S92, etc.

If §; did not imitate T's demonstration, T said "No'", repeated the

verbal cue, "5}, stand up" and primed the response by physically
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guiding S to a standing position. When $y completed the response with
T's priming, I smiled, said "Good" and ied & "P" on the data
sheet and presented a different verbal direction to S5, On each sub-
sequent trisl, T decreased the amount of physical prompting of $;

-:unttl S; responded to the imitative cues provided by I. 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 lucal 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 direccion 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
auditorily confusred with the direction, 'Clap hands', Thus, "Raise arms'" was .
substituted for "Raise handl".unttl S met criterion (3 correct consecutive
trials). Then the original direction "Raise hands" was reinstated and § 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 II1 (A or B) using the following pfocedures:

In Phase 1I 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) I would face §; and say, "S;, go to door". If Sy 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 S2, etc,
(2) 1f S; failed te respond to the direction or incorrectly responded
(i.e., S; went to the sink), Ifsaid "No, watcl (3T)", repeated the

\& verbal direction "ST, go to door" and the ST mef‘ioled the correct

respouse by walking to the door and touching it.\\z then said "§1.

qés’ go to door". If S; 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 Sy, ete.

(3) 1f S; did not imitate the ST's demon:tration, I said '"No", repeated
the direction "Go to door" and ST primed the response by physically
guiding S; from his chair to the door. When §1 completed the re-
sponse with ST's priming, I smiled, said "Good", recorded a "P" on
the data sheet and presented a different direction to Sy, etc,
Physical prompting was reduced (faded) on successive trials until S5
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 counsecutive trials. The five dire.tions were presented
randomly with the restriction that no one dirertion was presented twic.:
in succession.

Phase 1II - Teaching studants to respond to two-componeut local serial directions,

Baseline procedures as described previously were used to determine.gs'
ability to respond to the verbal directions of Phage ITI. After three baseline
trials on Sets III and IV, T began teaching Set 11} using thg following pro-
cedures, .

(1) T would face 8 and say, S , clap hands, then stand up", If S




(2)

(3

(4)
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responded correctly by clapping hands, and then standing up, I smiled,
said "Fantastic, etc.", provided a consumable consequence, recorded a
correct rasponse and presented a different direction to Sy, etc.

If Sy 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 repeatojd the cuve "S;, clap hands, then stand up". 1If Sy 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 Sy, etc,

If Sy did not imitate T's demonstration, T said "No", repeated the
direction, "S;, clap hands, then stand up" and primed the correct re-
sponse by physically guiding 81's hands together to clapping position
then physically guiding Sy to a standing position. When §3 completed
the response with I's priming, I smiled, said "Good", recorded a "p"
on the data sheet and prasented a different direction to $9, etc, On
subsequent trials, T decreased the amount of physical prompting of §;
until S; responded as an imitation of I. 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 § to respond to the first componené 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,

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 tiials. Agam‘ Rote, .thys directions were
presented randomly with the restriction that no directinn was presented
twice in succession,

(5) After each S reached criterion on the five directions in Set I11, T
;einstated Phase IiI baseline procedures. Baseline data was obtained
for three trials on Set III and Set IV.

(6) T taught Set IV using the procadures described in 1, 2, 3, and 4 above
untii criterion was reached by each §.

(7) T again used baseline procedures and récorded 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 h;; performed correctly to each

of the individual components of the directions in Phase I, individual $s were
having difficulty in responding correctly to these same directions when presented
in a two-cumponent 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) I would say "S), stand up®, If 8] stood up, T smiled, said “Good",
then T would say "then raise hands”. If S1 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 S1 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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Duriug ., w..7 cotien prwedure, the same teaching procedures as des-

cribed origiug: ., ve ase 111 wvore used. That is,modeling, priming and

CONEGQUALING wi,i 4. ,q4 vere conducted in the same manner,

RESULTS

The eritotisn performance of all 12 S8 {s summarized in Table I. From
Table I it can “o 4.ecerned that five Ss performed at criterion on only Set I
and Set IIA or ‘.3, hree S¢ reached criterion performance on Sets I, IIA or IIB
and IIT; and fous S» resched criterion performance on Sets I, -IIA or IIB, 111
and IV,

The directisn following program was conducted using the largest teacher-
student ratio of 2y program reported in this volume, Thus, it seems appro-
priate that group performance be presented,

Figures 1A, 13 and 1C 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 possidle 90 one-component local verbal directions during the base-
line period (trials 1-3), Instruction was initiated at trial 4, and & total of
29 teaching triasls were required before the six Ss emitted 90 consecutive
correct responses,

After the six Ss reached criterion on tha directions of Set I, they were
baselined on Set IIA (one-component distant directions). Thus, it seems reason-
able to expect that although one-component distant directions would be more
difficult and the f8 would not do #s well on baseline measures as they had done
initially on ona-ccmponent 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 4fi of 90 one-component distant directions which is more than the
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total number recorded during the Set I baseline period. At trial 4 instruction
wvas initiated and a total of 27 teaching trials were required before S8 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 1V,

At the end of the school year, 71 teaching trials were completed on Set I1II
and the six Ss as & 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 S8 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
tvo teaching trials.

In an attempt to communicate an individual performance pattern, the per-
formance of S3 will be presented graphically. It can be discerned from Figure
2 A that $3 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 S3 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
vith little, if any, teaching (trials 4-6),

Figure 2 C represents the performance of S3 on Sets II1I and IV, Baseline
measures of Sets III and IV were taken after criterion had been reached on Set

I1. 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 S5 to reach criterion on Set III,
In a rebaseline period (trials 30-32) S3 made 14 of 15 correct responses to Set
11T and a remarkable 9 of 15 correct responses to the directions of Set IV. 1In
other words, the performance of S4 on Set IV’ improved dramatically, without
direct instruction,

Subsequently, only Q}teaching trials were required for S3 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 vertal directions
utilized in this program, while important, cannot be considered a tenable in-
structional objective. That is, although all twelve students were taught to
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 classf
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, 1In 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 asscssment of generalization seemingly quite remote.
Needless to say, more scceptable 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 rejnforced for this same-
behavior. One obvious instructional option would be to require different move-

ments in different sets of directions.
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DATA SHEET
SET I
BEST COPY AVAILABLE
Date:
Trial:
Q. '
. N !
2 u‘no-;}__ 0512’0
Q QL Q
T T T|F ﬁﬁ .J‘S; :I?gé
STUDENT NAME | v |« i VvITin
total no.
correct

This is a sample data sheet which was used for the verbal direction
[
following program. For Sets II, III and IV, this data shcot was adapted

across sets by changing teacher cues appropsiate for the set being taught,




Students

TABLE 1

3ets of Verbal Directions
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t1A or

i 118 AR v
Sy X X
55 X X
58 X X B
S12 X X _
Slh X X -
52 X X %-
S6 X X X
513 X | X X
S3 X X X X
Sh X X X “"fu_-_
Sj X X X X
Sll - X X X — X

X = performance criterion reached
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Location Concept Program

This progtam Is essentlally 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 cr 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 the nail in each of the
holes on the wood', '"Go to the closet and bring back 4 pencils and S 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 initlally 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 studenis were
initially requested to position themselves in relation tc 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 acquisition. Subsequently,

the students were requested to position themselves in rclation to various objects
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in the room. Third, the teacher was primarily conceracd 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
a8 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 varled. 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 Classroon 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 as well as the specific teaching procedures utilized,
At one part in the program 2 Ts wer. used: one T issued location directives
and the other T functioned as a reference point. In another part of the pro~
gram only one T was required. The 6 Ss were scated in a semi-circle facing
the reference person ur nbject. 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 puints were as follows:

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

always faced the object upon which thay were being tested.

Part A

Instructional Sequence

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 modifled
version of the initial program which was necessary for §s 10, 12, 13 and 4
will be presented in Part B,

The content of Part A consisted of Instructing an § to stand In front of,

next to, and behind a person and four different ob!ects in the room. The di-
rectives and objects were arranged into 5 sets of three directions each. These
sets are presented below:

Set | 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 11 A; Ss were instructed to stand in front of a chaii.
B) S5 were instructed to stand next to a chalr.
C) Ss were instructed to stand behind a chair.

Set Il A) Ss were Instructed to stand in front oi 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 casel.

Teaching Procedures for $s 9 and 1!

Baseline measures of Sers ! through V

Prior to instruction baseline measures of the ability of §9 and §“ to

perform the tasks required by Sets | through V were cbtained in the following

manner,
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One T stood directly in front of §9 and another I‘ who was sitting to the

side instructed §9 by saying, “§9 stand in front of (name of 12, the

reference person)''. Regardless of the response of §9 I, said "Thank you',
recorded the correctness or incorrectness of the response and provided a
different cue to $jy- This rotation of cues was continued until $s 9 and
}l were given 3 opportunities to respond to each of the 3 directions re-
quired by Sets | through V.
Subsequent to baseline measurement instruction was Initiated on Set |. The
-specific steps implemented by the T to teach the responses required by Set |
are as follows:
1) I, stood directly in front of Ss 9 and 11 and T, cat to the side and

gave the cue, “§9 stand (In front of) (name of T, standing)'. If

§9 positioned himself in front of 12, I, smiled, said "Good, etc."
issued a consumable consequence, recorded a correct response (+) on
the data sheet and presented a different cue (i.c., "§“ stand (next
111
to) I,") to 5, etc.
2) If §9 did not respond or did so incorrectly ll said '""No!'', repeated

the cue “§9 stand (in front of) I," and mcdeied the correct response

by standing in front of 12. If §9 correctly imitated I"s mode} Il
smiled, said '"Good, etc.'', did not provide a consumable consequence,
recorded '"'M' (model) on the data shcel and gave a different cue to
Q,‘ etc.

3) if Sq did respond or did so incorrectly T, said "No!", repeated the

verbal cue "§9 stand (in front of) 12“ and prirs i the response by

physically guiding §9 through the correct re<ponse, 1‘ then provided
only social consequences and recorded ''p prime on the data sheet.,
§‘, was then presented with a different cue, etc,

L) when ail priming and modeling cues were faded and $% 9 and 11 made 9

consecutive correct responses, instruction wa-. terminated,
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When an § reached criterion on Set | measures of their ablility to respond
to the cues of Sets I, 111, IV and V were again obtalned. If the Ss did not
perform at criterion on Sets !, Ili, IV, V they were given instructions on a
second set and then baseline measures were again obtained. This sequence was
followed until each § responded correctly to the three directions of each of
the five sets on three consecutive occasions. That Is, until an $ made 45

consecutive correct responses across the 5 sets of directions.

Results
Both Ss 9 and 1! ultimately performed at criterion (45 consecutive correct
responses across 5 sets of directions), and the performance pattern of each §
will be presented graphically in Figures ! and 2. However, two points should
be emphasized: A) It was necessary to teach §9 to respond appropriately only
to the directions of Sets I, t!, and IV before criterion responding on all §
sets was obtained; B) It was necessary only to teach §“ (using stight modifi-
cations In the teaching procedures described above) to respond appropriately to
the directions of Set | before criterion responding on all sets was obtalned. In
other words, it appeared that $s 9 and 11 acquired the skill of generalizing the
location cues In front of, next to and behind across different objects.
Table | below contains the number of correct responses made on Sets |
through V by §9 during four baseline periods.
TABLE 1

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

Trials 1-3 Trials 38-LO Trials 53-55 Trials 86-88
Ist Baseline 2nd Baseline 3rd_Baselline bth Baseline
Set | } N 9 - 9 > 9
' 5 Y 6 o 8 5 9
1 3 2 9 o 9 o 9
v 5 ° 3 o i o 9
v 4 -‘;f 3 .z 7 = 9
= 3 — : - g —
Total 18 2 30 K 34 @ Ls
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As can be discerned from Figure | and Table 1, §9 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 §9 responded correctly to
each of the 3 directions in Set | on 3 consecutive occasions (trials 4=37).

During the second baseline perifod (trials 38-40) §9 made 30 of a possible

b5 correct responses. It should be noted that during trials 38-40 made 9°

§9
correct response to the directions of Sets | and {il even though instruction
related to the object involved in Set 1Il had not been recelved. Then only

12 teaching trials were required to teach §9 to respond correctly to the 3
directions of Set Ii on three consccutive occasions.

During the third baseline period (trials 53-55) §9 emitted 34 of a possible
L5 correct responses which ‘neluded criterion responding to Sets | and 1!} and
8 of 9 correct responses *o Set I1. Subsequently, instruction or Set iV was
initiated and 19 teaching trials were required before §9 performed 9 consec=
utive correct responses to the directions of Set V.

Subsequent to criterion performance on Set {V the fourth baseline period
was initiated (trials 75-77) and baseline measures on Set |V were obtained
before measures on Sets 1, i1, Ilt and V. However, only 7 of a possible 9
correct responscs were obtained (trials 75-77) on Set IV. Thus, T decided
that further instruction and a change in the criterion were needed. The per-
formance criterion was changed to 15 consecutive correct responses to Set IV
and instruction was initiated, §9 reached this criterion after only 8 teaching
trials (trial 85),

During the fourth baseline period §9 responded correctly to the direc~
tions of Sets | through V on three consecutive occasions. That is, §9 per-
formed the tasks of Sets 11l and V even though instruction was not received.

The performance of Syy fs even more dramatic than that of S, in that

9
during the first baseline period (trials 1-3) §9 made 8 of a possible 45
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correct responses to the directions of Sets | through V. Instruction of the
tasks required by Set | was Initlated at trlal 4 and criterion performance on
Set | was not obtalned until trial 92.

As -an be discerned the performance of $yy during trials L through 58 was
quite erratic and it appeared doubtful that §]‘ 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 posltion

and modeled the correct response.

As can be discerned from Figure 2, §l‘ responded correctly to the 3 direc~
tions of Set | 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) 8,y responded perfectly
to the directiozf of Sats 11, 111, IV and V.

The performanc~e of Syy during the second baseline period offers dramatic
support for the hypothesis that §II 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 §s 10, 12, 13 and 1k,

Initially all 6 Ss in Classroom B recefved 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 projram were warranted. In
an atiempt to communicate the substance of the modifications the performance
of §13 will be presented in detall. The performance of §'3 15 selected for
presentation In that it seeins représentative of the performance of, and modi-
flcation used with, Ss 10, 12, and 14.

33

During trial 1 through 57 (See Figure 3) §'3 received instruction as it
was described In Part A. During trial 58 through 68 the program modifications
made for §" were also made for §‘3 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 |. Thus, the following
mod{fications were made:

1) The original Set ! tasks were divided into 5 subsets as follows:

Subset Ix included the direction "'Sy3 stand in front of (person)";

Subset ly included the directions, 'S

13 stand In front of (person)
and §'3 stand next to (gg;ggg)“; and Subset 1z included the direc-
tions "3y5 stend in front of (person); 33 stand next to (person);
and 53 stand behind (person)".

2) Instead of thc consumable consequences used previously, T now would
‘'blow soap bubbles'' after §!3 made a correct response.

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

b) If §'3 made an incorrect response, §'3 was asked to model the correct
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 5,3 reached criterion on Subset Ix. At trial 140 Subset
ly was introduced and §13 reached criterion after only 7 teaching trials. In
addition, it should be noted that S§s 10, 12 and 14 had also reached criterion
on Subsets Ix 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 lLanguage Program

“"The abilfity to point at, pick up, or otherwise c¢!fferentially 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 abuave are
crucial fasviuctional objectives of teachers of young severely handicajped
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 ihat
they will be able to follow verbal d!.ections, respond to simple questions, or
even use verbal cues to orod'ice environmental changes of their choosing.

Thus, the primary objective of this program was to teach young severely
handicepped students to touch objects and pictures in response to verbal cues.
The objects and pictures selected for the instructional program were those which
are 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.

Studer.ts and Materials

Students (Ss). Twelve Ss (Classes A and B) were involved and the program
was conducted in a manr:r that allowed each S to progress through the components

of the program at his own rate.



it should be noted thaé at least 10 different teachers (Is) were invoived
in the Implementation of the program in Classes A and B. However, as the
teaching procedures viere 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 §s.

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 inltial 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 reférents were utillized.

4) Fiqa!!y, special priority was given to items utilized within ongoing
instructional programs and routine school activities.

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

TABLE |

Objects Used in Receptive Lanquage Program

ITEMS RELATED TO CLASSROOM
T0YS DAILY LIVING SKILLS MATERIALS
Set | Set {1 Set 111
doll cup paper
book spoon pencil
truck napkin crayon
Set 1V Set V Set Vi
puzzle toothbrush box
beanbag soap scissors

block papertowel chalk
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Table 2 depicts the initial pictures selected fe, the teaching program.

BEST COPY AVNILABLE TABLE 2

Pictures Used in Receptive Lanquage Program

Set Vi Set Vit Set X
doll cup baper
book spoon pencil
truck napkin crayon
set X : Set XlI ' Set X1!
scissors tree ~bathtub
toothbrush car telephone
safety pin kite flag

Set Xi11

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 ernd of this report.

As can be discerned from Table | Ss were Inftially required to choose one
object from a set of three. However, other investigators (e.q., Bricker and
Bricker, 1970) have utilized a two=-choice discrimination paradigm ard defenced
such an arrangement with the following thesis:

"There are severasl advantages to the two-choice situation, the most
important being the ability of the trainer to discriminate between
random performance and bhehavior that is either reliably above or below
chance (the latter uperating as an index of the child's''negativism'),
in addition, any choice situation involves a number of component
stimuli which can notentially control the child's responses, In a
two-choice situation, the child can respond to position, form, color,
size, consequence of the previous 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. |f 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



While acknowledging the cogency of the thesis of Bricker and Bricker, several
factors were considered potential advantages of the use of a three-cholce task
as.a starting point in an instructional sequence.

1) .The reinforcement schedule in effect during the initlal 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 leve!l
responding and might be adequate to maintain such chance responding
without $§ acquiring the desired discriminations (l.e., extinetion 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 chance responding
in a three-choice situation was considered to be more desirable, in
that it rceresented a potentially weaker schedule of reinforcement for
chance responding.

2) Perhaps related to #! above Is the tendency for severefy handlcapped
S$s to persu.verate upon a response to either cne or the other of the
two objects or to a particular location. |t was hoped that such
perseverativ: 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 cbjects displayed before them and touch the correct
object to reccive reinforcement. Scanning of a stimulus array is
considered highly desirable for correct resnunding in other programs

requiring norce complex discriminations (e.q., rrading, 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
rrogress in the initial three-choice situation, instruction was begun utilizing

the two-choice prncedure.

instructional Sequence

The Instructional program was divided into the fullowing steps.

Step | ~ Baseline. Baseline measures of cach $'s performance 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 § was
required to respond tc T's verbal cue in the presence of the appropriate instruc-
tional materiels. The recponse was recorded by T without indicating to an § 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 § had been given an opportunity to respond to | presentation of all

of the items comprising a set. A minimum of two such trials was obtained for

each S prior to instruction on a task.

Step Il « Touching objucts in response to imitative cues provided 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 them. This touching
response was taught to oicur following a demonstration (model) of this response
by T,as imitative touchirg wiculd be a crucial component of future instructional
procedures,

Procedures used tu teach imitative touching

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

@ group and said, ”§', touch (object)." |If Sy 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 prezsented a different object to §2, etc.

2) If §, did not touch the object, T repeated the verbal cue, "I, touch
(object)' and demonstrated the correct response by touching the object.
Then T repeated the verbal cue, 'S,, touch (object)" and walted for $
to respond. If §, 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 §2, etc.

3) If Sy did not imitate T's demonstration, T repcated the verbal cue,
”§‘, touch (ohject)' and primed the response by physically guiding §]
through the correct response., When §' completed the touching response
with I's prompting, T smiled, sald "'Good"', recorded a ''P"* and presented
a different object to §2, e.c. On each subsequent trial T's prompting
of §, was attenuated (i.e., T provided a decreasing amount of physical
guidance) until §' 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 § was taught to imitate the touching

responses of T.

Step it - 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 11! the objects
to be taught were presented to an S and T verbally labeled one of them., § was
then required to touch the object T labeled. The two or three objects comprising
each set were presentad in a random arrangement in front of each S. The initial

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

of each § to respond, T randoml+ selected for naming only previously unnamed
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objects of the set. After each object that was & component of a set had been
named once, the selection procedure was recycled. !n a:ddition, attempts were
made to minimize the naming of the same object or 4ifferent Ss on consecutive
presentations,

Procedures used to teach touching of vbject: in response to verbal cues.

1) T placed 3 objects on the table directly in front of 5, and said, "§ ,
touch (object)." 1If S8, touched the obj.ict. 1 then smiled, sald '"Good",
provided a consumable consequence, recor.ed .. correct response, and
presented a different cue to §2, etc.

2) if §‘ touched an incorrect object, T said, "N¢'', repeated the verbal
cue, "T, touch (object)' and demonstrated the correct response by

touching the object. Then T repeated the verbal cue, 'S, , touch

P
‘object)'* and waited for S, to respond, If S, imitated T's demonstra-
tion, T smiled, said '""Good" but did not provide a consumable consequence
and recorded an '"'M'' on the data shect. Tangible consequences were
provided only when Ss respo