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INTRODUCTION

Many children in the district who have handicapping conditions and

problems are growing up without basic skills necessary for future success
as citizens. Experience has shown that such children when properly
challenged and given the means for growth and 1.?arning in an appropriate
setting, c.n make unp'ecedented academic, social, paychological and physi-
cal progress.

Five experimental programs* were designed to serve children with
handicapping conditions. The programs provided individualized instruction
for aphasic, rubella, severely mentally retarded, seriously emotionally
handicapped, and multiply-handicapped children. While all of these child-

ren have distinctive problems, most of them are multiply-handicapped: a

few have severe organic problems, such as the deaf-blind; almost all are
affected emotionally by their handicaps; all have learning problems.

Four of these projects were developed and implemented by the
Developmental Center for Special Education, a branch of the Department of
Special Education of the Public Schools in the District and one prcject
was developed and implemented by the Kendall School for the Deaf on the
campus of Callaudet College.

The five experimental projects, implemented during the 1968-1969
school year, have served one hundred and sixteen children. Eighty-six of

these children have been served through the Developmental Center programs,
housed at the Center and at six Elementary Schools; thirty children were
served at the Kendall School f it the Deaf.

The five projects, though different In design and scope, have a
common goal: to improve the educational, cultural, social and physical
experiences of the handicapped child according to his ability to succeed.
All five are both comprehensive and complex and therefore present a wealth
of possihilities for experimental investigation. Systematic, empirical
research and a variety of evaluation techniques have been utilized in each
project.

Evaluation

Ey building evaluation techniques into each project the evaluation
process was able to serve a dual function in these programs. Not only did
evaluation serve as a means of judging the overall effectiveness of the
projects, but it also provided continua' feedback to project staff so that
they could adjust their methods frequently to meet the educational needs of
individual children.

The Department of Research and Evaluation of the Division of Planning,
Innovation and Research played an important role in the evaluation process.

* the ttru prograu(s) and project(s) are used interchangeably in this
report.



The Department assisted in planning and implementing the evaluation of each
project and contracted consultants with expertise in the training of handi-
capped children to act as third party evaluators. A Coordinator of Title
III EvaluaticA on the staff of the Division worked with consultants to set
up an evaluation program designed to assess the implementation of the
projects in terms of their objectives and to provide feedback so that the
program might have maximum impact on the handicapped child.

Evaluation techniques used in the projects included not only obser-
vation of the children's behaviorcl changes, but also some or all of the
performance measures; tests, analysis of diagnostic tests, anecdotal
records, and cumulative records. Evaluation data was also gathered from
social workers, psychiatrists, parents, teachers, principals, and project
directors by means of conferences, interviews, questionnaires and records.

This Title III ESEA - Evaluation, Special Education Projects:
Final Report contains a summary and a consultant's detailed, systematic,
and objective evaluation of each of the five projects. In their reports
the consultants examine the extent to which the projects meet their
stated objectives, comment on the strengths and weaknesses, the successes
and failures of the projects, and offer recommendations. Some statistical
data that describe selected aspects of the programs are included. However,
because of the nature of the problems of the children and nature of the
data collected, all data were not amenable to statistical analysis.
Therefore, some subjective judgements regarding the progress of the
children and the success of the projects have been made.

The Department of Research and Evaluation acknowledges in appreci-
ation, the cooperation provided by the Director of the Developmental
Center, Project Directors, Teachers, Aides, other project personnel, and
administrators where classes in the projects were held.

if
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Project Summary

Title: Development Linguistic and Conceptual Ability in Aphasic Children

Gfp Served: "ApDesic" Children
1

Prcjuct Location: Do7elopmental Center for Special Education Seaton

Elementary School

Title III Funds Allocated: $8,000

Number of Children Served: 6

Background and Rationale:

"Aphasic", a term generally applied to children with severe language
disabilitity, sometimes primarily in the receptive area and/or in the
expressive area. The receptive area manifests an inability to comprehend;
the expressive involves the inability to use spoken language for communi-

cation purposes.

Because of the large number who could not be served because of limited
facilities, this project was designed for the purpose of providing an edu-
cational program for children in the District who have language disabilities.

Project Olinctive :

The specific objectives of the project were as follows:

1. To provide a comprehensive language development program for the
non-verbal child.

2. To provide complete diagosis and evaluation in each case:.

3. To establish criteria at.0 methodology for treating the "aphasic"
child in a public school maim'.

4. To provide a laboratory - classroom setting for the in-service
training of teachers and graduate students concerned witi. the education
of language handicapped children.

Project Methodology!

Two principle methodologies uses. were techniques expounded by
Myklebust, and by McGinnis. These techniques are based on what is con-
,:ptualized to be the primacy inabilities of the language handicapped
child. McGinnis theorizes the major problemsas a difficulty in formulating
individual sounds and words, and an inability to remember sounds in sequences.

Myklebust theorizes the problems as one of understanding the meaning
of words and their relationships to objects and ideas. Initially both

approaches were used but within a few weeks of operation, the former tech-
nique was discontinued.

-.1()
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In the evaluation strategy, emphasis was placed on music, art, motor

skills, and the development of visual perception.

Evaluation Plan:

Initially Medical and audiological testing was completed on each

child. Most of the children were evaluated for expressive and receptive

abilities, intellectpal development, and visual perception.

In addition to the on-going evaluation built into the project, a

consultant, employed on a contract basis worked cooperatively with the

staff from the Department of Research and Evaluation, Division of Plan-

ning, Innovation and Research in the evaluation of the project Each

objective of the project was considered, children were observed in class-

room and in out-door activities, techniques were noted, records, test

and other pertinent matters were discussed in conferences with the Direc-

tor of tha Center, teachers and other staff personnel.

Results:

The teacher and aides felt that there had been successes in the

implementation of goals of the project and have commented on the develop-

ment of each child in progress reports. These include such comments as

C.'s receptive abilities are improved; L., has shown some improvement,
will now make effort, D., has extended his repertoire of discriminations

to fine stimuli; six children who might have had to remain at home have

been provided with educational exper:.ences within the public school frame-

work; all have made gains, and several made substantial gains in receptive

and expressive language and in pre-reading skill area. From gains such

as these it is reasonable to believe that significant progress (for them)

has been made, and that a good beginning in program development is evi-

0-1ced.

Consultant's Comments and Recommendations:

The need for an experimental program such as this is great and urgent

in the schools in the District. A fine beginning towards achievement of

project objectives has been made. Continued support of the program through

Federal and local funds was recommended, and included suggestions for less

categorization and compartmentalization of programs within the Developmental

Center, more flexibility and individualization, and a diagnostic team of

specialists be appointed on a consultant basis to review findings with the

staff and make recommendations of each case.

1-2 11



Abstract

Final Evaluation Report

Title: Development Linguistic and Conceptual Ability in Aphasic

Children

Background and Purpose of the Project

This project was initiated in June, 1969, and is now completing

its first year of operation. The project was designed to provide

the beginning of an educational program for language disabled children

within the public schools of the District of Columbia.

The children enrolled in the pilot class were selected from

waiting lists of children not enrolled in regular classes because

of the nature and severity of their problems, particularly in the

area of language. The initial group included six boys and one girl,

ranging in age from three through seven years. One boy had to be

dropped because of extreme destructive and aggressive behavior. Six

children remained throughout the year.

Director: Stanley E. Jackson

Location: Developmental Center for Special Education

Date: June, 1969 - July, 1970

Target Population: Eight non-verbal "aphasic" children whose lack
of speech and language ability is the primary

disability, not secondary to apparent severe
motor involvement, hearing loss, mental deficiency,

or emotional disorder.

Staff: 1 Director, 1 Teacher, 2 Teacher-Aides

Cost: $8,000

1-3
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Final Evaluation Report

Title: Development Linguistic and Conceptual Ability in Aphasic Children

Background and Purpose of the Project

This project was initiated in June, 1969, and the pilot class was
begun in September 1969. The project has now completed its first year of
operation. The stated purpose of the project, was to provide a demonstra-
tion instructional program for aphasic children. "Aphasic", is the term
generally applied to children having severe language disability, sometimes
primarily in the receptive area as manifested by an inability to comprehend
language, sometimes primarily in the expressive area involving inability to
use spoken language for purposes of communication and most often involving
both receptive and expressive problems.

In the District of Columbia, the Children's Hearing and Speech Center
of the Children's Hospital served for a long time as the only full scale
institution for treatment of the language handicapped child. Unfortunately,
because of the large number of children in this category, many could not
be served. The present project was designed to provide the beginning of
an educational program for language disabled children within the public
schools of the District of Columbia.

The children enrolled in the pilot class were selected from waiting
lists of children not enrolled in regular classes because of the nature
and severity of their problems, particularly in the area of language. The
initial group included six boys and one girl, ranging in age from three
through seven years. One boy had to be dropped because of extreme destruc-
tive and aggressive behavior. Six children remained throughout the year.

Target Population: As stated in the original proposal: six children
"whose lack of speech and language ability is the
primary disability, i.e.,not secondary to apparent
severe motor involvement, hearing loss, mental
deficiency, or emotional disorder".

Objectives:

The specific objectives of the project were as follows:

1. To provide a comprehensive language development program for the
non-verbal child.

2. To provide complete diagnosis and evaluation in each case.

3. To establish criteria and methodology for treating the "aphasic"
child in a public school milieu.

4. To provide a laboratory - classroom setting for the in-service
training of teachers and graduate students concerned with the
education of language handicapped children.



Evaluation:

Evaluators: The evaluation team was composed of two "outside"
evaluators in addition to Dr. Enid Wolf, supervisor, and the teaching
staff.

The principal evaluators were:

1. Dr. Edna K. Monsees, Associate Director of the Children's
Hearing and Speech Center of Children's Hospital of the
District of Columbia. Dr. Monsees, who was employed as a
consultant on a contract basis to work cooperatively with
the ESEA Title III Special Education staff from the Division
of Research and Evaluation, provided expertise in the areas
of language disability in children and in special education
evaluation.

2. Mrs. Lavolia Veils, Coordinator of Title III Special Education
Projects Evaluation.

Procedures

The evaluation has been an on-going process based on objective data
provided in reports prepared by the teachers. In addition to information
above the language problems and achievements of children, the data in-
cluded areas such as social skills, personal awareness, attention span,
sensory exploration, and use of media, gross and fine motor skills,
developing individual interest, visual motor skill, and rhythms and sound
reception.

A psycholinguistic Inventory developed by Dr. Enid Wolf was adminis-
tered. (See Appendix A, which shows a portion of the inventory which
was recorded from time to time throughout the year of the Project).

Special tests were administered to all of the pupils, and test results
were recorded on a special summary sheet for each child so that diagnostic
information could be seen readily. (Appendix B), and the complete tests
filed in the pupil's folder after review by the staff.

Teachers and consultants held conferences, agreed upon tests, and
administered a number of tests, as described above.

Teachers' periodic reports were prepared indicating each child's
problems and needs, as well as his progress during the period of enroll-
ment in the project. (Appendix C)

The project staff held periodic conferences to discuss the children
and their needs, and when indicated, changes were made in the procedures
used in the conduct of the classroom activities.

Three visits by the evaluation consultants were made to the project
to observe the children in the classroom, and several additional visits
were made to discuss with the teaching staff classroom techniques, records,
tests, and other pertinent matters.



This evaluation is reported in terms of the stated objectives of the
project as outlined in the approved proposal.

Findings and Recommendations of the Evaluation Team

Objective 1: To provide a comprehensive language development program
for the non-verbal child.

The curriculum described in the grant application provided for an
eclectic approach to the remediation of the problems presented by language
disorders. The two principal methodologies were to be those represented
by the Myklebust and the McGinnis techniques. The latter was discontinued
within a few weeks. The former was retained, but this program was imple-
mented and expanded during the year. The curriculum which was designed
by Dr. Enid Wolf provided for brief periods of group and individual activi-
ties, essentially the same from day to day and divided the day into many
short periods from ten to twenty minutes each. The attached final report
of year's activities prepared by the teacher, Mrs. S . F

lists the areas covered in the program of instruction. (See Appendix D)

Mts. F 's report also includes a summary of the language gains
made by the pupils and the problems encountered.

In the opinion of the evaluators, although the project has made a
good start in meeting this first objective, much remains to be done.
Specifically, in view of the wide individual differences exhibited by the
pupils, a much more individualized approach to remediation of the language
deficits is recommended, and a more flexible application of all aspects
of the curriculum should be made.

A first step in the direction of individualization of the program to
meet the needs of each child would of necessity be a comprehensive language
evaluation of each child conducted by a qualified speech and language
pathologist. Such a diagnostic evaluation, which should be completed
prior to the enrollment of the child or in conjunction with a predetermined
period of diagnostic teaching in the classroom, should be followed by a
staffing conference of clinical and educational staffs. This conference
would establish the baseline of the child's language functioning in the
areas of reception, integration, and expression, and prescribe a course
of remediation or instruction designed to meet that child's specific needs.

Objective 2: To provide complete diagnosis and evaluation in each case.

Several tests were administered to each child at the school during
the school days by various staff members and graduate students from local
universities assigned to the project for a part of their professional train-
ing. The details of the test findings are included in each child's folder,
and the test scores have been recorded on the summary sheet. (Appendix B)

The program suffered, in the opinion of the evaluators, by failure
to synthesize and reconcile the test findings as a basis for prescribing

1-6
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a course of training for each child geared to his individual strengths,

needs, and problems. Several of the children were known to be involved in

diagnostic evaluation at outside clinics at Children's Hospital, George-

town University Hospital, and D. C. General, but no liaison was established

with these clinics.

Part of this problem was due to the fact that the notice of project

approval was received so late in the year and to the necessity for

implementing the project by opening up the class as soon as possible.

The diagnosis, with particular reference to the possible etiongy of the

language deficiencies and deviations exhibited, is still not clear in the

case of several children. In one or two cases, the staff feels that the

child's language problem is a manifestation of emotional disturbance,

but this has not been confirmed by a qualified psychiatric or psychological

opinion, nor has guidance in handling the emotional aspects of the problem

in the classroom or in the home been obtained.

Objective 3: To establish criteria and methodology for treating the

"aphasic" child in a public school milieu.

The several aspects of this objective as discussed below:

a. Criteria for selection of pupils. At the time this class was being

assembled, there was a backlog of children with severe language

problems ranging in age from pre-schoolers to teen-agers whose educa-

tional needs were not being met in the District of Columbia.

Approximately thirty of these children had been referred to the

Developmental Center by a variety of medical, public health, and edu-

cational agencies. The group selected for this pilot class were those

having the most severe linguistic difficulties. And although it was

originally intended to accept those whose language problem was not

directly related to and a result of other manifest disorders (See

above, "Target Population"), the children selected actually displayed

many other concomitant disorders or behavior and intellectual function.

Most of the pupils were hyperactive, disinhibited, distractible and

stimulus bound. Without expert psychological and language-pathologist

evaluation and guidance, and a specifically designed process of

diagnostic teaching, it was not possible to ascertain which problems

might realistically be designated as primary or secondary - that is,

which were cause and which were effect.

On the basis of this year's experience, it should be possible to

develop a more realistic set of criteria for the selection of pupils

in terms of specific language functioning and of the related behavioral

and cognitive problems to be expected.

b. Curriculum and methodology. Under Objective 1, above, we have discussed

the evaluation of the language aspects of the curriculum and methodology

used in the project. Within the approach selected, which involves a

great deal of repetition by the teacher of a limited number of words

and verbal concepts, the beginning states of a sequential curriculum

1-7



guide have been formulated. In subsequent years of the project, it is
planned that curriculum will be expanded to higher levels of instruc-
tion, and provision will be made for individualization to meet the
objectively determined needs of each of the children.

c. Feasibility and desirability of this type of program within the public

school. Since we accept the premise that the public schools have an
obligation to provide an educational program for every child in the
community geared to his abilities and needs, we must conclude that an
experimental program such as provided in this project is a desirable

objective. The fact that six of the initial seven children, c; hose
problems were severe, remained in the program and made gains in
language and overall behavior, would seem to vouch for the feasi-
bility factor. (The teacher, Mrs. F , has prepared summary
reports on each child's progress. These are on file in the office
of the Developmental Center).

Objective 4: To provide a laboratory-classroom setting for the in-
service training of teachers and graduate students con-
cerned with the education of language handicapped children.

As indicated in the preliminary report, seniors and graduate students
from George Washington University, Howard University, and Catholic Uni-
versity spent some time in the classroom, working from one to three day,;
weekly with specific children individually and in groups. Six students
in all, from the departments of speech and hearing, psychology, and
special education, participated. The staff has reported that the liaison
with the university professors was inadequate. Only one professor
charged with supervision of this clinical practicurn or student teaching
experience visited the project to observe the student's work. To provide
a meaningful clinical or student teaching experience should be the joint
responsibility of the university and the school. This would require an
initial conference with the supervising professor and the classroom teacher
and supervisor, a specific course of experience with specific objectives
outlined for each student, supervision by both interested agencies, and
a final appraisal of the student's performance. To meet its end of the
obligation, it might be desirable for the Developmental Center to designate
one person to handle the liaison with the universities and the management
of the students' schedules and supervision.

Results and Recommendations Regarding Individual Pupils

Mrs. F 's report on individual children and her final summary
give the details of each child's problems and progress. The following
is a brief recapitulation with recommendations concurred in by both the
evaluators and the project staff:

C.C., age 6-0 in September '70, has made substantial gains in
meaningful use of speech for communication, but his expressive language
is frequently unintelligible or frank jargon. Recommend that he continue
in the special class, but that he be seen for complete speech and language

1-8



evaluation at a clinic such as the Hearing and Speech Department of Child
ren's Hospital (or other medically based center employing ASHA certificated
language pathologists). Upon completion of the evaluation it is recommended
that the clinc and project staffs meet for a staffing conference to clarify
the diagnosis and to plan remedial procedures.

D.E., Age 7-9 in September '70. D.'s problem has been clarified as
one of speech articulation and voice difficulties, rather than of language
per se. The tests administered reveal perceptual and cognitive function-
ing at less than half of chronological age expectations. Some evidence of
emotional problems.

It is reported that D.is at present being re-evaluated in regad to
the speech and voice problems at a local clinic.

This class seems to be no longer an appropriate educational placement.
for D. It is recommended, however, that he be re-enrolled in the class
in the Fall while the diagnostic evaluation is being completed and
conferenced, and while another more suitable program can be located.

L.J., Age 6-11 in September '70. Has made substantial but incon-
sistent gains in language and behavior. A major problem is his bizarre

behavior and evidence of emotional disturbance. In the tests
administed, with the exception of one test of visual motor performance,
he scored considerably below one half of chronological age expectations.

L. is reported as being under treatment in the neurology department
of D. C. General Hospital, but results of their evaluation and treatment
plans are not known, since there has been no direct contact between the
hospital and the project staff.

It is recommended that L. be re-enrolled in the program next Fall,
possibly on a temporary basis depending upon the results of comprehensive
diagnostic evalaution and perhaps upon locating a more suitable placement
or psychiatric help.

J. M., age 5-5 in September. j is the most verbal, least handicapped,
child in the class. She has made satisfying 'pins in behavior and in
language. She was successfully integrated on a part-time basis into the
kindergarten class with ordinary children this year. It is recommended
that she be enrolled in regular kindergarten next Fall with some supportive
help from the program.

B.T., age 4-10 in September. B.'s behavior is at present his most
serious problem, and he appears to be emotionally disturbed. He is report-
ed as having been seen in the neurology department at Children's Hospital,
but no report of this evaluation has been received and there has been no
contact between clinic and the school staff.

Unquestionably, a high calibre of psychiatric or psychological super-
vision will be required for B. to achieve educationally. It is recommended

1
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that the staff explore the possibility of more suitable educational place-
ment for B.in a setting for young emotionally disturbed children such as
the Hillcrest Children's Center, or in a class for such children within
the public school system.

E.T., age 7-9 in September. E.is a hyperactive child with much
inappropriate behavior and language. Much of his speech is echolalic.
He scored below one half of chronological age expectations on all the
tests administered.

Recommendations for appropriate educational programming for this child
cannot be made until a complete diagnostic evaluation can be done by a
team of specialists including speech and language pathologist, psychologist,
and possibly psychiatrist.

SUMMARY OF EVALUATION FINDINGS AND RECOMMENDATIONS

Major Strengths of the Program

1. Six children who might otherwise have had to remain at home
have been provided with a satisfactory educational experience
within the public school framework.

2. All of the children made gains in one or more of the curricu-
lum areas provided.

3. Several of the children made substantial gains in receptive
and expressive language and in the pre-reading skill areas.

4. A start has been made in the development of a curriculum
in several skill or subject areas.

Problems and Recommendations

1. Although the individual differences within each group were
wide, essentially the same curriculum and routines were used
with all of the children.

The curriculum and methodology used in this class requires. a great
deal more flexibility and individualization. This implies a type of
programming for each child, so that when he has mastered a particular skill
or concept he need not go on practicing it while waiting for the other
children in the group to catch up.

This need can perhaps be better met in the program next year, which
contemplates having twelve children with two teachers and two aided, and
which will thus provide more opportunity for grouping according to abili-
ties and needs and as well as individual tutoring and therapy.
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2. The lack of diagnostic team and the consequent lack of clearly
defined diagnosis of the behavioral, emotional, intellectual,
language, and educational aspects of the child's overall prob-
lem.

To remediate this situation, we recommend that a diagnostic team of
specialists holding the highest level of professional certification in
their respective areas be appointed on a consultant basis, to review
available diagnostic information, to examine children for supplementary
evaluation in specific areas as needed, and to meet on a scheduled basis
with the teaching and supervisory staff to review their findings and to
make recommendations and management for each use.

The nucleus of the diagnostic team would include, in addition to the
classroom teachers and supervisor, a speech and language pathologist,
psychologist, social worker, and educator specialist in the area of
special learning disabilities.

3. Lack of liaison with clinics and other agencies in the
community known to be engaged in evaluation or treatment of
some of the pupils in the program.

We recommend that a member of the teaching and supervisory staff
establish liaison with the clinics and centers who are in contact with the
pupils in the program and to arrange for staff participation in their
case conferences or other means of sharing information and insights about
the problems of these children.

4. There seems to be a problem of categorization and perhaps too
rigid compartmentalization of various programs within the
Developmental Center.

The prevalence of obvious emotional and behavioral deviations, and
possibly retarded intellectual functioning as well, in this class of
"aphasic" children suggests that greater cooperation among the several
programs and consequent greater flexibility in assigning children to
classes within the program might be desirable.

It is recommended that the feasibility of more interaction among the
programs within the Developmental Center be explored.

If a diagnostic team such as that suggested in (1) above were
appointed it might serve the entire Center programs and thus help to
achieve the desired interaction and flexibility within its several programs.

5. The implementation of these recommendations cannot be accomplished
within the budget requested for the 1970-71 school year. Accord-
ingly, it is recommended that the budget be appropriately revised
or a supplementary source of funding be explored.



CONCLUSION

There is a great and urgent need for experimental programs such as
this one within the public schools of the District of Columbia. This

project has made a fine beginning toward the achievement of its objectives,
and continued support of the program through both Federal and local fund-
ing is recommended.

Respectfully submitted by:

Edna K. Monsees, Ph.D.
Associate Director,
Children's Hearing and Speech Center
Washington, D. C.

and
Mrs. Lavolia W. Vails
Coordinator of Title III Evaluation-
Special Education Projects
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APPENDIX A

PSYCHOLINGUISTIC INVENTORY

A STUDY OF THE CAPABILITIES AND DISABILITIES

OF THE NON-VERBAL CHILD

To be used analytically with non-language children to measure, describe
and record longitudinally emerging receptive and expressive communica-
tive abilities.

Child's name: T, E
Birthdate: 12-2-62
Institution: Departmental Canter/Special Education
Date of admission: September 1, 1969
Date of testing and examiner:
(to be noted on each section
as administered)

This instrument has been designed for the purpose of collecting
relevant data in an organized way over a period of time to gain an
overall impression of children who have severe speech and language
impairment, possibly in connection with severe ego disturbances
Importance of noting the requested information is based on the assump-
tion that the inability to perform or learn a task may be impaired for
any number of reasuna, or interrelationship of factors. In any event,
we can objectively describe performance and how it may change, and use
this to qualify other impressions gained regarding behavior.

It is the pnrpoze of this tool to give us (1) an initial impres
sion (2) a longitudinal study of abilities, and (3) rate and descrip-
tion of growth in a particular area of function. It is implied that
lack of or ever. poor function is equally important to note as a def-
inite ability if these purposes are to be accomplished.

This is to le a practical, ongoing record of development beginning
with the most basic abilities, continuing on to use of beginning
Expressive snd receptive language. This is the point at which the
usual instruments may begin. This is an actlalitation of the reali-
tation that it is vital to be able to assess and record functioning
in a population of combined severely language disturbed and ego im-
paired children in the service of better understanding their patterns
of growth, differentiating possible grouping for diagnostic and prog-
nostic purp,ses, and realizing the goal of improving therapy.

1-13
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Appendix A - continued
Example of a part of the Psycholinguistic Inventory

recorded for each pupil in the class

PSYCHOLINGUISTIC INVENTORY

RECEPTIVE ABILITIES

8. Does he try to make
noises with noisy
toys?

9. Does he seem to
listen to and
recognize familiar
words? List.

Firtt time noticed
(Parent interview) Aug. '69

Never Voluntarily

Many words in the
1 yr. he has talked
(echolalic)

10. Does he seem to May tease, or continue
understand the word activity, since began
"no"? What does he responding at all
do when he hears it?

11. Will he wave "bye- Needs gesture
bye on verbal re- reinforcement
quest alone?

12. What response does
he make to his own
name? Names of
those in this im-
mediate family?

13. Will he give you
something he is
holding if you ask
for it? With ges-
tures and without
gestures? What do
you say?

Uses it rather than "I"
or "me"

Needs to be told several
times and often gestures

14. Will he follow To put aways toys but needs
simple verbal cos- repetition
winds? Give examples.

1-14

Present ability April '70
(Therapist assessment)

Sometimes is very noisy
increases intensity with
gr-agitation

Yes & no. Sometimes
"without listening"

Continues activity,
esp. if hyperactive

Now says "Bye--" with-
out gesture

Delights in using own
name frequently (is
learning I, me, etc.)

Still needs repetition

Nov follows more commands



15. Does he under-
stand commands
better when
gestures are
used?

First time noticed
TParent interview) Aug. `69

Sometimes he needs gesture

16. What common Needs gesture and repetition
objects can he usually echoes command
point to if you
name them? How
would you do this?

17. Can he point Sometimes
correctly to
to parts of the
body upon verbal
request?

Present ability. April '70
(Therapist assessmqnt)

Sttll needs gesture but
not as much repetition
usually more helpful

Becomes agitated, but can
Llock, ball various instrum.
and manipulative materials

Yes

0
1
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APPENDIX D

PROGRESS REPORT: APHASIC CLASS OF THE :EVELOPMENTAL CENTER FOR
SPECIAL EDUCATION, 1969-70

TEACHER: S

The pilot class of Aphasic Children/Developmental Center for
Special Education was established in the month of September, 1969.
It was begun because of a backlog of youngsters with severe language
disabilities ranging in age from preschoolers to teenagers whose educa-
tional needs were not being met in the District of Columbia. Approxi-
mately thirty of these children had been referred to the Developmental
Center by a variety of medical, public health, and educational personnel.

The initial group selected for this pilot class included children
with the mat severe linguistic difficulties and numbered seven, six boy
and ona girl ranging in age from three through seven years of age. The
class was situated at the beginning of the year in the rectory of St.
James' Episcopal Church, but was moved after midyear to the William E.
Seaton Elementary School, located only a short distance from the Develop-
mental Center.

The proposal submitted for funding of the Aphasic Class had outline(
an educational approach for these youngsters combining the methods de-
veloped by Dr. Helmer Myklebust and by Mildred McGinnis at the Central
Institute for the Deaf. When the children were brought together for the
first two or three weeks of the school year it was discovered that the
hyperactivity of several and the withdrawn behavior of others in the group
created an atmosphere in which few of the potential beginning activities
could be coordinated within the group.

A complete program was then devised by Dr. Wolf, dividing the day
into many short activities and placing each child in a variety of group
and individual lessons. In order to initiate this program and keep it
operating, it was necessary to temporarily add a second aide to the
staff.

The various sections of the curriculum follow:

Social Skills and Language Recognition
Personal Awareness and Language Reception
Attent4,on Getting and Command Following
Auditory Training - Gross Sounds
Working with Media - Sensory Exploration
Skill Development - Large Motor Activity
Phoneme Learning
Quiet Time - Listening, Developing Individual Interests
Training in Visual Motor Perception
Training in Rhythm and Sound Reception
Word Reception

1.40
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The above activities, and specific content materials intrinsic to each
were of necessity memorized by the teacher and the aides. In acWition
to the above parts of the curriculum, there were time periods allotted
for snack Uri, lunch time and a rest period. These fourteen periods
into which one four-hour day was divided varied in length from ten to
twenty minutes each. with a somewhat longer tim,7 frr tbc lunch time.
Time was allotted f,: shifts of teaching rersonlei an for moving chi O-
ren from one group to another as their needs dictated.

Within the art. ,;.; of the curriculum dealing with language and sound
reception on various levels it can be said that progress has been noted
with each child. F.7. might be the example of the 1,1st change in this
area. He was reportN:1 by his mother to follow some of the commands used
prior to his attendance in the class. He reached a level of knowing and
indicating three or four body parts (eyes, hands, ears, and head) and for
the remainder of the rear did not improve appreciably. B.T. also was and
is able to indicate two or three instruments in auditory training for gross
sound recognition, ar.i has shown good development in large motor ability,
the latter since we have had access to school playground equipment. in
working with media, phoneme-learning, listening and developing of individual
interests, and training in visual motor perception, B.T. can be said to
achieve nothing unless he is taken through an activity step by step.
hands and body manipulated. For these activities as well as for those in
which he achieved some gains the greatest deterrent to improvement is
B.T.'s unwillingness and, sometimes, overt fear of group situations. His
most acceptable way of avoidance is to go to the chief adult in the setting,
aims outstretched, making a loud, pleasant cry. At many other times he
will just bounce quietly away from the group. If he inadvertently is in
close proximity to one particular child, Brian yells loudly, sometimes
crying, and tries to escape the area.

At the other end of the spectrum are the three children J.,E.and L.
who have made the most progress in language during the year. J. in
addition to her reading of our personalized reading hooks, is now begin-
ning to answer simple questions about content appropriately. E is having
a more difficult time doing this due to a long-standing compulsion to
insert his on name in most language lessons, And a disability in the use
of first-person pronouns in place of his name. He has recently shown
the beginning of more normal usage. L. though he persists in echolalic
responses much of the time (and has shown general hyperactivity during the
past two and a half months) can shoe by actions that he too understands
reading content. Each of these three children is able to attack words
phonetically, and to recall and produce the words of their vocabulary after
they are once learned.

In the middle group of the class are C,,D,,and T.(the latter is no
longer in the class). G has probably made the most exciting improvement
of all the children, considering the severity of his receptive and expressive
disorder. He has, during the last month and a half, become interested,
first, in the large book of the class stories and then in his own copy.
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C.is making much more effort to learn and produce the phonemes which we
have been teaching for most of the school year, and is meeting with lnite a
few successes. He is, at the same time, using some appropriate words and
phrases, and using them more consistently than formerly. D,, one of the
oldest in the class, is apparently not yet ready to read. His lack of
achievement in this area may stem from intellectual subnormality and/or
emotional problems. These have been covered in greater detail in the
monthly report for nay, and in the progress report on thi.3 child. Both C.
and D, display many "normal" behaviors in the classroom and outdoors.

Many more details could be written about the cEi:ren of the
Aphasia Class, their gains and their regressions. And much could be
said of the pleasures and trials for those who work with these fasci-
nating if often unpredictable youngsters. Me hope that next year some
of the hurdles and pitfalls which have been encountered this year will
be avoided as the result of all that has been learned during this first
year. The result should be an acceleration in growth, learning and social
development in the year to come.
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Project Summary

Title: Rubella Children: A Complete Program

Group Served: Multiply-handicapped, hearing-impaired children

Project Location: The Developmental Center; Seaton, and Sumner Elementary
Schools.

Title III Funds Allocated: $27,962

Number of Children Served: 6

Background and Rationale:

The Rubella Epidemic of 1963-65 caused many children to be born with
handicapping conditions. Many of these children are multiply-handicapped,
and face serious educational and social (experiences) challenc,es.

Encouraged by the concept that handicapped children profit by attend-
ing school during the pre-school period, the Developmental Center fur
Special Education proposed a program primarily concerned with children
having sensory handicaps, which cause a delay in language acquisition.

Project Objectives:

This project had two major sections of objectives. In terms of
identification, the purpose of this project was to:

1. Identify children with handicapping conditions related to
hearing and vision for whom special classes must be provided;

2. Obtain an estimate of the number of classes needed;

3. Obtain specific information about the learning abilities and/or
disabilities of individual children.

In terns of service, the project formed classes for these children
which attempted to:

1. Prevent hearing or visual loss from having an adverse impact on
the child's total personality, thus preparing the child for his role in
life in general and school in particular;

2. Provide the earliest, most skilled instructional program possible
proviling the handicapped child with opportunities at least equal to the
non-handicapped child;

3. Prevent an unnecessary lag in language development through early
training and education thus giving the child opportunities for optimal
language achievement; 'p
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4. Provide continual educational diagnostic services;

5. Estaolish pre-school and kindergarten classes for handicapped
children as an integral part of the District of Columbia Public Schools
in cooperation with other District agencies;

6. Plan for as early involvement as possible with regular school
programs to prepare children for eventual placement in regular classes
with special training to be provided when necessary.

Project Methodology:

Eighteen multiply-handicapped children from four to nine years old
participates in the Rubella Project. Each child had such a great hearing
impairment that he needed special training and the assistance of elec-
troniequipment to help him acquire and develop communication skills.
The children were grouped into the following three classes according to
the handicapping conditions which had already affected their intellectual
development: 5 deaf-blind children; 6 deaf-retarded children; and 7 deaf
children.

Evaluation Plan:

The built-in continuing evaluation began with a battery of tests
administered at the start of the program to obtain specific information
about the learning abilities and/or disabilities of the individual child-
ren. An educational consultant contracted by the Research and Evaluation
Unit of the Division of Planning, Innovation and Research of the D. C.
Public Schools assisted in evaluation process. Following her observations
of the classes, there were frequent staff meetings at which the children's
performance was discussed and various educational strategies were analyzed
and evaluated. At a workshop conducted by another outside consultant,
staff members and evaluators were introduced to new materials and methods
and were shown video-tapes of similar programs. The continual evaluation
and assessment was an effort to keep the program effective and of educa-
tional value to the children.

Results:

1. A special pre- 6chool and kindergarten program was constructed f
include auditory training, lip reading, speech and language developme
and other educational and social training. Special emphasis was plac
on social growth, - developing independence in caring for bodily fun,
and accepting the teacher as a source of educational stimuli.

2. Efforts were made to involve parents in the program and to (

sel them. Contrary to the original project proposal, parents were u
to assist regularly in the classroom as some were working and other.;
caring for younger children. Therefore, a classroom aide was hired
assist on a daily basis. Teachers did confer and counsel parents ei
at the school or by phone. At afternoon parent meetings, parents wc
help in learning to deal with their hearing handicapped children.
teachers believed that they kept the parents in touch with the seller
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3. The Development Center for the Special Education offered its
library as a resource center for the project teachers. Professional
journals, audio-visual aids, educational toys and children's books were
available. The Center's office staff provided clerical services for the
teachers.

4. As a result of frequent contact with the agencies that assist in
identifying multiply-handicapped children, two children joined the cla,s
in May bringing the number from 16 to 18.

5. All the children functioned at either a pre-school or kindergarten
level, regardless of their age. Next year some will advance to the primary
grades, some will remain in kindergarten, some will advance from pre-
school to kindergarten, and some will remain in pre-school.

Consultant's Comments and Recommendations:

The consultant noted that the Rubella Project served the youngest
group of handicapped children in the District of Columbia and that only
three or four public schools in the school systems the size of the District
conduct programs for pre-school deaf-blind and pre-school deaf-retarded
children.

The consultant recommended that the auditory training equipment used
in the program be carefully evaluated and that maintenance policy for the
equipment be developed. It was suggested also that some light, colorful,
plastic, big-muscle equipment would be useful, that children from the
project going into regular classrooms needed special care to insure against
regression, and that the special education teacher should be able to ob-
serve the child in the regular classroom situation.
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Abstract
Final Evaluation Report

Title: Rubella Children: A Complete Program

Background and Purpose:

According to figures given by the Department of Public Health, out
of 26,851 live births in the District of Columbia, some 200 to 500 children
can be expected to have anomalies as results of thl. Rubella Epidemic of
1963-65. Fifty-four will have some degree of abnormal mental development.
Twenty will have visual problems, 20 will have cardiac problems, and 50
will have some hearing problems.

Examination of these figures reveal also that many of the children
will be multiply-handicapped, and face serious educational retardation
unless social and educational experiences, that emphasize communication
are provided for them at an early age.

Upon the concept that handicapped children benefit by attending school
during the pre-school period, this proposal is primarily concerned with a
group of children having sensory handicaps, which cause delay in language
acquisition.

Accordingly, the purpose is the following: Identification and
evaluation of children exhibiting Rubella Syndrome, estimation of services
required, provision of complete program involving parents and staff,
dissemination of findings, and inclusion of program as part of Special
Education Str,cture.

Director: Dr. Stanley E. Jackson

Location: Developmental Center for Special Education; Seaton, and Sumner
Elementary Schools

Date: March 1, 1969 - June 30, 1970

Target Population: Six pre-school children will begin the program. By

September, the program will expand to include two
kindergarten groups of six each. A total of 18
children with multiple-handicaps from Rubella will be
served by this project.

Staff: 1 Director, 1 Assistant Director, 1 Research and Planning Associate,
1 Coordinator of Hearing Program, 1 Pre-kindergarten Teacher,
2 Kindergarten Teachers and 3 Teacher Aides

Cost: $27,862
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Rubella Children: A Complete School Program

Final Evaluation Report
by

Kathryn O'Connor

Background and Philosophy:

Much has been written about the rapid physical, mental, psycholo-

gical and social growth that takes place in the early years of a child's

life. His need for a healthy climate to grow in is an accepted fact.

That the normal child accomplishes this despite the many odds he

encounters is a never ending marvel.

For the hearing handicapped child the physical handicap of the

hearing loss makes normal growth a hazardous affair. The hearing loss

will metastasize at an alarming rate and create an irreversable

growth pattern which will affect the mental, psychological and social

aspects of his makeup unless intervention is provided early in life.

With the rubella epidemic of 1964-65 many infants were born having

compound physical handicaps which created such a perilous life risk

for these children and placed on educators a great demand for

special educational programs.

With this in mind the Developmental Center for Special Education

of the District of Columbia School District conceived and proposed a

Title III project --- The Rubella Children: A Complete School Prrgram
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Objectives:

This project had two major sections of objectives.

A. In terms of identification, it will be the purpose of this project to:

1. Identify children with handicapping conditions related to
hearing and vision for whom special classes must be provided;

2. Obtain an estimate of the number of classes that will be needed;

3. Obtain specific information about the learning abilities and/or
disabilities of individual children.

B. In terms of service, the project will form classes for these children
which will serve to:

1. Prevent hearing or visual loss from having an adverse impact
on the child's total personality, thus preparing the child for
his role in life in general and school in particular;

2. Provide the earliest, most skilled instructional program poss-
ible providing the handicapped child with opportunities as Eit3
least equal to the non-handicapped child;

3. Prevent an unnecessary lag in language development through early
training and education thus giving the child opportunities for
optimal language achievement;

4. Continuance of educational diagnostic services;

5. Establish pre-school and kindergarten classes for handicapped
children as an integral part of the District of Columbia
Public Schools in cooperation with other District agencies;

6. Plan for as early involvement as possible with regular school
programs to prepare children for eventual placement in regular
classes with special training to be provided when necessary.

At the time of this report the Rubella Project was composed of
18 children. These children were multiply handicapped, hearing impaired
children from four years old to nine years old, all having a hearing loss
of sufficient magnitude to prevent them from acquiring communication
skills without having special training and without the assistance of
special electronic equipment. All the children needed a preschool and
kindergarten educational program. They were grouped into three classes
according to the handicapping conditions which had already affected
their intellectual level.
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1. Class of 5 deaf-blind children. Teacher: Mrs. C
McGruder School, Developmental Center for Special Education.

2. Class of 6 deaf-retarded children. Teacher: Mrs. D G

Seaton School.

3. Class of 7 deaf children. Teacher: Mrs. A D

Sumner School.

The class of deaf-blind children presented an especially difficult
educational problem because of the deficit of two senses. At the present

time there are very few public school classes of deaf-blind pre-school or
kindergarten children in the United States which could serve as guide
by which to pattern this class. This was truly an experimental and innovative
program presenting a tremendous challenge to the entire staff.

The second was made up of children described as deaf-retarded.
This class which started with four children had gained two more children
by May, making a class enrollment of six. Each child presented a special
teaching problem for various physiological and psychological reasons
distinctive to that child.

In this class as in the class of deaf-blind children, the teacher's
time must be spent on a one-to-one basis with the child if the learning
process is to be started and to continue. There is little or no material
for the teacher to draw on frocyaher like classes in the United States
since teaching the deaf-retarded child is a service that almost no
public schools assume even for the school age child. Consequently, like
the deaf-blind class this class is innovative and experimental.

Mrs. D 's class was made up of six deaf children having the greatest
language potential. Some of the children in this class had had short periods
of training in other agencies in the D. C. District. In this group there
seemed to be a more apparent readiness for language learning than in the
other groups.

One boy, W. P., was added to Mrs. D 's class late in the semester.
This change in class makeup complicated the burden placed on the teacher.
With this addition the character of the entire class changed. While it
did provide an occasion to observe W. P. and probably afforded a better
opportunity to decide on the best class placement for him in the fall it
also disrupted the class routine to which the children had become accustomed
and which was designed to develop greater stability and improve coping
behavior in each individual child.

It is an accepted fact that all of these changes are part and parcel of
a public school setting but it must be kept in mind that both the teacher
and the pupils who are already in the class must be protected against
the detrimental effects of these interruptions as much as possible.
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One way to insure against this is to be sure that the duties of the
aide are always such that she is free to assist in the class. Flavin.) a

list of paraprofessional volunteers that can be called upon at such
times gives the teacher the additional assistance she needs. If these

volunteers are included throughout the school year even though not always
so greatly needed, the habit and practice of helping on a regular basis
will have been established. Working regularly with the children helps
the children to accept the volunteer and gives her knowledge of each child's
distinctive characteristics.

It may seem that the class enrollment of 4 or 5 was small but in the national
trend in programs for children with the rubella syndrome it has been
found that the rate of learning is greater where the class size is kept
down to lower numbers (four seeming to be the ideal size). This has been
my observation in visiting throughout the United States. The other way
of keeping the teacher-child ratio at an efficient ratio is to have a larger
enrollment, (ten or twelve) with two trained teachers and not less than
two well trained full time aides, many times there were three aides.

In this situation the teachers are free to work with one or two
children individually at any time during the day. The remaining children are
divided into small constantly shifting groups which the well trained aides
work with. This can be crafts, games, rhythms, perceptual-motor activities,
toileting, snack activities, lunch procedure, attendance, story telling,
and hearing aid check, and building and playground excursions. In this

setup the head teacher does have the responsibility of seeing that the
language of each activity is worked out and that the aides use the language
that is part of this life-situation.

There are advantages to this large group enrollment in budget benefits
and in the social stimulation that the larger group of children can offer
each other. Some games that young children play lend themselves better to
larger groups. When this happens the groups join and the aides work
together. This makes for a very flexible atmosphere so that the individual
needs of each child can more realistically be met.

With the cost involved in furnishing each classroom the advantage
probably lies in favor of the larger group. Although it is still necessary
that each child have individual amplifying equipment which is a fixed cost
per child, the play equipment used does not have to be two sets household
type toys and large muscle equipment but can be a layer variety and probably
less expensive. This class arrangement also calls for portable room
dividers for rearranging therapy space.

In the body of the Rubella Project proposal the objectives were
divided into two sections: A. Identification and Evaluation of Children
Objectives with subordinate points 1, 2, and 3, and B. Formation of Classes,
with subordinate points 1 through 6. For the purpose of conciseness and
clarity I will refer to these objectives by the outline letters and number.
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Objectives A.1 and 2 were fulfilled prior to my coming in as
evaluator of the Rubella 'Project.

Most of these children were absorbed into the existing special
educational programs in the District of Columbia except for 16 children for
whom there was no program. The individual exceptionalities were such that
there was no educational program into which they could be fitted.

The Rubella Children, Complete School Program was organized for these
16 children. These children were grouped into the three classes described
herein on page 2.

These heterogenously handicapped children had one common problem,
a hearing impairment. After some deliberation it seemed best to place
the children into groups which took into consideration the second
major handicapping condition which would affect the methodology used and
the peeing of the educational program.

Objective P.3 was also completed prior to my coming into the project
as an evaluator, but information about the learning abilities and/or

disabilities of the individual children is a needed on going process if
the Complete School Program is to meet the needs of the children as they
change and have the flexibility required for reliable regrouping.

All of the children were given some part of the following battery of
tests:

1. Medical examination
2. Audiological Examination
3. Speech evaluation
4. Vision Test

5. Hiskey-Nebraska
6. Frostig

7. Leiter
8. Benet

9. Evanston
10. Berry Motor
11. Raven Progressive Matrices
12. Metropolitan Reading Readiness
13. Peabody Picture Vocabulary
14. WPPSI
15. Knox
16. Bender
17. Teacher Reports

a. Monthly Individual Pupil Reports
b. Monthly Class Progress Report
c. Yearly Class Progress Report
d. Reports on Parent Counseling
e. Anecdotal Reports

(1.) from parents
from aides
from other personel who had contact with the children
such as the bus driver.
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All but one child has had the medical examination required for
admission. According to the Director of the Developmental Center,
this child came into the deaf-blind program through an emergency
referral from the Lighthouse for the Blind. Attempts are being made to
get the child's parents to take him to the Health Services to complete
the required examination. It is expected that this will hive been
completed by the time the child returns to school in September.

This boy, J. N., and two other children, C. G. and T. M., have not
been able totake the entire battery of tests due to the magnitude of the
handicapping conditions which affect their functioning in a testing
situation.

On examining the children's folders it became apparent that all the
children did not have psychological tests of a rt-..ent date, so Or. Robert
Dowling, of Children's Hospital, gave each child a test in June before
school was dismissed. (Appendix 1.) The written report of these tests
will beCome part of each child's permanent record file at the Developmental
Center.

Objective B. 1, 2, and 3, can best be commented on together since
they are overlapping in their fulfillment.

These three classes for children, as young as four years old, all
with a hearing deficit of such magnitude that they required specially
trained teachers and special electronic equipment, and with other handicaps
referred to as the Rubella Syndrome, were set up under the project name
Rubella Children: Complete School Program, in an effort to provide training
in language development, training of residual hearing, lip reading and
speech training and thus provide the educational stimulation needed to
close the gap between the child's communication skills at the start of
the Complete School Program and his competency in communicating by the time
he reached regular school age. Every effort was made to provide the
children with these special educational requirements.

The children were given many experiences denied to them in their
families and in their neighborhood environments. In most cases parents
and neighbors don't know how to communicate with these children. Another
contingency which interferes in the home situation is the time required to
make communication meaningful to the hearing handicapped child. Here the
parents run into the problem of the contending pressure of time in fulfilling
the routine family services so the child is the one that is neglected. This

isolates the child more and more and adds to his communication problems
by the negative effect it has on his psychological growth.

To alleviate this, one of thchost important parts of the Complete
School Program was to provide the child with experiences he had missed --
containing built-in opportunities for social, physical and psychological
success similar to those experienced by the normal 4,5,6 year old.
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Subsequently, the teacher contrived in every way possible to
create for each child a sense of his own worth, to maintain a class
climate that would foster the development of his self-confidence and
thus add to the positive aspects of his personality development.

The teacher took the children on field trips and short trips out of
the classroom into the school building and out into the playground
because these children have not had experiences that the normal child
accepts as part of every day life. The teacher used these trips to make
language learning fun and exciting and because she knew that concept development
and language learning can only take place when it is taught in the context
of the actual experience. These trips were designed to provide for the
cognitive growth and language development required for kindergarten and
primary levels.

The teacher's monthly class report listed the field trips, such as:
Oxen Hills Children's Farm, a trip to the library to look at and handle
the books, and on another occasion, to look at the gerbils. The report
also listed the vocabulary and connected language that the teacher
worked on which arose out of such trips. (Appendix II)

These trips were 'happy, successful ventures out of the sheltered world
of the classroom, into the world of the school. Here the basic groundwork
was laid to overcome some of the negative aspects of personality already
seen in the children as a result of their early experiences.

These children are no different than normal children in their differing
rates of learning. Consequently, it must not be forgotten that it may take
much more time for some children to show progress than for others because
of the multiple, interconnecting, but oft concealed, influences that affect the
development of the communication skills, such as: better use of residual
hearing, better use of residual vision, good family support, constantly working
and constantly worn hearing aids, a good family attitude in regard to the hearing
aid, regular attendance at school and being in school for the entire
school day.

Objective B. 4. The Complete School Program incorporated into the
project a plan for continuing diagnostic services. Because the rates
of learning of all children varies, it was necessary to have information
about the learning abilities and/or disabilities of the individual
children. The entire staff: teacher, aides, director, educational
specialist, test administrators, parents and any and all who came in
contact with the children were used to evaluate the change and growth
that took place in them. As they changed,their learning abilities
expanded and the teaching strategies used were constantly in flux.

Individual monthly reports on each child were kept by each teacher as
well as a monthly Class Progress Report. (Appendix iII) This was a very
demanding but necessary part of the Complete School Program.

2-11



As mentioned in Objective A. 3, it was originally planned to have

the children tested twice each year. But, because of all of the un-
foreseen contingencies that new programs are heir to, the testing policy met
with many delays. Nevertheless, the children were all tested, at least
this year, by every test on the listed battery that the child would
respond to.

One of the evidences of individual growth that took place at some
point in each child, was the fact that during the testing situations in
the past three months all of the children responded positively to some part of
the battery. As a point in evidence, the very fact that C. G. would
accompany Dr. Dowling and complete some of the items on the test was
significant. (Appendix IV)

Next year, the Director of the Developmental Center reports that
the first testing program will start in September to be finished in
October's° that there can be comparative tests done again in May and
June.

Objective B. 5.: It is the present plan to continue these pre-
school and kindergarten classes for handicapped children as an integral part
of the District of Columbia Public School program. Presently, and for the
year 1970-71 the Project will function as a Title III project. It is

anticipated that classes will eventually be incorporated into the regular
District plan.

During the Rubella Children: Complete School Program the salaries of
the teachers who were in the Rubella Project were met by the District of
Columbia School District. I make this point to show that the plan was
partially functioning as a District responsibility during this first
part of the Rubella Project.

Objective B. 6.: The idea of bringing about early involvement with
regular school programs has been carried out with dispat. W. B., who
was in Mrs. D 's class was sent to a regular kindergarten class for
approximately two hours of each school day. Mrs. D reported that
she tried to keep in close contact with the regular classroom teacher
as much as possible. This was difficult because of the responsibility of
the rest of the class. She also reported that she thought that W. B.
seemed to be getting some benefit from the experience.

There are further plans for early school involvement to be put into
affect next year in September. In Mrs. G Is class it was felt

the progress M.S. made during the months of special training was such
that his class placement should be changed. M. S.'s audiogram shows that
he has little or no hearing loss. (Appendix V) He has made great progress
since he was exposed to a consistent, structured language model. In

September, he will be enrolled in a regular class of kindergarten children.
It is planned that the regular classroom teacher and Mrs. G will have
frequent communication and,if it is necessary to provide some special
language training for M. S.,a special therapy session will be arranged.
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Enrollment

The total enrollment was finally made up of 18 children (two more
were added to Lhe original sixteen late in the semester).

Due to the seriousness of the handicapping conditions Mrs. C 's

class has always remained at 5 pupils. Even this number is a large class

size considering the overlaying physical handicaps which these children
have, not to mention the individual psychological interferences obstructing
the learning rate of each child which required one-to-one teaching on the
part of the teacher. I commented on this on page 3.

Program

1. A specially constructed pre-school and kindergarten program
including: auditory training, lip reading, speech and language development
and other educational and social training has been worked out. Due to the

social and mental ages (Appendix VI) of the children in the deaf-blind
and deaf-retarded classes during this first part of the project the
training was heavily weighted toward social growth, developing independence
in caring for bodily functions and the acceptance of the teacher as the
source of the educational stimuli. The children in Mrs. D ,s class

are at a more advanced stage of their development and are handling more
of an academic program.

2. Efforts were made to counsel with the parents. But it was found

that some changes had to be made in the plans written into the project.
It proved difficult to get the parents to come regularly to the school to
assist with the school activities. Some parents work, some parents were
kept home by other small children. The irregularity of parent attendance

interfered with the school program. The regular services of a classroom

aide was acquired to assist on a daily basis.

The teachers did do parental counseling, either by inviting the parents
to come to school or, this failing, talking to them by phone. Along with

the other records kept, all three teachers made a written report of these

contacts they made with parents. (Appendix VII)

There was also an afternoon parent meeting -- educational in scope
in an effort to help teach the parents how to deal with their hearing
handicapped children. A report of this was written up. (Appendix VIII)

The new sheets that were introduced earlier and mentioned in the interim
report have been used to send home. The teachers feel that they keep the

parents in touch with school. A sample is attached. (Appendix IX)

3. The library in the Developmental Center for Special Education was
set up as a resource center for the teachers. Professional journals,

audiovisual aids, educational toys and books published fcr children are
available to the teachers for the asking. Dittos are made and typing is done

by the office staff. Due to the delay in getting the classes functioning

115
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and the implementing of the daily procedures there is still much to b
done to make the latest educational facilities and expertise availabl
to the teaching staff. As mentioned in the Interim Report there is st
a need for sight-saving educational materials and for some toys that
are especially designed for the development of perceptual-motor ';kill
such as the sketch in (Appendix x).

The Peabody Rebus Material has been ordered and in September thi
classes are planning to begin the Developmental Language Section of th
Rebus Reading Material working under Mrs. Kathryn Horton on a field
testing basis.

4. Or. Wolf reported to me that she is in frequent contact with the
agencies which assisted in identifying the children. Evidence of this was

indicated by the onrollment of the new children into the classes in May.

Pre-school and Kindergarten Emphasis

This year, all these children, regardless of aoe, have functioned
at either pre-school or kindergarten level. Next year, it is thought

that three of them will be able to undertake the learning tasks of the
primary grade, more truly, junior primary. Some of the other children
will need a longer time at the kindergarten level, some will move from
the pre-school to the kindergarten and some will remain in the pre-school.
The Complete School Program has always been tailored to mlet the child's
needs.

Evaluation

The evaluation of the Project was coordinated by the Research and
Evaluation Unit of the Division of Planning, Innovation and Research.

Due to the delay in granting and funding of the Rubella Children:
Complete School Program the time schedule for t:pe evaluation had to be
revised. On the new time schedule, the evaluation covered the time from
March 1 to June 12, 1970.

ThE evaluation team met frequently during this time. An outside
consultant was invited to visit and observe the program, new material were
brought in and demonstrated, video-tapes showing other programs were
viewed. There were frequent staff meetings and many observations and
consultations concerning the Children and the educational strategies
that were being used Every Effort was made to keep the Complete School
Program effective and of educational value to the children.

larmalizilszitsciL2Lojects

1. I have previously made observation as to the uniqueness of the
Complete School Program. This is the youngest group of children with
handicaps to be served by the District of Columbia School District.
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,sere are only three or four public school programs in the United States
that have classes for the pre-school deaf-blind and the pre-school deaf-
retarded, particularly in a city the size of Washington, D.C. Its success
will be of value to the entire country. I cert,inly commend the Director of
the Developmental Center for conceiving this plan and for working to perfect
its operation.

2. The Innovative Aspect of having parents serve as aides in the
classroom was not successful. As stated earlier, either the parents
work or have other small children to care for 3t home. It was difficult
to procure regular classroom aides so that the baby sitting proposal
could not be fulfilled. To make an area marked off by room dividers
in which the small children can play while the mother observes her
handicapped child in school might be one solution to this problem.

I have seen instances where some teachers include the young siblings
in the therapy circle and in other activities of the classroom. This

gives the teacher an opportunity to study the relationship of the siblings
to each other and the mother when they are all together, as well as being
able to teach the brothers and sisters how to include the handicapped child
in their play situations.

3. Transportation was provided for both the children and parents who were
serving as aides. When there was no parent riding the bus an aide made the
trips to supervise the children and to assist the driver in handling them.
This took quite a bit of the aides time from the classroom.

Dissemination

1., 2., and3. Information will be disseminated in a written record
at the termination of the present Project and its continuating Project.

Dissemination by observation and visitation has been encouraged since
the beginning. There have been quite an assortment of visitors up to
this time. These have included college and university students who are
in the field of special education, community people who are interested
in educational activities, a movie photographer who was exploring the
field of exceptional children for a documentary film, parents who have
multiply handicapped children living in other areas who are interested
in gaining information about other programs. I am confident that as the
information becomes known about the nature of the classes there will
be many more visitors.

Recommendations

The children have continued to make definite progress. They are

still not completely adjusted to a school program and I am sure that
their progress will be even more pronounced next year.

Those children who are going into regular classrooms need to be given
extra special care to insure that they do not regress. It would be of
great value to the special teacher if it could be ar:-anged for her
to watch the child in the regular classroom situation. This would give her
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a better understanding of how he is adapting to the multiple stimuli
of the larger class population.

As mentioned in th,1 Interim Report there is still a need for
equipment: some light, colorful plastic big muscle equipment like the
illustration in the appendix. (Appendix X ) This kind of equipment
encourages imaginative play and group play. The colors are bright which
would be valuable for the deaf-blind children and the shapes Can be
manipulated in wonderful ways for perceptual-motor activities.

The auditory training equipment should be carefully evaluated. The

teachers have said that they would use the equipment for greater lengths
of time if each child had two ear molds and the equipment was changed to
tranducers. Since the value of the whole project is measured by the progress
of the children the amplifying equipment should be made as useful to the

children as possible. Most of these children have some residual hearing
the utilization of which will probably affect their placement in a regular
class more than any other single factor. The attached audiogram gives some
indication of the hearing level of each child. Any decibel recording of
95 db or under, with auditory training snd consistant amplification, can
be of great value to the child. (Appendix V)

A good maintenance policy for the auditory training equipment should
be developed. Some electronic equipment of this kind is very sensitive.
Equipment that is not functioning is the same as no equipment. Next to
the teacher probably the most valuable thing in the whole classroom is the
auditory training equipment.

The teachers are to be commended for the fine work that they have done
with the children to date. But next y,!,)r each teacher should be assured of
a full time aide that she coes not have to share with anyone so that her
time will be even more effective. The aides should be carefully chosen
because of their interest in this kind of work and should have some
instruction in how to work with these children. Helping the aides to
understand and utilize all of the language opportunities that are part of
a school day would result in additional lip reading, auditory training and
language experiences.

I would certainly recommend the continuation of the three classes. The

work that is being done here is invaluable. There is a great need of the

kind of information that will come out of these classes. Very little is
known about teaching these multiply handicapped children of this ag: group.
By refunding the program and continuing the classes many other districts
will be guided in setting up like programs.

submitted by

Kathryn O'Connor, M. A., M. Ed.
Educational Consultant

Lavolia Vails, M. A.
Coordinator of Evaluation --
Title II1, ESEA
Special Education Projects
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Appendix I

PSYCHOLOGICAL REPORT

Name: A Date of Birth: 10/23/64
Date Seen: 6/1/70

Tests Administered: Leiter International Performance Scale (Arthur
Adaptation), Performance Subtests from the
Wechsler Preschool and Primary Scale of Intelligence.

A_ is a five yea:, seven month old girl who is currently attending
special classes for visually and hearing impaired children in the
District of Columbia Public School System, She was seen on the above
date at her school and was generally quite a pleasant and cooperative
child with whom to work, She was rather subdued and quite serious
in her manner of relating but smiled appropriately on several occasions.
She has apparently learned to use the residual vision in her left
eye quite efficiently and when working with detailed visual stimuli
she would tilt her head so as to look directly with her left eye,
She was quite systematic in her approach to the tasks and on several occasions
displayed quite excellent perseverance. Her emotional reaction to both
her successes and her failures was quite restrained but it was clear
that she.enjoyed the former, She relied almost exclusively on
gestures for communination,

On Lae Leiter Scale A did not encounter any difficulty until
the sixth year level, At this point she passed half of the items
and had no further successes. This performance yields a Mental Age of
five years, nine months and an I.Q. of 103. A similar level of
performance is seen on the WPPSE where on three of the four subtests
administered she scored at or near the level expected for her age.
On the fourth subtest (Block Design) she displayed a rather exceptional
ability and perserverance and achieved at a level approximately one
standard deviation above the mean expected for her age. This performance
yields a prorated performance scale t.Q. of 104. There is no evidence
on any of the tests to suggest the presence of cognitive difficulties
which may lead to special learning problems.

For a child with A handicaps to achieve within the "everageY
range based on norms for non-handicapped children is, of course, to
suggest that her cognitive potential is most probably greater than
indicated by these scores and may well extend into the "high-average"
range. Although in general she is responding quite well to her
current school placement, her teacher reports that she has both good
and bad days, This is not too surprising in that she did strike me
as being a child who is capable of rather wide :loud swings, This
problem does not seem to be particularly serious at present and from
the teacher's comments it would appear that it is one that is improving
rather than getting worse. Average to above-average progress can be
expected from A in response to appropriate special educational
placement,

Robert H. Dowling, Ph.D.
2-19 Clinical Psychologist



Appendix II

MONTHLY REPORT
RUBELLA DEAF CLASS

Class Members: Ages:

C G 5-7

A M 70
J P 5-5
M S 5-8

R T 5-5

G Y 6-11

General Monthly Impression:

May was a month of new adjustments to be made and lots of work
to be done. With the entrance of two new girls into the clhisroom the
other children found that things were just a little bit different. Real
interaction, between class members began with self-discovery and initially
(often) 7ith some hostility. The completion of class enrollment up to six
has spurred classroom activity and individual performances even while
allowing more emotional conflicts. The two focal points of interest this
month were the rhythm band and the farm - neither of which are completed
units yet. The library was also a discovery point this month as we made
two visits to look at books and two visits to watch the gerbils. The
children's bean plants continue to grow and flourish also, much to each
child's delight.

Material Covered:

Books The Farm
Run and Play, Bank Street
The City-Country ABC, Marguerite Walters
The Green Grass Grows All Around, Hilde Hoffman
Everybody Has a House & Everybody Eats, Green
Numbers of Things, Oxenbury
All Falling Dawn, Lion & Graham
Let's Imagine Numbers, Wolf & Owett
Harold El the Purple Crayon, Crockett Johnson
Animal Babies, Yela; How Farms Help us, Beaty 6 Meuer
The Three Fears
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Records: Phoebe James' series

Tape: "DLM Familiar Sounds" "DLM Rhythm Band"

Film Strips: "Numbers 1-3", "Plants"

Trips: Oxen Hill Children's Farm
White House Concert

Language (a great deal of review this month)

bird big, bigger, biggest blow nest toy store

small smaller smallest leaves fish slow
pom-pom pet store plant bell look bubbles
feather drum farm stick barn xylophone
balloon traingle stem rooster wings butterfly
tape recorder loud turkey blocks tree spider
brush seeds pine cone farmer legs soft
symbals scarecrow arms rough violin wagon
fast

Numbers:
Colors:

1 to 6
all of basic one now, plus pink

Phrases: "I wear ." "I Eat "I play with .

"1 look at ." 'Stop." " is sitting down."
"Wait." " is standing up." "Play." "Turn around."
"Climb up." "Close your eyes." "Slide down." "Feel it."

Finger Plays: "Eency, Weency, spider"
"Open Them, Shut Them"
"Ball for Baby"

Song: "Let's Make a Circle", Hokey Pokey

Individual Progress:

C continues to behave in a most unpredictable
pattern. Depending on mood, her attention span may be as long
as forty minutes or as short as five. Her tolerance for frustration
continues to be very low as evidenced by the occasional need to wait
for lunches in the cafeteria and C Is resultant crying
tantrums, only subsiding when food arrives and occasionally not
even then She continues to tease incessantly and up until this

time we have not found an adequate way of removing reinforcement for
her behavior within the confines of the total group situation. She
also continues to refuse to use her lips in any directed manner
(eg. Blowing.)
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On the positive side we are finding that C is taking

more of an interest (and/or tolerance) in playing with toys in the room.

She has washed a doll appropriately, used a play telephone in an imitative
manner (even mouthing something), built with blocks more extensively than

ever before, crayoned successfully within a stencil and reacted pleasingly

to a cow noisemaker (obviously hearing the "moo").

A has never been in a school situation before this
placement, she is also seven years old with some fairly well-formed con-
ception of behavior, and as such has had some difficulty in adjusting.
She is often negative or terribly stubborn in the classroom situation;
she can also be painfully shy. When she does join the group for work
or attends to an individual therapy session I find that she is capable

of mastering the sOject matter. She is quite dependent on extrinsic
reinforcement for a task attempted or well-done. Without attention
A ceases to perform. Some improvement in this situation has been
noted from the beginning of this month to the end and much more is to
be expected as A becomes more accustomed to "school."

J is a little girl out to capture everyone's heart with
the perennial smile on her face - at least outside the classroom. Inside

the room I have found J_ eager to learn and participate but often
stubborn about compromising with the other children. It appears that
she often has her own way at home, as she turns quite negative to school
at the prospect of doing something she finds undesirable at the moment.
In general though she participates with energy in classroom activities,
enjoying immensly songs and fingerplays. J has malarticulated
but quite intelligible speech and a good deal of language. She should
progress well if placed in challenging situations in the future. Wok
with eye-hand coordination is very much needed in a remedial manner
though subject matter knowledge is readily grasped.

is improving to some degree it appears. In school I
note fewer crying sessions and less echolalia - signs that M is

more at ease in the classroom. Most encouraging though are his more
appropriate answers to questions; he often stops now to think out the
answers. Mrs. S has noted a great deal of improvement at home in
his language fluency - less jargon and more complete sentences.

Most startling this month though was M 's reactions to
exposure to Children with other behavior problems or strange language
usage. Both his mother and I were disturbed to find M quite
readily behaving in an imitative manner that is often difficult for him
to terminate.

R had a good month in May. Though sometimes losing the
personal attention he would have had before he seems to really like having
a full class. He enjoys other children even if his relations with them
are a bit storey. His success with the /m/ and /f/ sounds has not been
well verified; R has started work on phonics exercises for /m/ and
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/f/, not only understanding the direction but doing the exercises with

almost 100% accuracy. He knows that fish starts with /f/, an exciting
revelation he continually tells me about and he realized that /f/ and
/v/ look alike on the lips though production of /v/ is more difficult.
His general attempt at imitative lip movements are much more successful
than previously for all sounds. Distractibility and his mother, who
continues to neglect his hearing aid care, continue to be major problems.

G went through a negative period at the beginning of the
month similar to those he went through early in the semester. It seems
that he and A reinforced each other perfectly for a while, or if
A attended to a lesson G often didn't because of competion for
my attention from her, J and M . When it became clear that
he had to do his classwork at the cost of playtime later in the day he
became much more cooperative. G enjoyed our trips immensely this
month, as he attacks everything with unbounding enthusiasm and curiousity.
It is often difficult to answer all of G 's questions and keep up
with the other children too. Needless to say, progress is continual.
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Appendix III

Progress Report:
J P (age 5)

May - June 1970

J basically functions as a hard-of-hearing child. She

has a great deal of language and speech and is quick to pick up more.

Progress in this month is difficult to judge but the parents insist

there has been some.

Emotional Adjustment

J does well in almost any activity she partakes in, once

she begins. She is a happy outgoing child as long as she is doing what

she wants to do. Luckily J has language enough to be reasoned with

and talked to. In fact, she is quite "grown-up" in some ways. Her atten-

tion span is quite long and she loves learning new things. One thing

J does not like is being "controlled" - by having to hold hands,

walk in line in any but the lead position, etc. J wants to be first

in everything that happens in the classroom; she is more advanced than
the other children in class and she kilows it all too well.

Social Adjustment

When J wants to get along with the other children she
has nu difficulty at all, but she does not always want to. As mentioned

earlier, J seems to hold herself above some of the other children.
She is not very tolerant of their difficulties. There have been occasions

when a group activity was obstructed because J would not sit next to

a particular child. Otherwise J knows and understands the principles
of "sharing" and "friend."

Academic Progress

J is now using some new vocabulary related to the farm,
zoo, and science units we are covering. She learns songs quickly and
has excellent rhythm for music in general.

J 's language is quite good but needs a little correction
or filling-in at times. She is tolerant, and sometimes desirous, of this.
Her articulation errors are consistent and may in time need directed
attention as they are not spontaneously corrected with stimulation.

What may be J 's greatest problem is coordination. Fine
motor, eye-hand coordination, and even gross motor at times, are all some-
what deficient for her age level. She has a definite dominant left
laterality but she has not as yet learned to perform well with it. She

keeps trying though.
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Parental Relations

Mr. and Mrs. P are quite concerned about J anal

seem to be helping her at home. Mr. P brings J to school and

takes her home so contact is excellent. Mr. P will be coming into
the classroom one day next week; she very properly called and made the
appointment herself on schedule.

Recommendations

J should move up into the first grade special class, or
an advanced normal kindergarten with special education help on the side.
It is important that J be placed with very oral expressive children
as she can indeed handle this aspect of development. Very possibly she
could succeed in a normal first grade class with therapy on the side but
I am not sure. Suggestions will be given to the parents for the summer
and her name has been submitted for a special summer program for hearing
impaired youngsters.
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Names C

Appendix IV

PSYCHOLOGICAL REPORT

0 Date of Birth: 9/19/64
Date Seen' 6/7/70

Teats Administered' Selected Items from the Merrill-Palmer Scale of
Mental Tests, Vineland Social Maturity Scale.

C' is a five year, eight month old girl who is currently
enrolled in special classes for children with hearing impairments Ln
the District of Columbia Public School System, In her school records
there are numerous references to the presence of "organic behavior
problems," "withdrawn behavior" and "cerebral dysfunction!ng with
personality overlay." Psychologist Juan Shagan at the Handicapped
and Crippled Children's Unit at D.C. General Hospital saw C
in a form of therapy for approximately seven months prior to her
enrollment in her present program. In a combination, of a structured
work period using some operant techniques and a free play period it
was demonstrated that C could and would learn if it was
demanded of her. At the end of the therapy she was able to work up
to fifteen minutes without interruption. A highly structured preschool
program for deaf and brain damaged children was recommended alone with
the possibility of exploring medication that might control G
hyperactivity.

Q. is indeed a highly unusual child whose behavior is
extremely idiosyncratic. At times she displays a considerable degree
of autistic-like behavior but with people with whom she is familiar,
such as the teacher-aide, she will play and tease and smile. With me
she showed little or no affective reaction and, fog that matter, very
little reaction of any kind. She sat at the desk Ln the testing room
but tended to either stare at the walls or at the stimulus material
without doing very much with it. Her interest could not be aroused in
any of the items from the Leiter International Performance Scale but she
attempted a few of the items from the Merrill - Palmer Scale. She
showed the ability to match colors, place pegs in a peg board, complete
a complicated formboard, cut with a scissors and perform a simple
puzzle. She was hypoactive rather than hyperactive and the teacher-aide
commented that she was having an unusually quiet day. All of the
Merrill-Palmer items that she did complete were at a three year level or
below. She showed her greatest interest when given a blank sheet of
paper and a pencil and drew both horizontal and vertical lines in a
quite perseverative fashion but paid no attention to my attempts to get
her to draw a circle.

With the teacher-aide serving as the informant C typical
daily behavior was compared with the norms from the Vineland Social
Maturity Scale. She is performing many of the self-help skills expected
of children between two and three years of age and a few of those
generally expected of children three to four years of age. Because of her
failure on more "social" type of Items at the one and two year level



Name C G Date of Birth: 9/19/64
Date Seen: 6/1/70

her obtained "social age" on this scale was two years, eight months
which yields a "social quotient" of 46. C still needs consider-
abl4 help in dressing and although she will take the teacher-aide's
ham to indicate that she wishes to go to the bathroom, she still needs
sow:: help in caring for herself once there. Although she plays well by
herself and enjoys such things as a slidint, board, she is completely
alopf from the other children and does not care to play with them at
all'. The teacher-aide reported she had recently attempted to speak and
that her attention span is also improving.

In her report on C 's functioning Miss Shagan commented
to the effect that the upper limits of C potential could not
be determined but that it was highly probable thlt retarded functioning
and peculiar behavior problems would persist. I would agree whole-
heartedly with the implications of this comment namely that although
low level functioning and unusual behavior is quite likely, there is
probably a good deal that can be done to train and teach C_
and perhaps make her life more pleasant. I have no doubt that
cerebral dysfunctioning results in her living in a highly idiosyncratic
world where social and other st!muli have an entirely different meaning
than the Ao for most children. Although she needs individualized
attention it would be most advisable to continue her as a member of
tome sort of class which would at least provide the opportunity to respond
to social situations. There are, fortunately, so relatively few
children as severe in their degree of retarded and unusual behavior
as C that it is of course highly unlikely that a class for these
types of children would be available. Within the ,Public School
System perhaps the best alternative is to find a pracement similar to
that which she experienced this year where her presence and individualized
instruction periods do not interfere with other ongoing activities and
where, as indicated above, appropriate social stimulation is provided.
Her need for a high degree of structure in a learning situation, of
course, continues and I would further suggest the use of-operant
conditioning techniques in her training and education program to as
great extent as this Le possible.

4sj1 \10x-ii)(4v:r
Robert M. Dowling, Ph.D.
Clinical Psychologist
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Class' Mrs G

---71eitRecarded Class

Appendix V
Hearing Record

Frequency in Cycles per Second

250 500 1000 2000 4000 8000

Name Age Ear

.
Date of Test

C. G. 4-6 rt. 60 70 75 60 70 NR 3-25.69

if. 75 85 85 70 75 NR

J. P. 5.3 rt. 55 60 55 25 40 55 3-19-70

If. 60 60 55 25 40 55

R. T. 5-5 rt. NR NR NR 4-7.7035 NR

If, NR NR NR NR

G. Y. 6-7 rt. 75

5

90
5

75

0

65 75 I 12-19-69

If. 75 75 90 80 95

M, Medial file repUrts almo.t normal, hearing

A. N. New pup AI. No iudiogrom lit present
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Hearing Record

Classi Mrs. C

Frequency in Cycles per Second

Name Age Ear Date of TestO

A.G. 5-6 rt 100 95 105 4-4-70

if 100 105 90 100 100

L.O. 5-6 rt 75 80 95 100 100 NR 4-4-70

If
4

NR 75 90 80 85 65

J.N. 5-6 rt 95 90 80 90 4.4-70

If 80 85 95 90 95

D.P. 5-6 rt NR NR 100 85 NR NR 4-4-70

If NR NR 100 85 NR NR

T.M. 5-6 rt Co Id not cvidItion o respon 4-4-70

ff

*NR=no response
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Class: Mr;.

Hearing Record

Frequency in Cycles par Second

250 500 1000 2000 4000 8000

Name Age Ear
ate of TestD

A.L. 6-3 rt. 65 95 100 110 5.13-70

If. 40 50 40 55 75

w.8. 4.0 rt. NR 90 90 110 NR 8.14.69

If. 50 50 55 35 10

R.F. 5.5 rt. 45 55 60 55 60 5.18 -70

It. 50 45 50 45 45

K.G. 4.0 rt. 65 75 80 70 75 5-5.70

It. 60 75 80

1

70 75

$,..5. 3-5 I -t. 90 90 100 105 110 3.4-70

it. 80 103 110 110

11

F.P. 8.3 rt. 4,, 65 75 85 85 9.19-fl

If. N4 N4 144 NR NR

N4 ./=, 80 7- 75

If. ID: 13) 132, 95 1J3

':"Nq:no response
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Appendix VI
PSYCHOLOGICAL REPORT

Names J N Date of Births 11/21/64
Date Seen: 6/2/70

Tests Administered' Merrill-Palmer Scale of Mental Tests, Vineland
Social Maturity Scale.

is a five year, six month old boy who is currently enrolled
in special classes for visually and hearing impaired children in the
District of Columbia Public School System, In many ways he behaves like
a child who had very little social or other stimulation during his
early years. That is, he generally keeps to himself and has only
recently begun to relate to his classmates in a "parallel play"
fashion. He expect' things to be done to him and for him and will at
times quite actively resist doing things for himself. There has been
very significant improvement in this regard during his year at school
and he has'responded quite well to his teacher's gentle but firm
insistence.

With me he related in a very impersonal way and was only
minimally cooperative. The presence of Mrs. Cheng, his teacher, was
quite helpful with regard to the latter and it was possible to
'administer quite a few of the Merrill-Palmer Scale items. J 'a

visual handicap is apparently quite severe and in his attitude of
"being done to" rather than "doing for himself" he does not use his
hands in an exploratory or information seeking way to the extent
that one might expect.

On the Merrili-Palmer Scale J was able to match colors and
showed the ability to learn from experience when the tasks, such as
the Seguin Formboard, were repeated. On this latter task, for
example, he began to use his hands to gain information about the
shape of the geometric design and to search out its aw?ropriate
recess in the formboard, He performed this task at approximately the
3-3.5 year level. With considerable external insistence he persevered
on a task requiring the matching of the silhouette of common objects
(Decroly Matching Game) and performed on this task at approximately
the 4-4.5 year level. In general, however, he had very few successes
beyond thg.2452.x241.221,21 and formal scoring of the Merrill-Palmer
Scale results in a mental age of two years, eight months and an
of 48, It should be kept in mind that it was possible to administer
so relatively few items that formal scoring of this test is of quite
questionable validity. The results should be taken as a very rough
estimate of his present level of functioning and in no way indicative
of his potential.

The reliability of this estimate of his present level of function-
ing is supported by comparison of his every day behavior with the norms
from the Vineland Social Maturity Scale. With Mrs. C' as the
informant this revealed that J is performing approximately half of
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PSYCHOLOGICAL REPORT

Names J N Date of Births 11/21/64
Date seen: 6/2/70

the social and self-41elp skills expected of children two to three
years of age and none of those beyond that point. This yields a

bOuthtliennctil:e::144,**IcretiroiriiinffejttXttttaminedan:ndne:d:shcelPl
and undressing himself, Most of the self-help skills that he is
capable of have been taught him in school in a very precise manner
such as showing him exactly what motions to go through in order to
wash and dry his hands. He is beginning now to relate both to adults
and his classmates in a somewhat more outgoing way and just recently
be has started using a crayon but makes only a scribbling back and
forth motions.

Although it is quite likely that J will always
function at a significantly below average level I am equally convinced
that his developmental potental extends considerably beyond the level
indicated by the above scores. From all reports J was apparently
doing little more than vegetating less than nine' months ago and
during this period of time he has made quite significant gains.
Continuation of an educational situation similar to that which he
experienced this year seems indicated and it may well be quite a
while before we are able to make a reasonably accurate estimate of
his potential. Continued significant gains can be expected in the
next school year particularly if the recent changes in his way of
relating to other children are a harbinger of a new mode of interacting
with others.

Robert M. Dowling, Ph.D.
Clinical Psychologist
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Appendix VII'

Report of Parent Conference

Teacher: Mrs. A. D -Kindergarten-Severely Hearing Impaired-Rubella

Parent: Miss T , mother of R

Date: November 25,1969

Miss T is a pleasant, easy going woman. R is the
middle child; a brother, M , age 6; a sister, D , age two years,
are both normal children. Miss T had a miscarriage about six weeks
ago. The father of all three is Mr. Y , who is too irresponsible for
marriage, but he pays the rent and the. food bills. He is employed at the
McBridas warehouse at Landover, Maryland. Miss T Ins not work but
receives help from her mother and brothers.

R is 5.1. He attended summerischool at Crippled Child-
rens, but there is no winter program.

has a Zenith Hearing Aid given to him by Children's
Speech and Hearin; Center, but apparently had no thnraphy. Hi5 mother
says he can say 'Mamma" and "Barbara", but has no other speech.

R_ wears & leg brace on his left leg, but only at night.
R was a seven months baby. The mother apparently had

rubella. Ea stayed in t'nc hospital until he was almost two years old.
After 11,4 was released the mother noticed he was not progressing like the
other children and took him to Children's Hospital for examination.

rr
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Appendix Vli

Report of Parent Conference

Teacher: Mrs. A D. -Kindergarten-Severely Hearing Impaired-Rubella

Parent: Mrs.E mother of p

Date: November 24,1959

D has been absent for a week with measles. Mrs. E came
in at 10 o'clock this morning and brought D to school because he cries
when he is unable to attend school. In fact, he awakens his mother on Sat-
urdays and Sundays to,tell her it is time for school.

D is on new medication to calm him down. lie is very agreeable,
pleasant and cooperative in school. His mother says he is good most of the
time at home, but a couple of weeks ago he took crayons and magic markers
and scribbled all over the newly painted walls. He of course does this when
no one is watching. His mother says he does nop stay "out" when he has seiz-
ures, but revives immediately.

D lives with his mother; his father is serving rime for burg-
ulary; his L,te3-grand-father is also in the house as is his grano-father.
His grandfather often disappears for several days an a little binge. The
grandmother is very fond of D and often rocks him for several hours until
he falls asleep. The grandmother has been gone for two weeks and the mother
has lain down next to D._ whereupon he has fallen asleep. It was suggested
that this practice be continued to replace the rocking.

The mother has tremendous problems. She is living on a $50.00 per
week compensation which runs out January 3rd. She will apply for welfare at
this time. She has been on a job training course to be a punch press
operator. She was forced to discontinue this three weeks age when her child-
ren had the measles, but hopes, to resume the training when the new course
starts in March.

Mrs. E has a severe articulation problem-evidenced in D s
speech. She has an upper but no lower plate. Apparently there is a problem
in fitting a lower one. I suggested she take care of this immediately, and
that I would be glad to help with a recommendation.

Mrs. E is very anxious for D . Apparently if is the
light of the fathers life. Mrs. E thinks his difficulty started when he
fell out of the crib at the age of 'two. She took him to D.C.' General at about
two and a half years of age because he was not progressing like the other
children.
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Appendix VIII

REPORT OF PARENTS' MEETING

Tuesday, May 26, 1970

The meeting began with a talk by Mrs. Peggy Gorham, Director
a the Information Center for Handicapped Children. Mrs. Gorham
discussed the work of the Center and some of her personal feelings
and experiences as the mother of a profoundly handicapped child.

There was a general discussion which primarily centered around
summer programs.

Dr. Wolf explained the reascn for the cancellation of our
planned benefit and the fact that Mr. Harry Grief, the President
of the Friends of the Developmental Center was moving out of town.
She suggested that the parents select new representatives to the
"Friends" to work with the Center on various projects and causes
including:

A. Speaking to appropriate representatives concerning

(1) Passage of proposals for funding
(2) Improved bus services

B. Ideas for raising funds for teachers to use to make
direct purchases.

C. General communication about meetings, special trips,
notification about television or radio shows, etc.

Mrs. M volunteered to be the president, and Mr.
volunteered Mrs. T as vice president. All other parents
gave their support.

Parents present were:

Mr. T
Mrs. M
Mrs. J
Mrs. G
Mrs. J
Mrs. G
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Report: of Parents' Meeting, May 26, 1970 (cont'd)

Parents selected to represent groups were.:

Aphasic class - Mrs. H
Mrs. T

Mrs. Duffy's class - Mrs. J
Mrs. G

Mrs. Young's class - Mrs. C

Mrs. Cheng's class - Mrs. W

Mrs. M will be given a complete list of (1) our
parents, and (2) Board members and the wards they represent.
This list will be mailed to all parents.

cc: Mrs. O'Connor
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Appendix IX
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Appendix X
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Final Evaluation Report

ESEA Title III Special Education Project

Seriously Emotionally Handicapped: A Program Bascd on Principles
of Behavior Modification

Prepared by: Dr. Shlomo Cohen, Ph.D.
Director, Behavior Modification Project
Anne Arundel Training Center



Project Summary

Title: Seriously Emotionally Handicapped: A Program Based on Principles
of Behavior Modification

Group Served: Socially, emotionally, maladjusted children who were
previously uncontrollable and uncontainable in a public
school milieu.

Project Location: Six elementary schools: Amidon, Barnard, Clark,
Giddings, Perry and Van Ness (after several weeks,
the programs operated at 4 of these schools)

Title III Funds Allocated: $29,416

Number of Children Served: 53 (Initially the number was 48)

Background and Rationale:

Seven hundred sinty-one children had been identified in the District
as emotionally handicapped. Some of these children were in social adjust-
ment classes, some were in other programs or agencies for the emotionally
handicapped. Many of these children were outside the regular classroom
because of behavior problems. Sufficient facilities to accommodate these
children are inadequate in the Public School System. Private institutions
are beyond the means of most parents with handicapped children.

Research has shown that principles of Behavior Modification applied
to educationally related problems of the emotionally handicapped have
netted very positive results. With this in mind, a program, with consider-
ably lower per-pupil costs than in the District's public schools, was
designed to provide full -time instruction to meet the individual academic
and social needs o: these children within the District's classrooms.

Project Objectives:

The specific objectives of the proposal were as follows:

1. To conduct systematic, empirical research to demonstrate the
effectiveness of behavior modification as an educational technique for
work with seriously, emotionally, socially Landicapped children.

2. To provide a full-tire instructional program for seriously
emotionally handicapped children specificilly geared to eliminate their
undesirable behavior and return them to the mainstreem of public school
education.

3. To involve the parents of the children in the total educational
program through participation in ClatiRtOOR teaching as pare- professionals
followed by group seminars and discussions.

P
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4. To provide a laboratory-classroom setting for the in-service
training of teachers and graduate students concerned with the education
of emotionally handicapped children.

Project Methodology:

The principles of Behavior Modification were utilized with fifty-
three seriously emotionally handicapped children distributed initially
in six classes and finally concentrated in four classes. At first the
Behavior Modification techniques were applied within an Engineered
Classroom setting patterned after P.M. Hewett's models in California.
Because of a variety of problems, both practical and theoretical,
the staff developed modifications to the Engineered Classroom and after
a few weeks implemented i modified program entitled Designed Individual-
ized Learning Experiences (DILE). A full-time instructional program was
geared specifically to meet individual needs and to eliminate undesira-
ble behaviors. The goal was to return the children to the mainstream
of public school education.

Evaluation Plan:

In conjunction with a built-in plan of continual evaluation by
the project staff, a consultant with expertise in Behavior Modification
principles evaluated the project. The consultant's evaluation was
based primarily upon information gleaned from direct observation in the
classrooms, from discussions with teachers, aides, school administrators,
and project administrators. Other information was obtained from teacher
records and school records.

Results:

Prior to the consultant's evaluation, the project Director and
staff realized that the original design of the Engineered Classroom was
inappropriate. The necessary modifications were made and a program of
Designed Individualized Learning Experiences (DILE) was implemented.
Initially, in the Engineered Classroom, the students were not respond-
ing positively to the training; following the implementation of a more
individualised program based on individual needs and problems, the
children moved with more positive direction. The result was more desired
behavior and increased student progress both academically and socially.
No staff training program was established. There was no parent program.
Because the staff were not trained in data collection, conclusive evalu-
ation was difficult.

Consultant's Comments and Recommenlations:

The consultant's four major recommendations are:

1. An on-going staff training program should be developed
2. A patent program should be established
3. School administrations should be included in planning and

developing the program
4. A well-planned evaluation program should be designed and

implemented
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The consultan% emphasized that although the program was not
successful in all the specified objectives, there were unwritten
objectives which were fulfilled that were commendable. A design
relevant to the needs of each student was developed. A learning
situation was developed in the process of shifting from the Engineered
Classroom to the DILE Classroom. The consultant expressed the belief
that, despite several weaknesses, the project was one of great potential
with valuable implications for the public educational cyst. .t.
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Abstract
Final TWETWEEZin Report

Title: Seriously Emotionally Handicapped: A Program Based on Principles
of Behavior Modification

Background:

As of March 1, 1969, 761 children in the District of Columbia
had been identified as emotionally handicapped. Five hunired thirty-
six children are presently in Social Adjustment classes because of
behavior problems. Others have been removed entirely from a class-
room setting and receive instruction from the Visiting Instruction
Corps of teachers, placed in institutional programs, and some children
are trained in their home for one hour per day, two days per week.

Because of the great increase of children who will be identified
as "socially, emotionally, maladjusted," there will not be sufficient
facilities to accommodate them. Tuition at private institutions will
be beyond the reach of most of these children. The cost to the Public
Schools is $4,000 or more per year, per child. For an approximate
cost of $2,600, these children could be pro%ided with a full-time
instructional program within the District's classrooms. Such a pro-
gram would be delligned to meet individual academic and social needs.

Empirical research studies which have applied the principles of
Behavior Modification to specific educational problems relating to
the emotionally handicapped child have shown dramatic results. It is
to this end that a program is proposed.

Director: Cr. Stanley Jackson

Location: Six elementary schools: Amidon, Barnard, Clark, Giddings,
Perty and Van Ness

Nice: June 1, 1969 - September 30, 1970

Target Population: Forty-eight seriously emotionally, socially
handicapped children atteriing school in the
Public Schools of the District of Coluabia on
a full-time baste will be identified. Preference
will be given to those children considered to be
most seriously handicapped providing they meet
other criteria for selection.

Staff: One Director, 6 Teachers, and 6 Teacher Aides

Cost: $29,416
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Purpose: The primary purpose is to conduct systematic empirical
research to demonstrate the effectiveness of Behavior
Modification as an educational technique for work with
seriously emotionally, socially handicapped children,
to conduct a full-time instructional program geared
specifically to eliminate the undesirable behaviors of
the children; and eventually return them to the main-
stream of Public School Education. Parental involvement
and in-aervice training will be inherent in the project
implementation.
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EVALUATION OF A PROJECT UTILIZING PRINCIPLES OF BEHAVIOR MOuilitATION

TO PROVIDE EDUCATIONAL PROGRAMS FOR SERIOUSLY EMOTIONALLY HANDICAPPED

CHILDREN

Abstract

Purpose:

The purpose of the work which culminated in this report was to

evaluate the project to apply behavior modification techniques in the

education of seriously emotionally handicapped children. The nine month

program was designed to create throughout the inner-city six elementary

school classrooms in which previously uncontrollable and uncontainable

students would make academic progress in environments utilizing behavior

modification techniques. The project was to provide training programs
for staff and parents in addition to demonstrating academic and social
progress of the children.

Procedures:

Information about the programs was obtained by means of direct
observation in the classrooms, discussions with teachers, aides, school
administrators, and project administration. Additional information will

gathered from teacher records and school records.

Findings:

The original design of the program was inappropriate and modified
accordingly. Before the modifications occurred, two of the six classrooms

were closed. Children who previously were neither contained nor controlled
in classrooms appeared to be sitting happily in classrooms and making
academic and social progress. Neither a staff training program nor a
parent program was established. Staff were not trained in data collection
and therefore, little usable data was available for a conclusive wAlu-
ation.

The lack of a specified control group left most of the research

questions unanswered. Problems existed in the communication between

project administration and the various school administrations.

Recommendations:

The major recommendations are:

1. An ongoing staff training program should be developed.
2. A parent program should be established.
3. School administrations should be included in planning

and developing the program.
4. A well planned evaluation program should be designed

and implemehted.

Fm..1111,
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Introduction

For the past decade, psychologists and educators in increasing

numbers have been turning to the application of behavioral techniques
in treating d wide variety of problems, generally resistant to more
traditional clinical approaches (Ullman & Krasner, 1965; Krumboltz

Thoreson, 1969). Particularly, there has been a move toward the use of

behavioral technology in education. This movement has achieved such

momentum that a national conference devoted specifically to "Applied

Behavioral Analysis in Education" was recently told (April, 7970) at the
University of Kansas. It is therefore understandable and desirable that
behavior modification techniques be investigated as a possible method-
ology for helping to solve the problems of emotionally handicapped
students within the D. C. Public School System.

On April 23, 19(9, the Advisory Committee for Special Education
recommended funding by the Office of Education (DREW) cf the project
proposal in the amount of $28,000 for the period extending from June 1,
1969 to September 'A, 1970. The project was funded in May, 1969. The
project was to foot:: on forty-eight (48) severely emotionally handicapped
children who were viaced either in special ad!ustment classes, were
attending school :-Irt-time, or were excluded entirely from school and
were receiving h, instruction. The Department of Pupil Personnel
Services of the r. t, Schools was charged with selecting the 48 children.

The specific Acctives of the proposal were as follows:

A. To i it systematic, empirical research to demonstrate
the f.2tiveness of behavior modification as an educa-
tionA technique for work Ath seriously, emotionally,
socially handicapped children.

B. To p- vile a full-time instructional program for
Set, ,v emotionally handicapped children specifically
geartd to eliminate their undesirable behavior and return
them to the mainstream of public school education.

C. To involve the parents of the children in the total educa-
tional program through participation in classroom teaching
as paraprofessionals followed by group seminars and
discussions.

D. To provide a laboratory-classroom setting for the in-service
training of teachers and graduate students concerned with
the education of emotionally handicapped children.

It was further hoped that a packaged, in-service training program for
special education teachers would result from the in-service training pro-
gram of the project.

The proposal called for six clarsrooss physically adapted for obser-
vation purposes, the use of video tape equipment in observing and train-
ing, and the use of behavior modification techniques (principally a

3-8



token (checkmark reward) system and a time-out (punishment) system) in
bringing about desirable changes in the social and academic behaviors
of the students in the classrooms.

The 48 children who were accepted into the program were to have
been referred by the Department of Pupil Personnel Services, were to
have WISC or S-B I.Q.'s between 85-113, and were to be free from primary
physical handicap. Sections of the Wide Range Achievement Tests (WRAT)
and California Achievement Test (CAT) were to be administered before,
during, and after the treatment program in a design using each student
as his own control.

In specifying some of the concerns in evaluating the use of a token
economy, the proposal also posed the following questions.

(1) What is the effect of a token system on seriously emotionally
handicapped children who previously have been in regular
classes?

(2) What is the effect of a token system on emotionally handicapped
children who previously have been in small individualized
classes which did not employ such a token system?

(3) What will be the effect of abruptly withdrawing the token system
from a class of emotionally handicapped children who have become
accustomed to it?

A design employing control groups to investigate these questions was proposed.
An elaborate observation program to measure time on task was also outlined
as part of the experiment. Time on task was to be a primary dependent
variable.

The Department of Pupil Personnel Services was slow to assign stu-
dents to the special project classrooms. It was anticipated that 6 class-
rooms would begin operation on September 24, 1969. On October 1, 1969,
a letter was sent to Pupil Personnel Services stressing the importance
of quickly selecting the subjects and control children for the project.
The engineered classrooms actually began operation toward the middle of
October.

One classroom was set up in each of five community elementary schools:
Barnard, Clark, Giddings, Van Ness and Amidon. An additional classroom
was established at Perry School, for students throughout the city who
had been assigned to home instruction. All project personnel interviewed
indicated that the engineered classroom was successful for the first two
weeks, "until the novelty wore off." The situations in Van Ness and
Amidon Schools became so untenable, that the project was asked to leave
those schools (Details, Appendix E). In the remaining four schools, changes
were made in contingency management procedures so that a somewhat different
and more effective program evolved to meet the needs of the target popu-
lation.
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I ro riateness of the Engineered Classroom

Engineered classrooms have been effective in enhancing the academic
and social progress of students in various school districts, mostly in
California. There is legitimate question, however, as to the appropri-
ateness of lifting a totally designed classroom from one region and
transplanting it to another. It is the contention of this author that
after one decides on a behavior modification approach, an appropriate
procedure is to utilize the skills of area experts in building the
program. (It is the understanding of this writer that this suggestion
has been acted upon for FY 1971-72.) The Washington, D. C. Area has a
relatively large number of professionals of national repute who are com-
petent in the application of behavior modification in educational settings.
Recruiting the expertise of local professionals might have prevented some
of the initial failures of the present project.

There is question on theoretical grounds as to some of the proced-
ures described as part of E.C. For instance, the design calls for:
(1) a specific number of checkmarks to be given to students for specified
tasks such as starting an assignment, (2) checkmarks being given out
after a specified periLd of time has elapsed, and (3) the design also
states that "extra checkmarks might be given a particular child when
necessary for motivation" (Hewett, 1967). In a design which is to guaran-
tee student success, aim toward individualizing instruction, and strengthen
(through token and social reinforcement) desirable behaviors, the above
three statements are questionable. The first statement does not consider
that students may come into the class situation at different levels.
It assumes that all students are equally skillful in the specified tasks
and, therefore should receive the same specified reward. This is contrary
to a behavior modification approach, which considers the current level of
student performance and which, through the systematic use of shaping and
fading procedures, gradually and effectively builds the behavioral reper-
toire of the individual. The second statement regarding the time criterion
for delivering reinforcement is also (initially) contrary to a behavior
modification approach. The criterion for delivering reinforcement (in
the initial states of a program to develop behaviors) should be a behavioral
criterion. That is, when an appropriate behavior is emitted, it should
be reinforced immediately, not five minutes after emission. This is
particularly the case when one is dealing with fragile behaviors, like
those of most of the students in the E. C. project. The third statement
regarding " extra checkmarks when necessary for motivation" is particularly
disturbing to this writer. One may speculate that a teacher would arrive
at the conclusion that more motivation of the student is necessary when
the student is not working, or doing something other than working such as
fidgeting, dropping utensils, yawning, sleeping, etc. What Hewett (1967)
seems to suggest is that the child emitting these undesirable behaviors
is not moti,,ated and therefore, should be given a few extra checkmarks to
motivate hin. Principles of behavior modification state that those behaviors
followed by reinforcement are reinforced and therefore, the teacher who
delivers checkmarks while or after a student is not working is reinforcing
behaviors other than (and often incompatible with) work. (This is an
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unfortunate instance of employing a behavioral model, but not behavioral

criteria. Motivation or lack of it, is not a behavioral fact, but a

hypothesized internal state.)

Before December, the classes at Van Ness and Amidon were closed

down. One class remained at each of Barnard, Clark, Giddings, and

Perry.

Evolution of Project DILE

In response to the two classes that failed (Details, Appendix 0 and to

continuing difficulties with E.C. (and other aspects of the program,
e.g., lack of project staff meetings) some alterations of the program

began to evolve. This evolution resulted in a new project called Design

Individualized Learning Environments (D.I.L.E.). Project DILE had cer-

tain advantages over the E.C. Model. For one, DILE was built with the
knowledge and experience gained from attempts with E.C. Also DILE

borrowed heavily from E.C. and retained those aspects which seemed
appropriate to the four classroom situations. DILE seems to be flexible,
and instruction is individualized. DILE staff members employ behavioral
criteria in place of time criteria (for dispensing checkmarks). Very

important, however, is the fact that many curriculum materials unavail-
able to E.C. became available to DILE. The importance of good curriculum
materials cannot be underestimated in any educational setting. In an
educational setting striving to individualize the academic process, good
curriculum materials are even more important.

In an individualized academic demonstration project such as DILE
the criteria for curriculum materials should include: (1) materials
programmed in such a way as to maintain individual seat-work supplemented
by occasional teacher assistance; (2) materials which gradually increase
the behavioral demands on the student; (3) materials which have built-in
pre- and post-tests and frequent progress checks, so that feedback
regarding student progress is constantly available.

Sullivan and SRA reading materials, as well as the reading program
for the Borg-Warner System 80 teaching machine satisfy these criteria,
although project leadership did emphasize that IPI reading materials were
eagerly awaited. The reading program is supplemented by the BANK Street
reading program. Individualized Prescribed Instruction (IPI), materials
form the basis of the mathematics program. The IPI materials seem to be
excellent when evaluated against the criteria specified above. A
serious fault in the DILE project at present is the lack of Science and
Social Studies curriculum materials. In view of the scarcity of good
commercially prepared programs known to DILE staff members, DILE person-
nel are presently building a program for Social Studies and a program
for Science. The remainder of this report will deal with the evaluation
of the DILE Classrooms in Barnard, Clark, Ferry, and Giddings Schools.
(Details, Appendices A, B, C, and D).
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Students in DILE Classrooms

The classes in the four schools are populated by students, each of

whom has a history of academic failure (of one kind or another) and/or

social maladjustment. Several reports from the Department of Pupil
Personnel Services have described some of the individual children as
"lethargic," "inept in practical social relations," "seeing himself
as inadequate," "withdrawn," "repressing tendencies to act out hostile

feelings," "having perceptual problems," "disruptive," "noisy,"
"inattentive," "impulsive," "inclined toward acting out," "aggressive,"
"displaying immature mannerisms," "in need of warmth," "moody," "prone
to sudden outbursts," "lacking self-control," "hyperactive," "having

poor emotional stability," "having feelings of insecurity," "having
little initiate," "academically retarded," "lacking self-confidence,"
"irresponsible in behavior," "attention-seeking," "needing to strengthen
his self-image," "defying authority," "having significant emotional
turmoil within," "enduring many inner stresses and insecurities,"
"totally out of contact with the immediate surroundings," "listless,"
and "having a gross learning deficiency." Although the reliability of
the above labels is questionable, there is no question that the students
selected to be admitted to the project classrooms were not being effect-
ively dealt with by the school system, and that they had posed problems
(some for quite a while) for the schools in which they were enrolled.
Further evidence to support this contention can be seen in the more than
usual number of school and/or teacher transfers which are on the records
of the students. Thus, any evidence suggesting progress of these child-
ren, must be viewed as great success, in view of the feet that numerous
previous attempts to work with these children have unequivocally failed.

Classes at Barnard, Clark, Perry and Giddings Elementary Schools

Barnard

On Tuesday, March 17, the present author visited Barnard School
from 8:55 A.M. to 5:05 P.M. The following report is a summary of the
more complete account of that visit (Details, Appendix A).

Mrs. S., the school principal supports the program, and indicated
that it is better than it was. She expressed hopes that the program
would be continued in her school during the coming year.

The DILE classroom is staffed by one teacher, two aides, and in-
cludes eight students. The teacher described each class member as
"at least one and a half years behind his grade placement."

The physical layouts of the DILE classrooms in the four different
schools are essentially the same. At Barnard, in the center of the room
are tables which serve as desks. Around the room are various activity
centers. One center houses carrels with a teaching machine; a second
center has a carrel with a typewriter; a third center houses the phono-
graph and records; a fourth center has a table as a science area; and
a fifth center is a communications area. Displayn of student work could
be seen on some bulletin boards.
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The basic objective of the program is "to get students to return to

the normal classroom situation both behaviorally and academically."

Other more immediate goals for all students are: (1) to get students

to raisz their hands; (2) to get students to remain quietly in their

seats; (3) to get students to do academic work; (4) to get students to
remain in the particular area in which they are working. Individualized

goals relevant to the particular behavioral problems of individual stu-
dents are also formulated. For one student the staff may be attempting
to strengthen "sitting straight rather than tipping the chair;" while
for a second student, the staff may be trying to strengthen "appropri-
ate facial gestures."

Class Routine '

As each student arrives in the morning, he retrives his work record
from the bulletin board. On the work record card is a grid of 150 squares
into which staff members enter checkmarks. When the card is filled with
150 checks, it may be exchanged for a reward. Checkmarks are earned when
students emit appropriate academic and social behaviors. When the stu-
dent retrieves his work record card, he goes to his desk and begins an
order task. This is usually a simple task, such as connecting numbered
dots, or looking up words in the "Pictionary." Upon completion of the
order task, a student receives some checks and his work folder from which
he may choose assignments. Different assignments earn different amounts
of checks, and some latitude exists so that the skill level of each stu-
dent may be considered. Generally, Sullivan reading materials are
emphasized in the early period, although other reading and math assign-
ments may be chosen by a student. As the assignments are completed,
academic checkmarks may be earned. Social checkmarks may be earned at
any time. The initial work period extends fro: 9:15 A.M. to 10:40 A.M.
During this period students may also sign up to work through programs
on the Borg-Warner System 80 teaching machine. Students are eager to
work on this machine as is evidenced by the machine's constant use.
This suggests the possibility that students buy the use of the machine.
Morning recess generally exterds for 30-45 minutes and is followed by
a forty-minute period described by an aide as "the mast difficult time
of the day." This is the period before lunch when a variety of activi-
ties takes place in an environment less structured than that preceeding
recess. Some students continue to work from folders; other students
visit various centers in the room and still others appear to be just
waiting for the lunch period. During lunch, some students go home,
others eat in the classroom. When the children who remain in the class-
room have finished their lunches, they play with the classroom equip-
ment, such as records, musical instruments, games, toys, etc.

At Barnard, afternoon session is generally devoted to developing
academic and social behaviors in group activities rather than individual
activities. After lunch, a story reading activity took place. The
students sat on chairs around the teacher who read for 15-20 minutes.
Checkmarks were given out to students who sat appropriately and to stu-
dents who correctly answered questions. Following the group story activi-
ty, an aide led a group map making activity, which required the use of
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Raper and paste. Within 20 minutes, staff members were w4. ing :he
students (in place of directing them) work. (This is certainly an
excellent way to develop desirable social behaviors controlled by social
peers rather than by staff). Staff members resumed the leadership of
the activity before trouble began, thus responding to desirable social
behavior, rather than to undesirable behavior. At approximately 2:00 P.M.,
afternoon recess began. Afternoon recess may be extended for the complete
hour, depending on how well the students behave. At 3:00 P.M. the stu-

dents leave for home. Immediately prior to lunch and immediately prior
to going home, students may exchange the filled-in work record cards for
rewards. Rewards used generally include small toys, candy, and magic
marker pens. Cards need notbe exchanged however, as evidenced by several
students who are saving cards in order to gain more valuable (and
expensive) reinforcers.

When undesirable behaviors are emitted by students, staff members are
to either ignore the behavior, punish it by adding more squares to the
work record card, or place the child in time-out. As in many other settings
in which aversive control is employed, '.t is not effective in DILE class-
rooms. Aversive control is not effective in 1.t.iq setting for a number of
reasons, primarily among them being that the staF members are inadequately
trained in the application of behavior modificatioo principles. First,

staf2 members do not succeed in ignoring undesirable behavior. Instead,
they respond with warnings and threats (possible reinforcing consequences)
to undesirable behavior. Secondly, the requirement of more academic work
(in order to earn the checkmarks required to fill in additional squares)
may not be aversive, a5 staff members assume. Third, and most disturbing,
the time-out procedures are very poorly managed. The teacher at Barnard
views time-out as "removal of the child from the classroom where he can
go somewhere for a cooling-off period and talk it out with a staff member."
If this is an accurate description of the use of time-out at Barnard, then
students might "work" to have the opportunity to "talk it out" with a
staff member in the corridor. Time-out, like other aversive techniques,
focuses the attention of the staff member on undesirable behavior. By
giving the staff member a punisher, we increase the probability that he
will punish. Instead, perhaps, "X's" next to a student's name on the
board should be written when the student emits a desirable response.
These "X's" could then be used as tokens.

The general impression in the Barnard class is one of good progress.
Students, unsuccessful in previous settings, sit relatively quietly and
uninterrupted for periods as long as an hour. During the entire day at
Barnard, no behavior was observed that could be labeled bizarre. Students
seemed interested and happy in this setting.

Some failings of the program result from inadequate training of
staff in principles of behavior modification. A second major failing of
the program is that there has not been an ongoing evaluation procedure
built into the program. Testing prior to the program was haphazard and
data on some students are lacking.
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Furthermore, there seem to be many lost opportunities for using
natural events in the school setting as reinforcers. Such things as
opportunity to be a teacher's aide, give out milk, bring back lunches
for others, sit in class with shoes off, sit near a friend, recess, etc.,
are potential reinforcers which can be systematically built into programs
at no expense to the teacher or school. These items were not, however,
used as reinforcers in the Barnard class; possibly because the staff was
not trained in locating and specifying reinforcers for students. Some
staff members continue to have faith in an "inner disturbance" model
as the appropriate one for explaining the behavior of these children.
At Barnard, a staff member said, "Recess is free; it is not contingent on
good social and academic performances. This is necessary because the
children need the recess and it is precisely the ones who can't buy it
who need the recess the most." The implication here is that it is the dis-
ruptive "disturbed" students who should get recess (because he is
"disturbed" and disruptive). Reinforcement theory suggests this is an
effective way to teach children to be disruptive and "disturbed."

A good technique employed by the staff at Barnard (and the other
schools) is the immediate responses to a student who has raised his
hand. Staff members would say, "I see your hand, I'm coming over"
immediately after a hand is raised. This reinforces hand raising and
also preempts calling out. However, observation revealed that teachers
approached individual working students only after a hand was raised.
Hands are raised when students finish work, encounter difficulties, or
ask questions. Thus, the contingencies of reinforcement set-up by this
intervention procedure, strengthen "encountering difficulty." Staff
should also respond to students in positive ways at times when their
hands are not raised. Staff members should reward students for good
work as they are doing it, not only when they are "stuck." A slogan
of Dr. Wesley Becker is an appropriate guideline with respect to the
above. "Catch a child being good!" In other words, staff members should
be reinforcing desirable behaviors all the time, not only after a hand is
raised.

Another failing of the program is the lack of an observation program.
Two suggestions are relevant here. One, all 'staff should be trained in
techniques of observation and should occasionally serve as observers in
their own, or in other project classrooms. This would not only provide
useful process data, but would allow staff members to view classes other
than their own, and also might provide for better use of staff time.
Often, staff members wait in the back of the room for students to raise
their hands. Instead, staff members could either be involved in an obser-
vation program, or in the preparing of materials. A second suggestion is
to have other teachers in the school spend short periods of time as obser-
vers in the DILE classrooms. This would allow all school staff to be in-
volved in the project and to get a better understanding of it.

There is a tendency in programs such as DILE, in which an elaborate
system has been built to control, student behavior, to overlook the effects
of the minute-to-minute student-teacher interactions on student behavior.
Thus, in such a program, it frequently doesn't seem crucial to intensively
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train the staff, because "the system itself will carry th,. .15,am."

Perhaps some data on the minute-to-minute interactions of staff and student
would best illustrate the necessity to develop an intensive staff training
program.

The following data were recorded from 11:40 A.M. to 11:53 A.M. During

the week in which the observation was made, the individual behavior of
concern for student E.was not tilting the chair. This was defined as hav-

ing all four legs of the chair on the ground. Observations were made in

'thirty-second intervals. The student's behavior and teacher response were
observed. The data show that the student sat straight for 73% of the
invervals and did not sit straight for 34% of the intervals. The impor-
tance of these data however, are not in the student's behavior, but in
the teacher-student interaction. These data show that during the 17
intervals in which appropriate behavior was emitted, only two reinforce-
ments were given out by staff. During 8 intervals of inappropriate be-
havior, six reinforcements were given. Therefore, during this very small
sample of behavior, staff members tended to reinforce undesirable behavior
much more frequently than desirable behavior. The observation revealed,
in fact, that most of the undesirable behavior was a direct function of
staff behavior. Staff members who spoke to this student did not stand
across the desk in front of the child, but stooped beside the seated
student. In order for the student to look directly at the person speaking
to him, it was necessary for him to lean back in his chair or to turn his
chair sideways. A simple solution to this problem would be to have staff
members stand in front of the child when interacting with him. Another
example of staff members responding to undesirable (rather than desirable)
behavior occurred during the map making activity. Rather than compliment-
ing students on how neat they were, several remarks such as, "Oh, you've
gotten your sleeve full of paste," were made. Therefore, a major p:coblem
is to train staff members to systematically use their own behaviors as a
reinforcer to learn how to use the teacher-student interaction in ways to
build desirable student behavior.

A problem exists with the latitude that the staff has allowed :Itself
in giving out checkmarks to students. It is agreed that the number of
checkmarks earned by students should be related to the work and the skill
level of the child. However, rules should be established regarding the
dispensing of the checkmarks. In the present situation, a student received
more checks if the staff member feels that the work is difficult for the
student, but he somehow manages to complete it. This is generally guaged
by how fidgety the child is and how long it takes the child to do the work.
Thus, a student can earn more by taking longer. Rules should be set: up
to change this existing contingency.

The program at Barnard does not actively involve the parents of the
children at any level. This is a very serious fault since other programs
(Cohen, et al., 1969) have involved the parertc and demonstrated positive
changes in student behavior in school and at home. A recommendation re-
garding parent involvement is that an open house be held in the evening
for the parents. The parents would play the role of their children. They

I
1.1
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TABLE I

STUDENT E SITTING STRAIGHT

TEACHER RESPONSE

Intervals
(30") Straight

Not
Straight

Teacher*
Response

1. / I

2. / I

3. / I

4. i 1 R

5. 1 R

6. / I

7. / R

8. / I

9. / I

10. / I

11. / I

12. / I

13. / I

14. / I

15. / I

16. / I

17. / R

18. / I

19. / I

20. / R

21. 1 R

22. / R

23. / R

Comments

He leaned back on his
chair while talking to
the teacher. She con-
tinued to interact with
hi, and while he was
leaning back she gavo
checkmarks for academic
work.

Teacher talking to him.

* I - ignore
R - reinforce



would come in and perform an order task. They would have work - record cards,

work folders, receive checkmarks for desirable academic and social behaviors.
They could exchange their checkmarks for coffee and donuts, which would be
served before the discussion part of the open house. One of the primary
reasons that parents have not been actively involved In the program is most
likely that project staff have not been trained in working with parents.
In one of the few parent-teacher interactions, g's mother did tell the
teacher that, "g goes to sleep early so that he can get up to come to school
on time." In general, attendance in the classrooms is very good. Students
who were at one time considered truant now have good attendance records.
(Some of the students at Perry School ride D. C. Transit buses a long way
to regularly be in school.)

The period of time from 10:30 A.M. - 3:00 P.M. is more loosely
structured than the initial hour and a half. As the situation is less
structured, teacher and student behavior deteriorates. Generally there
was greater use of aversive control by staff after 10:30 A.M., than dur-
ing the work period from 9:00 A.M. to 10:30 A.M. One suggestion is to
program more and shorter work periods into the day, or break up the
morning work period into one hour in the morning, and one hour in the
afternoon.

There may be concern over the fact that there are three staff members
to eight students in the Barnard classroom. In the initial year of a
project such as DILE, a high staff to student ratio is not unusual. If
such a ratio continues however, there would be legitimate cause for con-
cern. The structure and dynamics of the classroom require that there be
a teacher and an aide in each room. It would be desirable to supplement
the staff with parent help. Once experience is gained from the first year,
management procedures are further developed, and curriculum problems are
solved, it should be possible to conduct a class of up to 15 students with
teacher and aide. The possibility of using junior and high school students
(at no increased financial burden) as teacher aides should be investigated.

Visits to Clark, Giddings, and Perry Schools revealed that the class-
rooms in those schools were very similar to the Barnard class along the
dimensions of physical characteristics, contingency management procedures,
and daily routines. The reports on these three schools will highlight
the aspects of these three programs which significantly differ from Barnard.

Clark

Dr. R, Principal of Clark, spoke very favorably of the program. He
stated that the classroom seemed "well thought out," and also that "it
brings new hardware and materials" to the school. He added that some
other staff members were resentful because the class was staffed by new
teachers, and not from teachers within the school. Mr. N., Project
Director, had previously stated that he felt that more experienced teachers
have a repertoire of teaching behaviors incompatible with different teach-
ing skills required in Project DILE classrooms. However, if one claims
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to employ a behavioral technology to modify the behavior et si-1,,nts,
surely that technology is also effective in modifying the behavior of
teachers. Therefore, Dr. R's point regarding resentment by other staff
members is well-taken. An in-service training program should be built to
include all teachers who are interested in taking a course in behavior
modification. Some of the experienced teachers could then be used as
staff in future DILE classrooms. A research project might be set up to
compare the effectiveness of experienced and naive teachers so that Mr.
N.'s hypothesis could be investigated. Dr. R. concluded that he strongly
hoped the DILE project will continue in his school. The Clark classroom
was to be made up of older students from the fourth and fifth grades. At

the time of my visit, there were six students enrolled in the class with
one teacher and one aide. The science area at Clark seemed to be the
busiest center. Students were eager to work in the science area with
Mr. E. the teacher. So much was going on in the science area that it
seemed feasible to use opportunity to work in science as a reinforcer
to follow a less frequent student behavior.

In order to go to recess, each student is required to complete
three assignments chosen from his work folder during the morning.
Students do not, however, exchange checkmarks for morning recess. An

analysis reveals that these contingencies do not presently support the
behaviors desired. The staff in this classroom admittedly does not
accurately gauge what is a legitimate amount of work for each student.
Therefore, several students finish three assignments quickly, and because
only three assignments are necessary for recess, they do no more work
during the morning. A possible correction of this would be to equate
each check earned with a specified amount of time (i.e., one check equals
one minute of recess). Thus, students would continue to earn more recess
as they continued to work. Obviously, some students would initially earn
longer recesses than other students.

Time-out is misunderstood and mis-used at Clark as at Barnard. It

is also equally ineffective. Staff members at Clark do well in ignoring
slightly disturbing behaviors. They are not successful however, at
ignoring more intense disruptive behaviors. Thus, they are possibly
teaching the children, that staff "pays off" only for very disruptive
behavior. At Clark, there is also some loss of control between morning
recess and lunch. The students from this class eat lunch in the school
lunchroom with the other students of the school.

A second work period occurs after lunch. Unlike the Barnard class-
room, the afternoon activity seems to emphasize individual, not group,
activity. Students must complete three assignments to gain afternoon
recess (although they retain their checks).

An interesting and effective technique for punishing inappropriate
hand raising was observed at Clark. If a student raises his hand in a
disturbing manner, a staff member responds, "I see you hand, I'll be with
you in three minutes.

A point missed by many of the staff members in all the classes, is
that reinforcement may be delivered after many behaviors, in addition to



the target behavior, have occurred. Thus, a child may be t' a chair

while receiving checkmarks for completed academic work. Tiling the chair
is also reinforced in this situation.

Several suggestions resulted from observation at Clark. First, rules

for behavior in the classroom should be written, posted, and frequently
reviewed by the class. Secondly, staff members should specify to the
child the behaviors being reinforced or punished. Third, if at all
possible, some of the curriculum materials from the DILE classroom should
be made accessible to other teachers in the school. (This is already
occuring to some extent at Clark.) This would foster good will.

Discussion with project staff corroborated the statements of Barnard
staff. The organization of and communication within the project had been
getting consistently better after a poor start. This was attributed to
the activity of Mr. W., who assumed the responsibility of visiting the
classes and consulting with the teachers as interim project coordinator.
All staff expressed gratitude regarding his activity. As at Barnard,
there is no active parent involvement. However, one parent (D:s mother)
let it be known to project staff that there were "big changes at home"
that were thought to be attributable to the project.

Giddings

Mr. H., Principal of Giddings School described the project as "doing
fine." As a result of early interactions with Mr. N., Mr. H. stated that
he had developed somewhat of a "hands off" attitude toward the class
(however, he was the only administrator who read from notes he had actually
written while observing the class in his school). Therefore, his "hands-
off" attitude shou:.d not be misconstrued as indifference. On the contrary,
he seemed very interested in the class. He stated that "as long as the
school continues to benefit from the project, I'll keen my hands off."
Although he had some questions regarding the "cut and dry" type of teaching
in the classroom, he added, "at one time these were kids who were running
all over the place, pulling the fire bells, climbing in the air ducts,
going up on top of the roofs; now they are contained, happy, and learning."
He particularly liked the fact that the teaching staff was ignoring dis-
ruptive behaviors of low intensity, such as chewing gum. "They don't
make big things out of nothing." His major complaints were that someone
representing the project had not addressed his entire staff and that more
students should be admitted into the class. He said that other students
in the school had asked if they could enroll in the class. He,summed up
his remarks by stating that this was a good class and an integral part
of the school, not a stepchild. He hoped that the class would continue
in his school next year.

The elass at Giddings has nine students, one teacher and one aide.
There no : -.7ter is an order task for the students in the morning. The
students ! ,g].1 by working on a task card from the SRA reading materials.
After cm; _ ing one SRA task unit, the student may get his work record

"t t
ti
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card and his folder and may be assigned to work on the teaching machine.
On the basis of each student's level, staff members assign a specified
number of reading tasks to each student. The work record card informs the

student how many task units he must complete. An SRA task card is worth

three task units, an RFU (Reading For Understanding) task card is worth
two task units, and a work sheet (prepared by the teacher) is worth one
task unit. The work record card informs the student how many task units
he must complete; he chooses his own materials to fulfill the number of
assigned task units. After completing the assignment, students can go
to one of the activity centers around the room. These activities do not
cost check marks but are not available to students who have not completed
their assignments. On this same basis, morning recess is available at

10:0 'J.:. At 10:30 A.M., math work is done. Miss M. also supplements
the math program with work sheets she has developed. Occasionally a

group will be arranged for reviewing a set of mathematical operations.
At 11:00 A.M., the focus returns to language arts. Group activity occurs
and the more skilled students act as tutors to students with lesser skills.
Such pyramidal instruction is becoming more frequently used at all levels
of education (Ulrich, 1970).

Seven of the nine students eat in the school cafeteria. Cafeteria
staff have told DILE staff of marked improvement in the social behaviors
of the DILE Students. Students return to class at 1:00 P.M. to find on
the front board a list of individualized reading assignments from the
Sullivan materials. At about 1:20 P.M. a group activity occurs, such a'
story writing, English lesson, art lesson, or current events lesson.
Afternoon recess begins at 2:00 P.M. and may continue until 3:00 P.H.,
dependent on the behavior of the students.

Time-out procedures are misused and ineffective.

The class at Giddings seemed to be the best of the four classes.
The staff is very good at ignoring undesirable behavior and especially
good at using positive reinforcements. When the students had lined up
for lunch, an announcement vas made that "two extra checks will be given
to each student who had pushed his chair under his table and left his
table straight." Bonus checks seemed to be given out at Giddings more
frequently than in tie other classes. For'instance, a student did not
retaliate against a second student who had shoved him and received "two
bonus checks for not hitting back." The rewarded behavior was specified
to the student. The staff programs are more of the potential reinforcers which
naturally exist in the classroom. A student must pay three rows of checks
if he wishes to leave the room at a time other than recess or lunch. Also,

there is an opportunity for skilled students to tutor less skilled stu-
dents. tutoring is probably a reinforcing activity and a natural conse-
quence for developing ones own skill. Other staff lockers in the school
have commented on the improved social skills of the students from the DILE
classroom. Hr. W., the aide in the Giddings class stated that at the
beginning of the year the students "would not even play together." Now
they occasionally go outside to the playground for recess, while the staff
members remain inside and intermittently observe through the windows.
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This social development must, in large part, be attributed to the emphasis
placed by staff, on group activity in the classroom. There are more group
activities at Giddings than at the other schools, and these group activi-
ties were gradually bulit by the staff's careful and systematic use of
shaping and fading procedures.

An important aspect of the Giddings class is the more active interac-
tion with parents. Miss M. writes a weekly letter to the parents of each
student. She requires the students to read the letters as a reading
exercise, and since the letters generally are good reports, students are
happy to read them and parents are happy to receive them. Below is a repro-
duction of a typical letter.

April 6, 1970

Dear Mrs. T,

We did not send out a progress report the week before the
holidays, because it was a short week. This week, the
first week after the holidays, S.will be working on his
behavior. lie will remember to stay in his seat unless he
has permission to leave, he will be quiet while he is work-
ing or while someone alse is working, and he will raise his
hand quietly when he needs help.

In Reading, S.is in Reading Workbook f8. By Friday he
should know how to read all the words in this workbook and
should be ready to start Workbook E9. This week S.will
again work on punctuation, the correct way to use verbs,
and he will learn ten new spelling words.

In multiplication, S.is reviewing his tables through 8 this
week, and learning the tables for 9 and 10. On Wednesday
and Thursday evenings he will have homework in multipli-
cation. On these evenings, you could see that his home-
work is done. S.is also learning to work on IPI arithmetic
booklets by himself, and to raise his hand when he needs
help, instead of guessing or writing the wrong answer.

It was nice meeting you the other week. I will try to find
out from the P.E. instructor about boy scouts in this area.
This year, the P.E. instructor said that he did not have
time to form a boy scout troop. If you would like to come
for another visit, let us know when it is convenient for
you and Mr. W.could arrange to be here. Then we could
answer any questions which ray have occurred to you.

Sincerely,

(Miss) M.
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As can be seen from the above, a number of things are occuring at
Giddings which are not occuring at the other schools; the students at
Giddings appear to be making more and faster progress than the students
in the other classes. The general impression is that this is the best
class visited; students were on task possibly as much as 90% of the time;
there was little disruption, and students were polite and working well.
The group activities added greatly to the classroom and the staff did
not hesitate to try new things in the class.

Perry

During the visit to Perry School there was no interview with the
school principal. Mr. H., the principal of the school at the beginning
of the school year was described as indifferent. Mr. C., with whom a
short interview was held, is head teacher at Perry. He did not know much
about the class and described it as "renting space" in Perry School.

There are 10 students in the class with one teacher and two aides.
These ten students are bused in from all parts of the city and have been
on home instruction. Some of these students ride C. Transit. The
fact that these students go to the trouble of riding the bus for long
periods in order to be in school, is itself evidence of the reinforcing
properties of the class. The students in this class have not been in a
formal classroom setting from between 3 to 7 years. The school day for
the DILE class at Perry ends at 12:00 noon. Because of the shortened day,
the routine differs somewhat from that of the other classes. Successful
completion of four academic tasks is required to fill a work record card.
After completion of one task, a student may sign up to work at the teaching
machines. When four tasks are completed a student may go to the gymnasium.

Because students arrive individually by bus, there is no formal
beginning to the class. As each student arrives, he begins an order task.
Sometimes, forty-five minutes elaspe between the arrival of the first and
last student. This suggests that contingencies should be arranged to
reward students for arriving in school on time.

There is little group activity in the classroom, possibly because
the students do not comprise a social unit outside the classroom. They
are not all from one neighborhood and therefore, do not see each other
out of class. This might have some effect on the development of social
skills in the classroom. There is, however, emphasis on developing social
skills, as is evidenced by the contingency that students can earn bonus
checkmarks by sharing. "Originally the students would not share a ball
together, but now they play together and share lunch."

In this }articular classroom, the typing area is the most popular
center. As in most of the other classes, the noise level rises during
the unstructured periods prior to lunch and recess. Staff members
began to issue threats to students who are becoming disruptive. There
are no effective punishers. As a result of seeing the ineffectiveness
of tine-out, the staff has done way with it. There is no parent involve-
ment in the activities of this class. Observation in this classroom
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accentuated once again the need for a staff training program. W., a

student, was working appropriately through a program on the System 80

teaching machine. After four minutes of being ignored, W, pulled out the
earphone jack so that the sound track could be heard throughout the
classroom. A staff member approached and reprimanded him, threatening to
take away the privilege of working on the machine.

One suggestion relevant to all of the classes is that staff members
should more efficiently use opportunities to model good behavior. In

all classes, student initiate much of the academic process and staff
members respond to students. This results in staff members occasionally
waiting to respond to a raised hand. Having staff members waiting around
19 not a good to;!lel for students who are supposed to be working. Staff

members could be involved in reviewing student work, building curriculum
materials, writing letters to parents, etc., instead of waiting for
questions. Not only would this allow more of the staff work to be done,
but it would provide an appropriate model for the students to imitate.

Caution regarding data:

In a project such as DILE, with service as a primary function, and
research as a secondary function, collection and analysis of data are
often not systematically accomplished. Unfortunately, collection of
data relevant to the DILE project was indeed done in a haphazard wAy.
The following pages represent therefore, an attempt to organize a scant
amount of data so that tentative conclusions regarding DILE could be
reached. The reader is cautioned not to draw hard-fast conclusions from
the small amount of data which was usable And is presented.

A evaluating

Evaluation of the DILE project should take place on many levels.
Many questions could be asked and more could always be added. Some of
the major questions asked were:

(1) Was the project successful in containing and controlling students
who in the past were uncontrollable and uncontainable?

(2) Was the project successful in developing a training program use-
ful to its own staff and to education personnel in general?

(3) Was the project successful in helping parents deal with their
children?

(4) Was the project successful in building desirable social and academic
behaviors of the student? Can this progress be demonstrated?
Can it be compared to the progress made by control students
not on Project DILE?

What steps should have been taken to increase the probability of arriving
at meaningful answers to thtse questions?
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First, tehavioral objectives should have been defined and ways
to measure the behaviors established. Containment and control could
be defined as some combination of attending school and frequency of
punishment. A measure could be established based on the number of times
a student is punished in relation to the number of sessions in school.
This simply requires that systematic attendance data be kept and staff
members record each time they punish a child and why. If such an index
of containment and controlability could be built, comparisons could be
made between DILE classes and other classes on the basis of this measure.
Although no hard data were collected to investigate this question, class-
room observation indicated that students were generally contained and
controlled.

To evaluate a training program for staff would require defining the
objectives of such a training course so that measures could be made of
staff effectiveness. Measures could include appropriate and inappropriate
use of reinforcement (and/or punishment). Such evaluation would require
observers to gather data regarding teacher-student interactions. Ine
evaluation would also focus on how staff members utilize aril program
curriculum materials. One of the ways to look at staff utilization of
curriculum materials might be to investigate individualizing in the class-
room. Many of the materials utilized in the DILE classrooms are built to
be used in individualized programs, for example, the Sullivan Reading
Program. Each bwk has 96 pages and could be arbitrarily divided into
four subunits of 24 pages. An investigation of teachers's appropriate use
of the books would observe the progress of each student through the books.
A table might result which looks as follows.

9
es 8

r 6

1

Proposed Table to Reflect Individualization
Using Sullivan Reading Materials

NM IN 1

MINI
111111111111111111111111111111111

11.11 MI.2 2

1

2 3

1 2 1 2 1

1 3

1 4 2 1

3 1

9 2 1

1 2 3 4 5 6 7 8 9 10 11 12 13 14 1S

SCHOOL DAYS
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In the above table, the numbers in the squares represent the number

of students that are working on or have completed a unit (24 pages) on a

particular school day. At the end of DAY 1, nine students were working

on, or had completed the first Sullivan unit. To the extent that there

is spread over days, there is indication that ind4vidualization is occuring

since different students would be working in different units of the books.

This is one example of how data might have been recorded to investi-

gate one aspect of staff effectiveness (use of individualized materials).

Unfortunately, there was no training program to increase staff effective-
ness in curriculum (antecedent) management, or reinforcement (consequent)

procedures.

In order to evaluate the project's effects on parents, it most likely

would be necessary to accept survey and questionnaire data. A problem

checklist should be developed and given to parents at the beginning of a
parent training program. This checklist should include space for parents
to write descriptions of problems regarding their children at home. The

same checklist would be given out to parents during the course of the aca-

demic year as well as at the end of the academic year, thereby providing
baseline, process, and post-treatment data to evaluate the effects of a
parent training program. Unfortunately, there was no serious parent program
as part of the project.

On the following page is a design to answer some of the basic questions
in the first year of a project such as DILE. This design will allow for

evaluation of: 1) A parent training program, 2) A teacher training program,
3) The overall system in the DILE classrooms.

The use of video tape allows for outside experts to devise their own
rating systems to evaluate what is happening in the classrooms. The following

design for evaluation is designed to answer the basic questions regarding
a project like DILE. Subsequent evaluation designs would be built to deter-
mine the relevant variables determining the effectiveness of the program.

Some attempts were made to collect data relevant to answering questions
regarding student performance. Unfortunatelyothese data were not collected
in a systematic manner. In order to have arrived at conclusive evidence
regarding the effects of DILE on its students, several sources of data should
have been used. Had a control group of students been identified, standard-
ized achievement tests (like the California Achievement Test) could have
been administered to both groups. As it was, pretests were administered to
some of the DILE students. Within the DILE classrooms, data stIould have
been collected which shows rate and amount (number of pages, unit, etc./
time period) of change with regard to academic and social behaviors. Hap-
hazard attempts were made to gat r these data and partially successful
efforts were made to make sense of them. The data which were available
to this evaluator are presented below.

Data from Barnard, Clark, Perri_ and Giddings Schools.

Data collected in these classrooms derives from five primary sources:
(1) Pre-treatment stores from Standardized achievement tests (CAT and
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Metropolitan); (2) Pre-tests, placement tests, and post-tests from the
IPI math materials; (3) Number of books completed in Sullivan reading

program; (4) Number of units completed of Borg-Warner System 80 programs;

and (5) Weekly achievement and academic progress reports from staff. Data

from daily work-record cards were not usable. Unfortunately, the evaluator

was not successful in equating work on the above mentioned curriculum

materials with grade level. Therefore, comparisons between the pre-treatment

test scores (CAT) and the terminal curriculum level scores of the students

could not be done. Post-treatment scores on the CAT were not available

to this writer. (There is a question as to whether this post-test was ad-
ministered). Even the above data were not available on all students. This

unfortunate state of affairs precluded the random selection of students
for whom data are presented. Students were selected because there were

data available on them. Where scores were unavailable, slash marks appear
in the tables. Where complete sources of data were unavailable, thn data
are lacking.

The data are to be presented by school. A table shows pre-test
achievement test scores in reading and arithmetic for the students selected.
There are several students on whom these scores were unavailable. Follow-

ing the pre-test score tables is a graph showing the number of days required
to complete each level of the IPI Mathematic Program and a second graph
showing the overall rate of work of each student with regard to the IPI
materials. As was stated earlier, it is not known how the IPI levels relate
to grade levels and pre and post comparisons are not possible.

Reading data consist of a statement for each student as to the number
of Sullivan and System 80 units completed. No dates were presented with
the raw data and therefore statements of rate of work are not included.
Subjective data in the form of weekly teacher evaluations are presented to
the extent that they were made available to this evaluator. These data,
in actuality, do not contribute greatly to the overall evaluation of the
project, and are included mostly to show the reader what kind of weekly
data are collected by the staff.

The data do not lead to any conclusions; they do not verify hypotheses;,
in essence, they are not very useful. For the sake of drawing conclusions
and offering suggestions, the data gathered in the actual observations led
to two major conclusions. One, students were contained, controlled, and
interacting with educational materials in an academic setting; two, the
staff is in need of training. These major conclusions seem to be supported
by the "harder" data following. What has becute obvious however, is that
data collection, processing, and analysis, be part of the training course
for staff.

)8
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BARNARD SCHOOL

CALIFORNIA AND METROPOLITAN ACHIEVEMENT PREST SCORES

CALIFORNIA ACHIEVEMENT TEST 11/2/62

V.E. E.B.
2/13/60 4/19/59
GRADE 4 GRADE 4

READING SCORE GRADE SCORE GRADE

A. WORD RECOGNITION

B. OPPOSITES

TOTAL RFADING VOCABULARY

C. FOLLOWING DIRECTIONS

D. REFERENCE SKILLS

E. INTERPRETATION

TOTAL READING COMPREHENSION

TOTAL READING

METROPOLITAN READING SCORE

ARITHMETIC

A. ADDITION

B. S1MTRACTION

C. MULTIPLICATION

TOTAL ARITHMETIC

METROPOLITAN ARITHYSTIC
SCORE

14 2.7 14 2.7

15 3.3 13 3.1

22 2.1

13 3.9 8 2.9

7 3.9 5 3.4

12 3.2 7 2.6

20 21/

61 3_,A 2.8

(6/69 (5/68) 212

41 3.7

37 3.4

24 3.8

42 3.2

23 2.5

/ /

/ L__

(6/69) _it (5/68) Lk

3-29

S.J.
6/26/59

NO GRADE
SCORE ORADE

12

11

1

2.2

2.9

2.1

2 1.6

5 2.2

8 1.8

21 261

(5/68) 112

36 2,8

27 2,8

/ /

L L_

(2/68) 211
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SUBJECT

READING

SULLIVAN

LANGUAGE

READING

SULLIVAN

ARITHMETIC

LANGUAGE

WEEKLY ACADEMIC ASSIGNMENT SHEET - V.E.

3/16 3/20

ASSIGNMENT

Read orally p. 54-74 and do
corresponding workbook exercises.
-Long and short loo" sound
-Reading comprehension exercises.
Word recognition Test

Book 8 to p. 60
Read 8A and 88 books silently,
and 1 orally with good comprehension
and word attack skills.

Telling time. C.E.T. Review

Be able to write simple sentences
with good punctuation and
"reasonable" accuracy in spelling.

Dictionary Skills- Be able to use
dictionary effectively - Be able
to use guide words on page.

2/23 3/26

Beyond Treasure Valley Read pp.
6ti.t and on corresponding
workbook exercises pp.23.29.
Word recognition test.
Words with -ed.

Phonics-alphabetizing

Book 8 p.60 - the end.

Telling Time. B. able to read
to the minute.

Write a simple story using cap-
itals, periods and organising
content.
Alphabetize words with same
initial letter.

FROGRESS

Read only through p. 66.

Needs additional practice.
Excellent comprehension.
100% accuracy.

Completed.

Continued work needed.

Good punotuation skills
but neods more practice
in spelling.
(She also leaves out words
-doesn't proof read)

Continued work needed.

The vocabulary in this
book is not challenging
enough. We switched to
Along Friendli Rod level
3W-ia7411-0.Mq. The
book clerk was out, so V.E.
did not have a reading
workbook.

Completed.

Continued work needed.
ConfUsion when minute hand
is between numbers.

Improvement seen. Good
language skills but poor
organitation.
1001 accuarate.

HANDWRITING Improve size and slant of letters. Improved, but not much.

3-32



SUBJECT

LANGUAGE

ARITHMETIC

SULLIVAN

PHONOVISUAL

LANGUAGE

SULLIVAN

ARITHMETIC

PHONOVISUAL

WEEKLY ACADEMIC ASSIGNMENT SHEET - V.E.

4/6 - 4/lo

ASSIGNMENT

Be able to alphabetize words with
the same two or three beginning
letters - ex. (an, and, another)
Review dictionary skills - guide
words, accent, syllabication

Telling Time - Review
Be able to read clock to the
minute.
I.P.I. Multiplication D

Review words in Book 8.

Review short vowel sounds.
Emphasis on 6.

4/13 - 4/17

Be able to match antonyms,
synonyms, and rhymes, so they can
be used in written work.

Orally Bk. 8 with comprehension.
Workbook 9 p. 1-60.

Review multiplication facts
0-5,10. I.P.T. MULT. D.
Review regrouping in subtraction
with hundreds, tens, ones.

PROGRESS

98% accurate
Confused by "little" words.

90% accurate.

Continued work needed, but
at a later date. (High
inter2st is lagging.

80% accuracy. (Know,
words in context),

100? accuracy-antonyms
90% accuracy-synonyms
100% accuracy-rhymes

Completed.

Accurate but need speed.
Continued work needed.
(Can regroup well using
tens and ones-but not
hundreds)

Review short vowel sounds.
Reading and spelling. Confusion between o

w, in spelling.

3-33



WEEKLY CRITICAL BF1AVIORAL OBJECTIVES

STUDENT V.E.

SOCIAL BEHAVIORS OF GENERAL CONCERN COMMENTS

WEEK #1
3/9 a) Raising hand

b) Staying in seat

c) Working on task

d) Remaining quiet

Now completes all work. Now

has more self-control.

WEEK #2
3/16

SocIAL BEHAVIORS OF UNIQUE CONCERN
TO V.E.

a) sitting straight

WEEK #3
4/15

No information available.

AMIN

Behavior has become more

consistent. Some defiance

led to a time-out.

Excellent in A.M. Sits at

chair well. Unladylike on

the playground. Calls out

frequently.

3-34
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WEEKLY ACADEMIC ASSIGNMENT SHEET ;-

2/16 - 2/20

SUBJECT ASSIGNMENT PROGRESS

READING Read orally pp. 60-84 in Down Needs practice in word attack
Sin in River - to provide skills and in reading accu-
pract ce-TriFeading with clarity rately aloud; demonstrates
and understanding. good reading comprehension

although he neglects details.
Workbook exercises p. 23-34 - to
classify words according to
meaning; to recognize opposites;
to identify long and short sounds
of "a"; to recognize the main idea
of a paragraph.

ARITHMETIC To use number line to be able to 100% accuracy on test.
use symbols > and < (greater than,
less than) when comparing numbers.

LANGUAGE To correctly identify root words Can add to root words that
and add proper suffixes in oral and do not require changes
written language. (-s, -ed, -ing) when adding suffixes.

Use to, two, and too (es also) 100% accuracy on test.
correctly in written work.

SOCIAL STUDIES Use research to discover how Culminated by trip to
American Indians obtained food. Indian Hall at the Musuem

of Natural History.

SCIENCE Determine the needs of all Continuing experimenting-
living things through the planting watching our seeds grow.
of seeds.

PHONOVISUAL
SPELLING To use phono. chart (consonant) Continued work needed

as an aid to sounding out words. on j and g.
Emphasis on j - g, z - s.

2/24 - 2/27

READING Read orally in Down Singing Demonstrates good reading
River p.78-90 aTiaao correspond- comprehension.
ing workbook exercises.
- Reading comprehension
- Application of vowel rule Shows fair knowledge of
(final e with i.) this rule.

-Phonics word recognition. Good.

SULLIVAN Work in Book 2 to page 72. Only did up to p. 48.

SCIENCE To be able to diagram and describe Mastered.
the individual parts of a lima been.

HANDWRITING Be able to connect letters with
ease, and not lift pencil (as in
printing) Continued work needed.

Ic



SUBJECT

SOCIAL STUDIES

PHONOVISUAL

17, ARITHMETIC

LANGUAGE

IREADING

1

WEEKLY ACADEMIC ASSIGNMENT SHEET -.E.B.

2/24 - 2/27

ASSIGNMENT

Use research to find out how
Indians got their food.

Be able to spell words with
blenAn in initial position.

Distinguish g from j in
initial position.

Be able to write and read numbers
after 100 - place value - (1001
is used for 101)

Be able to memorize simple addi-
tion combinations, so they can
be written with greater speed
and accuracy.

Be able to use saw and seen
correctly in oral and written
work.

To use periods or question marks
accurately in written work.
To capitalize names in written
work.

2%§:3112

Read p.124-142 and do correspond-
ing workbook exercises p.50-58.

- Reading comprehension - opposites
& following directions.
- suffix "y" usage
- Final consonants - recognition
exercise

3-38

PROGRESS

no comment.

Continued work needed. E.B.
knows the initial consonant
but substitutes end
consonant in second posi-
tion. ex. green-gneen.

90% mastery.

100% mastery. Can read
and write the numbers -
with no understanding.

Continued work needed.
Accurate but too slow.

10V, accurate.

Continued work needA.

Continued work needed.

100 accuracy in finding
opposites; very poor at
following directions.
100% accuracy. E.B.
completed workbook exer-
cises p.50-53, however he
read pp 144-150 in his
reading book. We have
been concentrating on read-
ing independently with
comprehension. After he
has read, he relates the
story to me. He has done
this quite accurately.



SUBJECT

SULLIVAN

ARITHMETIC

(Comb.C)

PHONOVISUAL

LANGUAGE

SULLIVAN

ARITHMETIC

LANGUAGE

PHONOVISUAL

SULLIVAN

ARITHMETIC

LANGUAGE

WEEKLY ACADEMIC ASSIGNMENT SHEET'- E.S.

3/16 - 3/20

ASSIGNMENT

Complete Book 3
Read one reader orally with good
comprehension.

Place Value
Be able to read and write numbers
to 400 and list by hundreds, tens,
ones.
Be able to do equal and unequal
equations (= and I)

Be able to spell words with wh
in initial position.
(Differentiate between w & wh)

Be able to write sentences with
proper capitalization - beginning,
names, holidays, places.

3/23 - 3/26

Book 4 pg. 1-48 (Test 2)

Be able to do equal and unequal
equations.
Practice addition Rnd subtraction
facts with greater speed.
I.P.I. Time C. pretest.

Continued work on capitalization
in written work.

Writing words with correct
consonant in final position.

4/6 - 4/10

Book 4 p. 24 - 60.

Introduce multiplication and
division. Teach 2,5,10 tables.
I.P.I. Time C
Continued work on regrouping -
especially in subtraction.

Be able to use capitals in written
work - beg. of sentences, names,
places.

PROGRESS

Completed

80% accuracy.

Needs continued practice
on facts.

95% accuracy.

Continued work needed.

Completed only to p.24.

E.B. was suspended on 3/25.
He did not come to school
3/26, so this work was
not completed.

Did to page 66.

Understands concept-but
works very slowly. (Makes
lines on paper to figure
out answers).
Completed-began Measure-
ment C - To be continued.

Knows when to use
capitals - but "forgets."

PHONOVISUAL Review final consonant sounds and 90% accurate.
blends.

3-39



SUBJECT

LANGUAGE

SULLIVAN

WEEKLY ACADEMIC ASSIGNMENT SHEET E.B.

4/13 4/17

ASSIGNMUNT PROGRESS

Be able to match antonyms, synonyms
and rhymes, so they can be used 100% accuracy.
in written work.

Book 4 p.66 to end
Read "A Job on a Jet" orally with
comprehension.
Book 5 to,page 12.

PHONOVISUAL Review blends.
Be able to read and spell words
with short and long a.

ARITHETIC Addition and subtraction of tens
and ones - regrouping.
Multiplication and division using
2,3,4,5,6,10.

3-40

Did to p.2, Book 5.

80% accuracy.

Continued help needed.

Accurate but slow. Needs
"to figure out" each
example. Could riot teach
4 & 6 tables.



WEEKLY CRITICAL BEHAVIORAL OBJECTIV1'S

STUDENT E.B.

SOCIAL BEHAVIORS OF GENERAL CONCERN

WEEK #1
2/16 a) Raising hand

b) Staying in seat

c) Working on task

d) Remaining quiet

SOCIAL BEHAVIORS OF UNIQUE CONCERN
TO E.B.

a) Sitting straight

COMMENTS

He is trying to control his
behavior. He did his work
well, stayed at his work
stations, and was cooperative
with all the staff members.

WEEK #2
2/24 Same list of five

social behaviors. E., in constant trouble this
week.

WEEK #3
4/15 No information available. E. was sent home on 4/13. He

is expert in getting others
to react to him. We have
been partially successful in
extinguishing his attention
getting devices.

3-41
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SUBJECT

WEEKLY ACADEMIC ASSIGNMENT SHEET - S.J1.

2/16-2/20
ASSIGNMENT PROGRESS

SOCIAL STUDIES Use research to discover how Culminated by trip to Indian
American Indians obtained food. Hall at the Museum of

Natural History.

SCIENCE

ARITHMETIC

LANGUAGE

PHONOVISUAL
SPELLING

READING

Determine the needs of all
living things through the
planting of seeds.

To be able to apply knowledge
of place value to writing
numbers 100 to 200.

To use to, two, and too (as
also) correotly in written
work.

To correotly identify root
words and add proper suffixes
in oral and written language.

Use phono. chart and know-
ledge of consonants to spell
words beginning with blonde.
Emphasis on those with b,br,bl.

Continual experimenting-
" watching our seeds grow".

100% mastery,

85% mastery.

Can add to root words that
do not require changes when
adding suffixes.

Continued reenforcement
needed.

Read p.36-66 orally Down qing- Needs help in pronouncing
ing River, to improviiiTafItY endings of worda.
and comprehension.

Workbook exercises p.10-23
- to distinguish fact from
fantasy.
-to recognize details of a
short story.

- to recognize main ideas.
- to recognize initial
consonant sounds.
-recognizing long and short
sounds of "i" and "e".

3 -44

Needs additional help in
recognizing long and short
sounds of "e", in all other
areas shows significant
progress, especially that
of reading comprehension.

1 r;



SUBJECT

READING

Phonovisual

LANGUAGE

WEEKLY ACADEMIC ASSIGNMENT SHEET - S.J.

2/17/ - 2/22

ASSIGNMENT PROGRESS

Read orally Down Singing Enunciation is tali

River p. 66 -8t, and do improved.
corresponding workbook exercises ,
Practice in recognizing details
in paragraphs. Needs additional help in

- Practice in recognizing the recognizing the short sound
vowel rule (final e with a). of "a",

- recognizing opposites. Needs additional help in
recognizing opposites.

2/24 - 2/27

Be able to read and spell words 95% mastery
containing blends br and bl in
initial position.
Be able to read and spell one
syllable words using long vowel
sound, with an e at the end.

Be able to use saw and seen 859 mastery
correctly in onITand wiTtren
language.
To remember to use period or
question nark at the end of a
sentence.

Continued work needed.

HANDWRITING Use cursive writing with ease-
stop printing!

SULLIVAN Conplete first half of Book 2.

SCIENCE To be able to diagram and
describe the individual parts
of a lima bean.

SOCIAL STUDIES

ARITHMETIC

Use research to find out haw
Indians got their food.

To be able to nemorite simple
addition combinations so that
Can be written with greater
speed and accuracy.

3-45

Continued work needed.

Little progress.

Only worked to p. 34.

Mastered.

Visit to Indian Hall at the
Musaum. Library.

Continued work needed -
accurate but slow.

ii



SUBJECT

READING

SULLIVAN

LANGUAGE

HANDWRITING

PHONOVISUAL

SULLIVAN

LANGUAGE

FHCNOVISUAL

WEEKLY ACADEMIC ASSIGNMENT SHEET- S.J.

)/6 - 3/10

ASSIGNMENT

Read pp.105 - 124 and do
corresponding workbook
exercises pp.42-49.
-Vowel rulo - long ee
-Comprehension-following
directions.

Contractions, short o sound.
Comprehension.

)/16-3/20

Complete Book 2

Be able to write sentences
with proper capitalization-
beginning, names, holidays,
places.

PROGRESS

Needs some help in recognizing
this sound.
Has difficulty understanding
directions, but once he under-
stands fully; he follows dir-
ections quite accurately.
S.J. did not do exercises on
P. 44-47.
S.J. needs a great deal of
help in locating information.
He does not relate what he
has read to questions asked.
We spent some time reading
independently; he can relate
what he has read, but has
difficulty in answering
questions.

Incomplete.

80% accurate.

Be able to read cursive writing.
Practice writing lower case Hardwriting improving. Still
letters with emphasis on opa,d. has difficulty reading

cursive writing.

Review blends, Be able to 95% accuracy in written work.
read and spell words with ea. 901 accurate reading.

Complete Fractions C no comment

1/31,:jz26

Complete Book 2 Completed.
Read one reader orally with
good coOprehension.

Review capitalization and 95% accurate.
proper use Of question mark
Or periOd in written work.

Be able to read and spell words 04 accurate spelling words,
of one syllable using short but only 70% accurate
vowel sounds. reading then.

3-46 t.



SUBJECT

ARITHMETIC

SULLIVAN

LANGUAGE

PHONOVISUAL

ARITHMETIC

LANGUAGE

SULLIVAN

ARITHMETIC

WEEKLY ACADEMIC ASSIGNMENT SHEET S.J.

1/23 . 3/26

ASSIGNMENT

Be able to regroup in addition
tens and ones.

I.P.I. Money C

421,- 4/10

Book 3 pg. 1-36.

Be able to recognize homonyms
and to use them correctly in
written work.

Continued work on short vowel
sounds - emphasis on reading-
even more than spelling.

Regrouping in addition.
Time C

4/13 4/17

Be able to recognise antonyms,
synonyms and shymes, so they
can be used in written work.

Book 3 p.37 to the end.

Franctions C.E.T. Rev. Time C

Addition and subtraction using
regrouping.

PHONOVISUAL Long vowel sounds.

3-47

PROGRESS

Forgets! Forgets! Forgets!
Still adds 34 until

28 reminded.
T2 then does

well.

Completed

901 accurate.

Progress noted. (Will return
to short vowels at a later
date. Perhaps in conjunction
with long vowels.)

Still forgets to regroup.

1001 accurate.

Did to p. 85.

Completed,

Continued work needed. Still
forgets to regroup. Help!
Put off sub. till next week.

Improvement, but still needs
much teacher guidance.



WEEKLY CRITICAL BEHAVIORAL OBJECTIVES

STUDENT S.J.

SOCIAL BEHAVIORS OF GENERAL CONCERN COMMENTS

WEEK #1
2/16 a) Raising hand

b) Staying in seat

o) Working on task

d) Remaining quiet

SOCIAL BEHAVIORS OF UNIQUE CONCERN
TO S.J.

a) sitting straight

b) Working quietly

None

WEEK #2
2/24
ADDITIONAL SOCIAL BEHAVIORS OF
UNIQUE CONCERN.

a) Aggression (not clearly
defined)

b) Being immature (not
clearly defined)

WEEK #3
3/2 Same list or eight social

behaviors.

WEEK 04
3/9 Sitting straight removed

from list.

WEEK #5
3/16 Same list of seven behaviors.

.0.1111.10.

WEEK 06
4/15 Sitting straight returned

to list as non-critical
behavior.

3-45

"S. has had a terrible week.
His immaturity has been getting
worse. He almost requires
* 111 relationship at this
point to get anything out of
him at all."

"Great improvement, Earning
checkmarks for critical
behaviors."
..

t "sitting straight is no longer
4

a critical behavior."

"Sitting straight is off the
list. Maturity Ias increased.

I there is a lower frequency
of bizarre grimaces and
sounds. Re is no longer
easily distracted."

1

He is more concerned about
himself. He is less in-
different. He has more
pride (from deserved rewards).
He wears new clothes now. He
no longer wears hand me down,.
He is concerned with good
behaviors of others.



CLARK SCHOOL

CALIFORNIA AND METROPOLITAN ACHIEVEMENT PRE-TEST SCORES

CALIFORNIA ACHIEVEMENT TEST 10/30/69

2/19/58 2/17/59
GRADE S GRADE 4

READING SCORE GRADE SCORE GRADE

A. WORD RECOGNITION 13 2.4 16 3.2

B. OPPOSITES 16 3.5 20 4.0

TOTAL READING VOCABULARY D. 141 lA it§

C. FOLL)WING DIRECTIONS 10 3.3 8 2.9

D. REFERENCE SKILLS 6 3.6 6 3.6

E. INTERPRETATION 14 3.4 13 3.3

TOTAL READING COMPRE6ENSION 2.2 242

TOTAL READING

METROPOLITAN READING SCORE (4/67) 260 j6/69) 212

ARITHMETIC

A. ADDITION

B. SUBTRACTION

C. MULTIPLICATION

ARITHYETIC

MXTROPOLITAA ARITHMETIC.

50 4.9 49 4.3

49 4.6 48 4.3

43 4.6 / /

L L-

L L._ (6/69) 2

3-47
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WEEKLY CRITICAL BEHAVIOR OBJECTIVES

STUDENT V.W.

SOCIAL BEHAVIORS OF GENERAL CONCERN CWIMENTS

WEEKS #1 and 2
(no dates given)

a) Raising hand.

b) Staying in seat.

c) Working on task.

d) Remaining quiet.

SOCIAL BEHAVIOR OF UNIQUE CONCERN
TO V.W.

a) Being respectful.

Talking back is a problem.

WEEK #3

ADDITIONAL SOCIAL BEHAVIORS OF

INIVE CONCERN

a) Being neat.

Still talking back.

Working style has improved.

WEEK #4

"Being neat" removed from
list.

Being respectful still on

list.

Excellent on being neat and

working independently.

3-52
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WEEKLY CRITICAL BEHAVIOR OBJECTIVES

STUDENT 0.0.

SOCIAL BEHAVIORS OF GENERAL CONCERN COMMENTS

WEEKS # 1 and 2
(no data given)

a) Raising hand.

b) Staying in seat,

c) Working on task.

(1) Remaining quiet.

SCCIAL BEHAVIORS OF UNIQUE CONCERN
TO 0.0.

a) Being neat.

b) Being respectful.

Doing well on all, but

"talking back".

WEEK #3

same list of six behaviors Still talks back.

Some problems of "fussing"

and "singing out".

WEEK #14-

same list of six behaviors

3-55

More respectful in classroom,

Very "uppity" outside.

Works iniependantly well.



PERRY SCHOOL

CALIFORNIA AND METROPOLITAN ACHIEVEMENT PRE-TEST SCORES

CALIFORNIA ACHIEVEMENT TEST

READING

A. WORD RECOGNITION

R. OPPOSITES

TOTAL READING VOCABULARY

C. FOLLOWING DIRECTIONS

D. REr'RENCE

E. INTT-"RPRETATIONS

TOTAL READING COMPREHENSION

TOTAL READING

METROPOLITAN READING SCORE

ARITMETIC

A. ADDITION

B. SUBTRACTION

C. MULTIPLICATION

''AL ARImmic

METROOLITAN ARITHMETIC
St0RE

. 10/28/69

5
GRADE

G.S.
10/13/58
NO GRADE
SCORE GRADE

W.R.
6/5/58
GRADE

SCORE

15 2.9 16 3.2

22 4.4 6 2.0

2/ 2.9

12 3.7 3 1.9

7 3.9 3 2.0

5 2.3 6 2.14

Ek 2,2 12 2.2

61 2:1 gll

(6/69) (6/69) _It

/ /
/ / /
/ / / /
L L. L

L Lw.. L

3-.56
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GIDDINGS SCHOOL

CALIFORNIA AND METROPOLITAN ACHIEVEMENT PRETEST SCORES

CALIFORNIA ACHIEVEMENT TEST - 10/24/69

M.L. T.B. R.S.
1o/18/58 6/8/58 5/9/58
GRADE 5 GRADE 5 GRADE 4

READING SCORE GRADE SCORE GRADE SCORE GRADE

A.wooM) RECOGNITION 15 2.9 13 2.4 8 1.5

B. OPPOSITES 7 2,2 7 2.1 4 1.8

TOTAL READING VOCABULARY 22 2.5 20 2,1 12 1.7

C. FOLLOWING DIRECTIONS 8 2.9 10 3.3 1 /

D. REFERENCE SKILLS 6 3.6 6 3.6 1 /

E. INTERPRETATION 8 2.7 10 3.1 1 /

TOTAL READING COMPREHENSION 22 2.8 26 121 ...2 /

TOTAL READING 4LL 2.7 4.6 228

METROPOLITAN READING SCORE (1967) 2 (1967) 1.9

ARITHMETIC

A. ADDITION 48 4.0 49 4.3 41 3.2

B. SUBTRACTION 47 4.2 47 4.2 14. 1.2

C. MULTIPLICATION 43 4.6 39 4.4 2 1.7

TOTAL ARITHMETIC 138 412 DI 4.1 41 2.

METROPOLITAN ARITHMETIC
SCORE

3-61
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Progress with regard to major objectives (pp. 1, 2, and 3 of this report):

Some of the objectives of the proposal were successfully fulfilled,

while most were not. Although the effectiveness of behavior modification
techniques as applied in Project DILE can be discussed in global terms,
as was seen, there were few hard data collected which specified baseline

performances of children. Data which showed improvement as a function of
specified variables in the classrooms were not collected. Observation in

the classrooms is convincing that students are behaving relatively well
and are making satisfactory progress. Methodology and data collection,

have not been systematic and one cannot comment on the relevance of speci-
fic variables. The lack of rigor in the research procedures results for
many reasons. Some of these reasons relate to students refusing to sit
through pre-tests, the lateness of the Department of Pupil Personnel Ser-
vices in selecting the subjects, the failure of Pupil Personnel to select
controls, the failure of the project director to implement the research
aspects of the described design, and the lack of research and data treat-
ment skills of the staff. The overall impression is that a behavior
modification approach is effective as an educational technique, but no
systematic design was imposed to scientifically test this. Because the
project seemed to be somewhat disorganized, because the staff was rela-
tively unskilled, because there was no systematic collection and treatment
of the data, because conditions did not encourage support from the host
schools, one can conclude that the success of the program was due to good
curriculum materials, and the application of behavior modification tech-
niques (principally a token check-mark system.) A rapidly growing body
of professional literature suggests that behavior modification techniques
are relevant to the education of all people, regardless of labels that
have been placed on them.

A full-time instructional program for seriously emotionally handi-
capped students is being conducted. Students who had been truant; students
who had not been to school for years; students who have long histories of
failure in school, are actively involved in academic school programs. The
programs seem to be helpful in eliminating the undesirable behaviors of
the students, but this is hard to evaluate in view of the lack of baseline .

data relevant to the undesirable behaviors of the students. Soft data,
such as comments of DILE staff, principals, other school staff, and parents
suggest that undesirable behaviors are being weakened.

Many questions can be raised concerning "returning the students to
the mainstream of public school education." Is this indeed a desirable
objective of the project? Generally aversive controls are used in most
traditional classrooms. Teachers tend to respond more to disruptive,
undesirable behaviors, than to desirable behaviors. If the assumption is
true that behavior is a function of the environment in which it occurs, the
problem is not the students of the project, but the traditional classroom
environment. By bringing about changes in that traditional classroom and
replacing it with the DILE classroom, the generally inexperienced project
staff has been mare successful than many experienced educators in effecting
desirable changes in the social and academic behaviors of the students.

19/1
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By bringing about changes in the ways teachers interact with students, the

project teachers have been more successful than many experienced teachers

in effecting desirable changes in the DILE students. These factors cannot

be overlooked, particularly in view of the many problems that now face
the D. C. schools. The question is, is it more desirable to return
these students to an environment which is generally aversive, which will
attend to and once more strengthen undesirable behavior, or is it more
desirable to bring about changes in all the schools by developing more
classrooms which approximate DILE classrooms. If DILE has been somewhat
successful in building desirable behaviors of students labelled dis-
turbed, how much more success would be Achieved with the skillful, moti-

vated student?

It does not seem that adequate preparations are being made to return
the students to traditional classrooms. In order to accomplish a success-
ful transition, the behaviors developed in the DILE environment must be
carefully brought under the control of an enviornment which approximates
that traditional school classroom. Without such a fading program, it
would be naive to assume that the new and fragile behaviors developed in
environments built by DILE staff will generalize to other environments
in which the contingencies of reinforcement are not constructed to support
them.

The project has all but totally failed in involving the parents.
Parents are involved only to the extent that individual staff members
initiated parent involvement. The project was not designed to actively
involve the parents. Nc contingencies were imposed on staff behavior to
encourage their involving parents. Courses for parents, utilizing an
approach consistent with the DILE orientation have been developed and are
being used in several schools throughout the country, (Welder and Cohen,
in press).

A major goal for the immediate future of the DILE project should be
the involvement of parents and staff in training programs.

The one week in-service training program which actually did occur
was described by all interviewed staff personnel as worthless and irrele-
vant. No progress was made in developing DILE classrooms as potential
staff training centers in the education of (emotionally handicapped)
children. No packaged in-service training program has resulted from the
project.

Some of the questions regarding the effectiveness of a token economy
have been partially answered. It can generally be concluded that the
token economy is helpful in motivating students and supporting their
desirable behaviors. Because control students were not identified, the
proposed experiments relevant to evaluating the token economy could not be
performed. However, there has already been much work done to suggest
answers to question number 3 (p. 2 of this report). If the environmental
supports for any behavior are abruptly removed, the behavior will abruptly
deteriorate. Programs can be built to gradually change the environment so
that the behavior does not deteriorate. 9r-

4
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Summary of observation and recommendations.

The major failings and successes of the project have been specified
above and throughout the pages of this report. In summary, the major
strengths of the project appear to be as follows:

1. The project administration is flexible and ready to develop
innovative procedures.

2. The project administration is heading toward utilizing an
effective behavioral technology with a difficult population.

3. In its first year, the project has been more successful in
controlling and containing a population of children who in
the past have been neither controlled or contained.

4. The project has much potential. Administration hopes to
develop this potential in the directions of:

a) Training centers for parents, project staff, and
school personnel.

b) Research centers to further investigate and refine the
application of behavior modification procedures in
educational settings.

c) Centers to serve the school and school district through

technological assistance to other classrooms and schools
through consultation.

The major failings of the project are as follows:

1. The project failed to fulfill most of the objectives as
specified in the proposal.

2. A training program for staff did not occur.

3. A parent program was not established.

4. There was no systematic collection of useful data.

5. Good relations with the administtations of the host schools
were not established. Principals were generally excluded
from, rather than included in project plans and developments.

Specific recommendations:

A summary of the specific recommendations can be divided into four
major areas as follows:

Data and research:

1. Control groups should be identified.

3-65
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2, Pre and post tests should be systematically administered
to both groups.

3. Measures on curriculum materials should be related to
measures en pre and post tests.

4. Rates of performance should be recorded.

5. Work-record cards should be constructed in ways so that
they provide useful data instead of check marks in squares.

6. Weekly social and academic behavior reports by staff should
be revised to provide more useful data. Ongoing graphs
showing progress of students should be up to date.

7. Staff should be trained in the fundamentals of data
treatment,

8. A ongoing overall evaluation should be built. A design
for evaluation should be built prior to the second year
of the project.

9. Video taping in DILE and Control classrooms should be
part of the evaluation program.

10. An observation program using paid observers, high school
students, parents, teachers, and administrators as ob-
servers should be established to collect process data.

11. Some research questions regarding the token cconomy,
reinforcers, teacher-student interactions, etc., should,
be answered through designed experiments.

Classroom management:

1. Progress of students should be publicly displayed.

2. Curriculum materials should be used as specified by
puslisher, or in ways to get maximum information from
their use.

3. All materials presently owned by the project should be
inventoried and a workshop to train staff in the use of
the materials should take place.

4. Social studies and science materials should be built.

5.* More group activities should be built into the program
so that social behaviors can be built.

6. Rules should be established to control staff in giving
out check marks to students. Behavioral criteria should
be established so that students know what behaviors are
required of them,

3-66
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7. Rules for acceptable behavior in the classroom should be
posted and frequently reviewed by the class.

8. Staff should model the behaviors desired from the child.
If staff members wish students to work, the staff should
work.

9. Teachers should specify behaviors which are being re-
inforced or punished.

10. Time-out as it presently exists in the DILE classes
should be omitted as a procedure.

11. Staff should reinforce a behavior immediately following
the behavior.

12. Students in these classes should not be allowed to go
home for lunch.

13. A continuing search for material reinforcers in the
classroom must be carried on. Such a list might include:

a) Opportunity to sit next to someone.
b) Opportunity to sit with shoes off.
c) Opportunity to use certain materials and

equipment.
d) Opportunity to be a teacher's aide.
e) Opportunity to be a safety patrol.
f) Opportunity to speak before the class.
g) Opportunity to visit school principal.
h) Recess.
i) Art.
j) Physical Education.
k) Field trips.

14. Provisions should be made so that staff members do not
upend their own money to purchase reinforcers.

Administration and Public Relations:

1. School administrators associated with the project should
be informed as to the philosophy and methodology of the
project. Principals should be invited to take part in
the training course.

2. The project should serve the host school and school
district.

3. Liaison with school principals should remain up to date
and they should be encouraged to participate in the
program. Their support should be sought (see Appendix E).

1;114
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4. Other staff in the host school should be allowed to
observe in the DILE classrooms and to participate in
DILE training programs.

5. The host school, where possible, should be allowed to
use DILE equipment and materials.

6. A special status should be afforded special education
teachers to erase the stigma seemingly attached to
special education.

7. Better and more consistent communication should be es-
tablished between DILE administration and DILE staff.

8. Behavioral objectives should be specified for DILE staff.

9. A full-time project coordinator should be employed.

10. Local experts in Behavior Modification should serve as
consultants to the project.

11. An open house in DILE classrooms should be conducted
for parents to teach them the methods of the class.

Training:

1. A parent-program should be established to foster
collaboration between home and school and to develop
the child-rearing skills of parents.

2. An in-service training program for educational personnel
(DILE staff and others) should be established to focus
on:

a) behavior modification techniques.
b) collect!on and treatment of data.
c) working with parents.

Recommendations:

It must be clearly stated that although the project fulfilled only
some of the specified objectives, there were other unspecified objectives
which were fulfilled. A new classroom model relevant to the problems of
these particular students in this particular school system was developed.
Many useful things were learned in the transition from the Engineered
Classroom to the DILE Classroom. Hopefully this information will be
disseminated throughout the school system. Hopefully, this information
will effect some changes in the school system.

In spite of several major failings, the DILE project must be vitved
as a generally successful project. It is a project with potential '..td
many implications for public education in Washington, D. C. (and elsewhere).
In order for this potential to be retailed, continued funding of the
project is recommended.
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Project Summary

Title: Severely Mentally Retarded: Training Adaptive Behaviors

Group Served: Severely Mentally Retarded Children

Project Location: Developmental Center

Title III Funds Allocated: $21,018

Number of Children Served: 6

Background and Rationale:

Research shows that in the District of Columbia, there are approxi-
mately 550 severely mentally retarded children. Of this number at least
20 are not enrolled in any class, primarily, because of problems as be-
havior, lack of toint training, and the inability to take care of personal
needs rather than inability to profit from training mid instruction.

The project endeavors to deal with these excluded children in an
"Intake class", or on the premise that all children should have the oppor-
tunity to develop to their maximum potential.

Project Objectives:

1. To provide training and instruction for severely mentally retarded
children of school age not now being served.

2. To stwly the general problems involved in the care and instruction
of severely mentally handicapped and ways of resolving these problems.

3. To provide an effective full-time instructional program specifi-
cally geared to meet each child's individual needs; the goal of the program
will be to return the children to the mainstream of public education.

4. To understand the unique problems of each handicapped child
through a systematic analysis of his behavioral repertoires.

5. To show the efficacy of special techniques like operant condition-
ing in increasing the probability of effective gains in a classroom situ-
ation applied to the reduction of a multiplicity of problems.

6. To program the methodology so that following the period of the
project it can be applied by any teacher of a SMR class so that segregation
of the child with special problems becones unnecessary.

7. To involve parents as much as possible in the process of training
their children.

4-1



Project Methodology.:

A teacher and a teacher's aide worked for an entire school year with
a class of severely mentally retarded (SMR) children, excluded because
of their lack of toilet training or their hyperactivity from regular pub-
lic school SMR classes. The principle of operant conditioning was adapted
to and applied in a classroom situation in an effort to shape the children's
behavior and raise their performance to a level acceptable in the Public
School classes. Following extensive observation of the children and ratings
based on the TMR Performance Profile, skill hierarchies were established
for each child in six areas: social behavior, self-help, communication,
basic knowledge, practical skills, and body usage. A specific list of
small training steps was developed for each desired goal behavior for each
child. Candies, sweetened cereals, and the praise and attention of the
teacher and teacher's aide were the rewards used to motivate the children
to progress through thr kill hierarchies. Rewards were given immediately
for successful comple or for any approximation of the desired skill
in the hierarchy; when ...le child mastered a particular skill, focus shifted
to the next step in the hierarchy. Small amounts of reward were used to
maintain established behavior, while larger amounts were used as reinforce-
ment in the latter steps of the skill hierarchy. Undesired behaviors were
ignored unless the child was physically hurting himself or another child.

Evaluation Plan:

Both internal and external evaluation procedures were incorporated
into the program. The teacher and the teacher's aide, trained prior to the
beginning of the program in rating techniques, determined the TMR Performance
Profile for each child at the beginning of the program, six weeks later,
and at the end of the school year. This quantification of each child's
behavioral and social functioning abilities on a broad range of activities
provided a base on which to develop individual skill hierarchies.

In addition, an observation system was set up permitting daily obser-
vation of each child by an observer relatively unconnected with the program.
In the beginning of the project each day two observers scored two children
for periods of 25 minutes each, noting 10-second periods of positive
attention to school work and specific types of inattentive behavior inter-
rupting a given 10-second period.

Results:

A. Classroom Program.

At the end of the year, five of the six children attained higher
TMR Performance Profile scores than they had at the initial administration
of the test. On the basis of their scores the children, as a group, showed
the greatest improvement in self-care, body usage, and communication,
respectively. They showed little evidence of change in their social behavior
and practical skills, and practically no improvement in basic knowledge.
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Results: (continued)

In addition to these quantified improvements, observation of the
classroom revealed a definite qualitative improvement in the classroom
atmosphere during the course of the year. By the end of the program,
children sat in their seats much of the time, seemed happy, quiet and atten-
tive of their work.

All of the children were quickly toilet-trained and all but one
appeared ready by the end of the program to participate in regular SMR
classes.

B. Teacher Training

Other than the training of the teacher and teacher aide administering
the program, no teacher training was carried out during the year. However,
the Program Coordinator has outlined a training program for future imple-
mentation.

C. Parent Training

Due to a variety of circumstances parents uJre involved minimally in
the program. While a training program for parents was conducted by the
staTh it came too late in the school year to motivate parents sufficiently.

Consultant's Comments and Recommendations:

Tie consultant made the following comments:

1. The TMR Performance Profile scores had limited value. From the
data it was possible to rank the children's relative improvement but not
to make a detailed statistical evaluation of an individual child's progress.
Differences in initial and final TMR scores must be interpreted cautiously
on the grounds that no information on the test-retest reliability of the
scores was available. Either the TMR Performance Profile should not be
used in the future, or control groups should be introduced.

2. The use of skill hierarchies encountered several problems. To

improve the process, terminal skills should be taught first, children should
occasionally be tested with the final behavior, teachers and teachers'
aides should be trained to record a child's performance on each step in
the skill hierarchy.

3. The observation method used by independent observers emphasized
inattentive behavior rather than attentive behavior leading to a conserva-
tive estimate of classroom improvement.

4. Of the five children who showed improvement, the one showing the
least improvement was not interested in any of the snack rewards used in
the operating conditioning process, suggesting that her minimal improve-
ment was due to her lack of participation in the operant conditioning
procedure.
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Abstract
Final Wiation Report

Title: Severely Mentally Retarded: Training Adaptive Behaviors

Background:

Research shows that in the District of Columbia, there are
approximately 550 severely mentally retarded children. Of this
number at least 20 are not enrolled in any class, primarily
because of problems as behavior, lack of toilet training, and
the inability to take care of personal needs rather than anin-
ability to profit from training and instruction.

This proposal endeavors to deal with these excluded children
in an "intake class", on the premise that all children should
have the opportunity to develop to their maximum potential.

Director: Dr. Stanley Jackson

Location: Developmental Center for Special Education

Date: March 1, 1969 - June 30, 197C

Target Population: Eight SMR children from the District of Columbia

Staff: 1 Director, 1 Teacher, 2 Teacher Aides

Cost: $21,018.00
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Special Class in Adaptive Behavior
Final Evaluation Report

Stephanie B. Stolz, Ph.D.

This report is my final evaluation of the results of the first yeer
(1969-1970) of the special class in adaptive behavior for severely mentally
retarded children. This special class was supported by funds from ESEA
Title III, to the Department of Special Education, Developmental Center
for Special Education, Public Schools of the District of Columbia. This
final report will include some of the material from my prelim'.nary evalu-
ation, which has already appeared in the Interim Evaluation Report, as
well as additional material gathered since April, 1970. This additional
material includes further observations of the classroom, additional dis-
cussion of the program with the educational specialist (Mr. Wulkan) and
the program coordinator (Mr. Nathenson), and my conclusions from examina-
tion of the final data obtained from the program. These data include
further observational records made la the classroom, as well as the second
administration of the T. M. R. Performance Scale.

The special class in adaptive behavior has a number of specific objec-
tivev, as outlined in the proposal of 27 January 1969. These objectives
are:

1. To provide training and instruction for severely mentally
retarded children of school age not now being served.

2. To study the general problems involved in the care and
instruction of severely mentally handicapped and ways of
resolving these problems.

3. To provide an effective full-time instructional program
specifically geared to meet each child's individual needs;
the goal of the program will be to return the children to
the mainstream of public education.

4. To understand the unique problems of each handicapped child
through a systematic analysis of his behavioral repertoires.

5. To show the efficacy of special techniques like operant
conditioning in increasing the probability of effective
gains in a classroom situation applied to the reduction of
a multiplicity of problems.

6. To program the methodology so that following the period of
the project it can be applied by any teacher of a SMR
class so that segregation of the child with special problems
become unnecessary.

7. To involve parents s much as possible in the process of train-
ing their children.
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Working with children who have not had regular schooling; for long
periods of time because of their difficult social behaviors, the teachers
and project staff have achieved remarkable improvements in these. children.
Though as will be seen in the discussion of the data below, not all child-
ren showed striking improvements maint.ined over extended periods of time;
several of the children did show such improvements. In addition, for those
children for whom quantitative improvement cannot be demonstrated on the
measures taken, qualitative improvement was evident when they were observed
in the classroom.

My evaluation of the program is that it has met virtually all of the
initial objectives listed above. Plans for the continuation of the program
are well-developed, explicit, and scientifically sound,

In this report, I will review the initial objectives which I have
quoted above from the original proposal, and discuss the extent to which
these objectives have been met in the program. In addition, I will review
and comment upon new insights upon working with severely mentally retarded
children which the project staff have had as a result of this program,
upon the future plans for this project, and upon the plans for dissemination
of the procedures and results of this project.

Classroom Program

The first five of the initial objectives relate to the classroom
program, awl they will be discussed as a group.

The Children

For the special class in adaptive behavior, severely mentally retarded
children were chosen who had been excluded from the Public Schools of the
District of Columbia either because of lack of toilet training or because
of severe hyperactive behavior. Adequate data to permit an evaluation
were available for five of these children:

K: a disturbed girl, who often clung to adults inappropriately,
and at other times, shut out the world by putting her hands
over her ears.

R: a boy with Hurler's disease and severe hearing loss; he spent
much of the time making inappropriate noises.

H: a hyperactive boy.

C: a hyperactive girl

E% a girl with cerebral palsy.

In addition, TMR Performance Scale data but not observational data
were available on a sixth child:

C: a slow moving and lethargic boy, over-weight and short,
who often fell asleep in class.

1 It
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Observational data were not taken on this boy because aL the start
of the program he was already attending as well as the teacher wanted.

Preliminary Evaluations

When they joined the special class in adaptive behavior, the children
had obvious problems which had caused them to be excluded from the regular
school system, and to be selected for this special class.

TMR Performance Profile. A thorough evaluation was made by the project
staff of the current behavioral and social functioning level of each
child at the beginning of the program and again at the end of the school
year, by means of the TMR Performance Profile for severely mentally retar-
ded children. This test is an evaluative scale based upon observations
made by the teacher and the teacher's aide. With this scale, the current
abilities of a child can be quantified on a broad range of activities,
including those most frequently found in curriculum guides for the
severely retarded. Table I presents the six major areas of the TMR Per-
formance Profile, and the four related topics under each of the major
areas. Under each of these 24 topics, the test has ten related performance
items; each item was selected for the test because it fell within the
scope of the experiences and potential abilities of a severely mentally
retarded child. The child is rated on each item with a score indicating
on which of five descriptive levels of performance his behavior is. These
five levels, coded zero through four, range from "negative or non-performance
or no display of awareness" (zero) through "A realistic goal" (three) to
"performance above the goal" (four). The persons developing the test see
an average score of three as a desirable goal. The score of four is
included so that even the most capable mentally retarded child will
presumably not be able to 'do better than a full score.

In the special class in adaptive behavior, the TMR Performance
Profile was determined for each child at tne beginning of the program,
and then again at the end of the beginning of the program, and then again
at the end of the school year. Before the initial administration of the
test, the teacher and the teacher's aide were given extensive training
in making the sort of ratings required by this test. The training con-
tinued until the ratings obtained by the teacher and by the teacher's aide
agreed 80% or more of the time. After it was determined that the teacher
and the teacher's aide were rating the children by the same criteria--
as demonstrated in the high degree of agreement between them, the teacher
and the teacher's aide independently made complete performance ratings
for each of the six children in the program. This same procedure was
followed in the administration of the Scale at the end of the school year.
Correlations between the ratings of the teacher and the teacher's aide
for each of these administrations of the Scale are presented in Table I.
These correlations represent the degree of agreement between the two
raters. With regard to the initial reliability measures, the agreement
is very high for most categories, indicating that the two raters continued
to make decisions on the basis of the same criteria. The only category
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Table I

Areas evaluated on the TMR Performance Prcfile. The numbers indicate the
degree of agreement between ratings of the teacher and the teacher-aide,
in the initial testing and in the testing at the end of the year.

Initial Final
Major Area Related Topic Reliability Reliability

Social behavior Self control .70 .80

Personality .64 .84

Group participation .38 .80

Social amenities .73 .91

Self-care Bathroom and grooming .99 .98

Dealing with food .94 .97

Clothing .92 1.00
Safety .88 92

Communication Modes of communication .83 .95

Listening .98 .91

Language activities 1.00 1.00
Language skills 1.00 1..00

Basic knowledge Information .94 .99

Numbers 1.00 .99

Awareness .95 .96

Social. Studies 1.00 1.00

Practice' WIls Tools .98 1.00
Household items .96 .9b
Family chores .92 1.00
Vocational readiness .65 .88

Body usage Coordination .99 .99

Health habits .99 .99
Fitness .96 1.00
Eye-hand coordination .98 1.00
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with unsatisfactory reliability is that of Social Behavior, where the
reliability in all topics fell below 80%. The teacher reported that she
felt that a more accurate rating could be obtained after they were more
familiar wl.th the children. This suggestion was followed, and reliabili-
ties better than .90 were obtained when the children were re-rated on the
social behavior items six weeks later. Thus, one can conclude that accu-
rate assessment was made of the children on4all the scales of this test
at the beginning of the classroom program, or shortly thereafter. The
final reliability measures are consistently high, again indicating that
the two raters were in agreement nearly all of the time, and that they
were rating the children by the same criteria.

Table II presents the average rating for each child on each of the
six major areas of the TMR Performance Scale, as well as his average
rating on the entire scale, both at the beginning and at the end of the
program. These average ratings are based on the ratings of the teacher only,
as the teacher and the teacher's aide tended to agree in their ratings,
as shown in the reliability correlations. Only those items are included
on which the child was rated both in the beginning of the program and at
the end, se that the "before" and "after" scores would be completely com-
parable. On the whole, the improvements shown by the individual children
on the various major are.s of the TMR Scale are small, though it should be
noted that the entire scale was only from zero to four, so that an improve-
ment of even one scale point is meaningful. To evaluate these results,
I will first discuss the performance of the individual children, and then
compare their performance as a group across the various areas.

In terms of improvements in the scores of the individual children,
each child's improvement, as measured by the difference between his initial
score and his end of the year score, car be compared with the other children's
improvement during the year. In those terms, definite improvement can be
said to have been shown by both H, and K and moderate improvements by C
Gand E. R.'s scores showed no meaningful change. The largest improve-
ments on particular areas were shown by H thethe areas of basic knowledge
and communication, and by K ,in the areas of self-care and body usage.
Nearly as large improvements were shown by C on self-care, and by H on
body usage. All these improvements were more than one scale score each.

In this discussion of individual improvements, it can be seen that
particular major areas of the Scale are mentioned repeatedly. It is a
meaningful question to ask whether the children as a group improved
consistently more on some scales than they did on others. This question
can be answered statistically by the coefficient of concordance, which is
an index of the extent to which the children improved on the same scales
(and also didn't improve on some other scales). For these data, that
coefficient is 0.60, which is significantly different from zero (X2= 17.8,

df = 5, p.c.01), that is, the statistic shows that the children did indeed
tend to improve on the same scales. InsvIction of Table II suggests that
the improvement was shown on self-care, body usage, and communication, in
that order, that is, with self-care evidencing the greatest improvement.
The children tended not to improve on basic knowledge, and very little
change was shown on the social behavior and practical skills scales.

1:,(1
4-9



T
a
b
l
e
 
I
I

I
n
d
i
v
i
d
u
a
l
 
s
c
o
r
e
s
 
o
n
 
t
h
e
 
m
a
j
o
r
 
a
r
e
a
s
 
o
f
 
t
h
e
 
T
M
R
 
P
e
r
f
o
r
m
a
n
c
e
 
S
c
a
l
e
.

F
i
r
s
t
 
t
e
s
t
i
n
g

w
a
s
 
a
t
 
t
h
e
 
b
e
g
i
n
n
i
n
g
 
o
f
 
t
h
e
 
p
r
o
g
r
a
m
;
 
s
e
c
o
n
d
 
t
e
s
t
i
n
g
,
 
a
t
 
t
h
e
 
e
n
d
 
o
f
 
t
h
e
 
s
c
h
o
o
l
 
y
e
a
r
.

C
h
i
l
d

G
.

K
.

R
.

G
E
.

H
.

T
M
R
 
A
r
e
a

T
e
s
t
:

1
2

1
2

1
2

1
2

1
2

1
2

S
o
c
i
a
l
 
B
e
h
a
v
i
o
r

2
.
5

2
.
6

1
.
0

1
.
3

.
9

1
.
9

1
.
4

1
.
6

1
.
8

1
.
7

1
.
4

2
.
3

S
e
l
f
-
c
a
r
e

1
.
5

2
.
4

.
8

2
.
1

.
3

.
8

1
.
3

2
.
4

.
4

1
.
3

1
.
6

2
.
7

C
o
m
m
u
n
i
c
a
t
i
o
n

1
.
6

2
.
1

.
1

.
9

.
1

.
2

.
9

1
.
7

.
4

1
.
4

.
8

2
.
2

B
a
s
i
c
 
K
n
o
w
l
e
d
g
e

.
4

1
.
2

0
.
5

0
.
0
3

.
1

.
8

.
0
3

.
4

.
2

1
.
4

P
r
a
c
t
i
c
a
l
 
S
k
i
l
l
s

1
.
6

1
.
8

.
8

1
.
6

.
4

.
5

1
.
5

1
.
6

.
9

1
.
2

1
.
5

2
.
3

B
o
d
y
 
U
s
a
g
e

1
.
0

1
.
7

.
5

1
.
9

.
2

.
4

1
.
1

1
.
9

.
2

.
7

1
.
0

2
.
1

O
v
e
r
a
l
l
 
A
v
e
r
a
g
e

S
c
o
r
e

1
.
4

2
.
0

.
5

1
.
3

.
3

.
6

1.
0

1.
7

.
6

1
.
1
 
1
1
.
1

2
.
1

4
-
1
0



With regard to the comparison of this ranking of scales with the class-
room program, the only surprise is that social behavior should have shown
so little change. Otherwise, the scales showing greatest improvement
represent the subject-matter :teas receiving the greatest emphasis in the
classroom.

A difficulty I have in making any further discussion or evaluation
of the TMR Performance Scale scores is that such an evaluation would re-
quire some information on the,test-retest reliability of the scores. When-
ever a test is given to the same persons twice, particularly when the two
testings are separated by an interval of time, one always expects that
some small improvement will be shown in the scores, partly as a function
of experience with the test gained at the first testing, and partly simply
because the individual is somewhat older and more experienced, independently
of any particular intervening training. Generally the publishers of
tests such as this one provide an estimate of the change to be expected
with retesting, so that persons using the test can compare the size of any
differences they obtain with the amount of different resulting from this
naturally occurring variation. However, in this case, the manual provided
by the publisher does not contain this information, and I was unable to
contact the publisher or to find the material in a university library.
Therefore, I suggest that the differences observed in the children's scores
should be interpreted with caution. If the test-retest reliability were
very high, these differences would be quite meaningful. However, if the
change in scores from testing to retesting were itself sizable, that might
explain all of the difference observed. In the absence of the necessary
information, it is impossible to conclude whether the differences found are
meaningful.

One way to avoid this problem in the future would be of course, not
to use this particular test. However, another solution is to have some
other group of children who are tested at the beginning of the year, not
given a special program, and then retested at the end of the year. With
such a comparison group, an estimate would be available of the amount of
change to be expected in the TMR Scores just as a result of experience with
the test and the passage of a year's time, and then the effect of the program .

on the scores could be determined. The design of the program which is
planned for next year (see description later in this report) includes such
a comparison, and hence will avoid the problem I found in interpreting
this year's data.

Skill Hierarchies Based upon the TMR Performance Profile .atings
and upon extensive observation of the children in the early days of the
program, specific behavioral hierarchies were established for each child
in six general areas: social behavior, self-help, communication, basic
knowledge, practical skills, and body usage. These categories parallel
the categories of the TMR Profile. The skill hierarchies were individu-
alized for each child, so that the teacher and the teacher's aide would be
able to work with each child differently, based upon his assets and
difficulties in the beginning of the program. Such a training program is
consistent with the principle frum operant conditioning known as "shaping,"
that is, gradually changing a particular behavior from the form it happens
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to have when you start teaching a child, so that it gradually becomes
more and more like desired behavioral goal. With shaping, a desired be-
havior might come to occur more and more frequently, to last longer, or a
new behavior might develop into a frequently used skil].

In order to develop these hierarchies, observations were made of the
children to determine: (a) behaviors which were inappropriate or
lacking, (b) behaviors which were desired, and (c) behaviors which the child
already engaged in which might be shaped to become more desired behaviors.
A specific list of small training steps was developed for each desired goal
behavior for each child. Examples of the hierarchies are included in the
Appendix. Some of these include quite a number of steps, other very few.

The idea of using the skill hierarchies is an excellent one, and, as
I have noted above, consistent with what is known about learning. However,
the execution of the hierarchies and their administration in this project
encountered a number of problems, so that, on the whole, the use of the
hierarchies cannot be rated a success. First, much research has shown that
the best point in a skill sequence at which to begin teaching is at the
end of the sequence. Thus, in teaching a child to tie his shoes, one
should start with the bow almost completely tied, and have the child pull
it tight. Once he masters this, he is then taught the step just before
that. With such a training sequence, the child completes the act each
time, giving him a feeling of accomplishment which continues throughout
the training. However, the hierarchies designed for this project worked
the other way, starting with the beginning of the skill sequence, thus
probably making the hierarchies more difficult for the children to learn.
Second, though the teacher and the teacher's aide apparently spent quite
a bit of time teaching the individual skills, they were lax in recording
on the sheets (see Appendix) just what they did when, and how long it took.
As a result, it is not possible to evaluate the children's progress through
the skill hierarchies in any way other than to say that some of them appeared
to have acquired the desired skills.

Several procedures could be suggested for the future: First, as noted
above, the hierarchies probably should he rearranged so that the terminal
behaviors are the first taught. Second, the teacher and the teacher's
aide should be trained to record on the charts e-ch time they work with a
child on a given skill hierarchy, not just when the child masters a given
step. As it is, one cannot tell whether the interval of time between the
completion of two successive steps was full of unsuccessful ottempts or
was a time in which that particular skill was not worked on. Third, the
teacher and the teacher's aide should be given closer supervision so
that they in fact cooperate with this procedure. And finally, when the
hierarchies are being used, the teacher or teacher's aide should occasion-
ally test the child with the final behavior in the hierarchy. If the child
is required to complete each of the steps in the hierarchy, it would never
be possible to know whether any of the procedures could be short-cut. For
example, if a child is being taught to catch a ball thrown directly at
him from a distance of ten feet, as in one of the examples in the Appendix,
is it necessary for the teacher to proceed through the steps as given in
that hierarchy, of first rolling the ball to the child from a given dis-
tance, then bouncing it to him, and finally throwing it to him, after which

t 1-1

4-12



she backs off one foot and goes through the sequence again? Perhapy after
a child hag caught a ball bounded from six feet, he could catch a bdl
thrown from eight. The way to test this is occasionally to give the child
a step far in advance of that which he is currently supposed to be on.

Classroom Procedures

The procedures used in the special class in adaptive behavior were
based on the methods and principles of operant conditioning. This is a
part of psychology which emphasizes learning and training procedures based
on rewards for appropriate behaviors, and in general, no particular atten-
tion paid to inappropriate behaviors.

Determination of Rewards In order to be able to use such a system,
(Operant Conditioning) the teachers had to find something which was re-
warding for each of the children. Because each person is unique, individu-
al evaluations have to be made to find rewarding consequences for each one.
In the special class in adaptive behavior, the teacher and the: teacher's
aide began with a selection of small candies and sweetened cereals, and
soon determined the reinforcing value of each, for each child. During
their work with each child they used the type of snack which they found he
preferred. In addition, as I observed in the classroom, a great deal of
social praise and attention was used with all of the children whenever
their behavior improved and whenever they maintained a new accomplishment.
The association of the adults' praise and attention with the snack should
result in the praise and attention becoming rewarding even for those
children initially not rewarded by the attention of an adult. Also, once
the adult's praise and attention has become rewarding, the withdrawal of
praise and attention can be used as a mild punishment. The teacher's
aide reported that this was the primary manner in which they dealt with
inappropriate behaviors, that is, they ignored and/or walked away from

the child who was engaging in undesirable behaviors.

Shaping Appropriate Behaviors The rewards of candy, sweet: cereals,
praise and attention were used to motivate the children to progress through
the skill hierarchies, and to reward them for improvement and maintenance
of new skills. The teacher and the teacher's aide gave the rewards for
any approximation to the desired behavior, as they worked with the individu-
al children. One the child mastered the simplest step in the skill
hierarchy, the ':ewards then became available for approximation of the next
step along. Each child worked with at the pace most appropriate for him.
According to the Program Coordinator, these were the basic pririciples
which the teachers trained to follow: (a) rewards were delivered immedi-
ately following the desired behavior or approximations to it; (b) in the
initial learning of a new behavior, every successful response was followed
with reward, but after the new behavior was established, rewards were given
less often, (c) in the initial learning of a new behavior, large amounts
of reward were used in the later stages, where smaller amounts of reward
were used to maintain established behaviors; (d) all undesired behaviors
were ignored unless a child was physically hurting himself or another child.
These four principles are in accord with what is known about the best pro-
cedures for teaching children with the methods of operant conditioning.

Ott A
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Classroom Observations An excellent observational method was deNeloped
in the course of this project, which enables an outside evaluator to have
a great deal of valuable information about the progress of the children

throughout the course of the program. An observation system was set up so
that each day, each child's behavior was recorded for an extended period
of time by an observer who was relatively unconnected with the program.
Two observers were in the classroom and each scored a different child for
25 minutes, after which he scored a second child for another 25 minutes.
Thus, four children could be observed within an hour's observation period
on any day.

The behaviors which were observed were the critical ones for these
children: the amount of disruptive behavior and the amount of attention
to their school work. Because the method used is somewhat comphzated,
and yet very important to the evaluation of this program, I will describe
it in detail.

Two classes of behavior were defined: first "positive task attention"
and second, a specific type of inattentive behavior, depending upon the
problems of each individual child. The behaviors included in task
attention are given in Table III. Briefly, the most important aspect
of this class of behaviors was looking at the school work, that is, a child
was scored as attending to his work if he was looking at it, although it
was also counted as attending if he was looktng at the teacher who was
helping him. Several types of inattentive behavior were scored: hyper-

activity, i.e., being out of one's seat without permission; inappropriate
verbalizations or babbling; clinging, holding, or grasping the teacher
or teacher's aide: and "shutting-out," i.e., placing one or both hands
over the ears. If a child was not attending to the task and none of
these specific inattentive behaviors was occuring, then a general
category of inattentive behavior was scored, which included all other
inattentive in-seat behaviors, such as eye or body orientations away
from the task.

The behaviors noted above were scored each 10 seconds, that is, in
each successive 10-second interval, a child's overall behavior was rated.
In order to rate an interval as appropriate task attention, the child was
required to be positively oriented toward the appropriate task or person
for the entire 10-second interval. Any instance of inattentive behavior
occuring during the interval disqualified the child from receiving a
positive task attention rating, and one (and only one) of the inattentive
behavior categories was scored instead. That is, if the child attended
to his work for a full 10 seconds, he was given one positive task attention
score. If, on the other hand, he attended for three seconds, and then
got out of his seat and clung to the teacher, the observer would score that
10 second interval for that child either hyperactivity or clinging, depend-
ing on which behavior was of longer duration and intensity. Thus, the
observation system led to a conservative estimate of improvement in the
classroom behaviors of the children, because it emphasized the inappropri-
ate behaviors, rather than the appropriate ones. Hence, any improvement
in the observation scale of positive task attention indicates a marked
improvement in the classroom behavior of the child.

4-14
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TABLE III

Task attention criteria. Eye attention is the primary criterion,
but head and body attention are acceptable, subject to specifications
listed.

I. Eye attention

Child's eyes must be on task or teacher when:
(A) Teacher talks to class
(B) Teacher gives child rewards
(C) Teacher talks to child individually or helps him
(D) Child does an assignment at his desk

Child's eyes are not to shift to folders, box, etc.
during a task unless these are being employed in task.

During task at desk, no loud noises or talking to others,
but whispering to self permitted.

II. Head attention

Child's head must be facing task when back turned to
observer in study booth or at work centers.

III. Body attention

Child must be sitting in chair quietly
(A) Waiting for teacher
(B) During all other waiting periods, e.g., when

finished with task, before recess, or before
dismissal
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Before one can evaluate any changes on such an observational method
of recording, it is necessary to know how reliable the observation method
is, that is, whether two persons, using the same scale and rating the
same children at the same time, would come up with approximately the same
scores for that child. One way of ensuring such reliability is to have
the sort of clear and objective definitions of the behaviors to be observed
that were used in this program. Y.n addition, the two observers were
trained in the use of the observation code until their ob3ervations agreed
better than 80% of the time.

A conservative method was used for estimating the degree of agreement:
agreements were defined as instances in which the same behavioral category
was recorded by both observers in the same 10-second observation interval.
That is, agreements were counted only when both observers marked the same
category at the same time; agreements about the non-occurrence of behaviors
were not counted--these incorrectly inflate the degree of agreement, if
included. The average reliability found for five different observation
sessions was 89%, with a range from 83% to 97%. This amount of agreement
is comparable to that generally accepted by persons who work with this
sort of observational method.

Results

As noted above, the children assigned to this classroom were seriously
handicapped, severely mentally retarded children, who had been unable to
participate in the regular classroom program for severely mentally retarded
children, because of their lack of toilet training or because of severe
hyperactive behavior. One significant result of this program is that all

1

the children were toilet-trained quickly, and, according to the Program
Coordinator, with no problems. As the lack of toilet training was one of
the main reasons why these children were denied the regular classroom
programs for severely mentally retarded children, this accomplishment
alone will have significant results for the future education of these
children.

The TMR.Performance Profile data, which it had been hoped would be
another way to evaluate the effects of the program, were, as discussed
in detail above, disappointing, in that the design did not enable a detailed
statistical evaluation of the progress of specific children, other than
the ranking of the children's relative improvement, and the indication
that they tended to improve on the areas to which the most attention was

!

given in the classroom.

However, although definitive conclusions cannot be drawn on the
basis of the TMR Profile data, the classroom atmosphere was clearly
improved over the course of the year. My observations in the classroom
indicate that the classroom atmosphere reflects the successful use of
procedures and principles emphasizing success and reward. The children
sit in their seats much of the time, as the teacher and the teacher's
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aide circulate about the room, giving children materials and working
briefly with them. The main sounds to be heard are the instructions
to the children, and the enthusiastic praise of the adults as a child
succeeded in accomplishing another new step. Working in this atmosphere
of success and positive attention, the children seem happy, quiet and
attentive to their work. Though detailed quantitative support for these
generalizations is lacking, I feel the qualitative changes observed were
considerable.

Results from Observations These qualitative observations are supported
by the quantitative results from the daily classroom observations. Based
upon the graphs included in this report, I am able to make some conclusions
regarding the changes which have occurred in the children in the program.

H was the boy who had been hyperactive at the beginning of the program,
and whose attention to the school work varied considerably from day to day,
being undesirably low on many days (see Figures 1 and 2). For this boy,
the program in the special class in adaptive behavior resulted in a marked
improvement. With the introduction of the operant conditioning program
in which H was rewarded only when he was oriented toward the task, and in
which he was ignored when he was out of his seat, his hyperactivity essen-
tially disappeared (see Figure 2) dropping from an initial range of from
5% to 50%, to a range of from 0 to 5% on the whole, with only one day
early in the program on which he was scored hyperactive as much as 15% of
the intervals recorded, and a single day later with a 7% score. The "bad
days" in which H was very seldom attending to the task disappeared with
the operant conditioning program, so that after the program had been in
effect for a while, he scored lower than 70% task-attentive on only one
day, and generally was attending to the task on between 80% and 100% of
the intervals recorded. This amount of attention to the classroom tasks
would be considered excellent performance in any classroom, particularly
when it is noted how strict the task-attention criterion is in this scoring
system. H:s high proportion of attention to the assigned tasks may help
to explain why he showed the greatest improvement of all the children on
the TMR Scales. Since he was attending to the tasks, he had the opportun-
ity to,perform them, to be rewarded for performing correctly, and to im-
prove his skills. The improvement shown in the classroom was apparently
generalized to his home, as H:s mother gave a very favorable report, when
questioned by the project staff. She mentioned these specific improve-
ments:

H,is more active. He is not afraid of strange places,
and is more outgoing. He plays with other children.
Can write his name, writes numbers. He is talking much
more. He can make his own sandwiches, and cleans up
after a meal. He helps around the house, such as
setting the table. He can dress himself. Talks on the
phone. H.follows directions.

K,is the girl who, at the start of the program, often clung to
adults inappropriately, and, at other times, shut everything out by
putting her hands over her ears. Figures 3 and 4 present the observa-
tional data for this girl, and clearly reveal that a great deal of improve-
ment has occurred in the course of the program. As in the preceding
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:figures, the initial group of observations, made in May, 1969, are prior
to the initiation of the operant conditioning procedures in the classroom,
while the right-hand sie of the figures represents observations made while
the operant conditioning program was in effect. Prior to the initiation
of the new procedures, K, attended to the task about 15% of the time, on
the average, spent a large amount of her time out of her seat, and also
had her hands over her ears about 15% of the time. In the operant con-
ditioning program, K, could receive praise, rewards, and attention only
when she was oriented toward her task. When she was out of her seat, no
one paid any attention to her any longer. Figure 3 shows a large increase
in task attention which was maintained through the operant conditioning
program, so that she attended, on the average, somewhere between 40% and
80% of the time. The shutting-out behavior almost completely disappeared
(see Figure 4), and while the hyperactivity did not disappear, it became
an unusual event. Figure 4 shows that K.was noticeably hyperactive on
only five of 18 observation days during the operant conditioning program,
in contrast to perhaps eight of nine days prior to the start of the
program. Like IL,K.showed a marked improvement in TMR Performance Scale
score. Again, it can be speculated that this was a result of her increased
availability to the teacher which was a consequence of the decrease in
hyperactivity and in shutting out and IAA: increase in task attention. Once
she was attending to the task and not ruming around or shutting out the
world, she could then begin to learn the new skills whose acquisition is
reflected in the improved TMR scores.

C ,E.,and G all showed moderate amounts of improvement on the TMR
Performance Scale. The comparison of C and E.is particularly interesting,
because the same relative amount of iiprovement on that test reflected
quite different perfuemances by the two children. As noted above, no
observational data are available for G.,so his TMR scores will not be dis-
cussed again at this point. Figures 5 and 6 show the observational records
for task attention for C. and for E. Note that C.showc a marked improve-
ment under the operant conditioning program, while E. shows essentially no
change. Prior to the introduction of the operant conditioning program,
C:s task attention was quite variable, but averaged a little better than
50%. After the operant conditioning program had been in effect for some
time, C, attended to the task 80% or more of the time consistently, with
the exception of a single day on which only 70% task attention was recorded.
On the last two days on which she was observed, C.attended to the task
95% or more of the time, surely an outstanding record for a child in any
type of classroom. E:s attention to the task, in contrast, was quite vari-
able, and showed no consistent change in relationship to the change in pro-
cedures in the classroom. Both these children's IMP Scores increased about
a half scale score on the average. However, it should be noted that C:s
score increased from 1.0 to 1.7, so that he final average was a low
"limited acceptable" one. On several scales, her behavior was rated
much better than that. On the other hand, E.'s scores increased from .6
to only 1.1, so that her final performance, as measured by this test, was
minimal. Thus, again it appears that the TMR data and the observational
data lead one to arrive at approximately the same conclusions, in this
case, that C.was noticeably improved during the course of the program,
while E:: behavior did not reach even a level of limited acceptability
during the school year.
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The Program Coordinator noted, in his discussion with me, that E.
did not seem interested in any of the snack rewards which were available
through the program. The fact that a child who does not like to eat the
particular snacks offered also is the one showing the least improvement
with the program is important. This suggests that the food rewards might
be a more important part of the procedure as it is now constituted than
the praise from the teachers. Those children who are rewardel by candies
and sweetened cereals show improved appropriate behaviors and decreased
inappropriate behaviors, while a child known not to like such rewards
shows little improvement. Since this child is not, in a real sense,
participating in the operant conditioning program (because she is apparently
not rewarded by the system), it is perhaps no surprise that she did not
improve.

The reports from the children's parents support the generalization
we have just made. C:s mother said that C:s behavior was much improved
at home. She was not as hyperactive, was more calm, and spoke more and
better than she had. E:s mother, in contrast, said that E.showed no
particular improvement compared with what she could do before she was sent
to this new program.

The final child in this program is E.,the boy with Hurler's syndrome
and severe hearing loss. At the start of the program, he spent much of
the time rgking inappropriate noises, which were separately scored by the
observers as "verbalizations." His hearing difficulty made the task of
working with him particularly difficult for the teacher and the teacher's
aide, who had no special training in working with children with hearing
loss. However, despite this difficulty, they were able to produce a marked
increase in R:s attention to his schoolwork, soon after the initiation of
the operant conditioning reward procedures (see Figure 7). Unfortunately,
as the year passed, P.'s disease began to take an increasing toll, so that
he had increasing trouble with both large and small muscle movements. It

may be this, which made it ever more difficult for him to succeed in his
school work, which resulted in his increasing inattention to the school
work at the end of the year. However, the decrease in the extent to which
he vocalized inappropriately which occurred did continue to the end of the
school year. (see Figure 8) The teacher and the teacher's aide worked to
obtain this decrease by trying to attend to 2,only when he %MS not in-
appropriately vocalizing. if Swas rewarded by the teacher's attention,
as well as by the candy, these results would make sense; by not vocalizing,
he was able to maintain the attention of the teacher, however, as he was
not physically capable of succeeding in the school work, he collected no
or few rewards from attending to the task. This would result in decreased
vocalizations accompanied by decreased task attention, which is what was
observed. 11.'s performance as rated on the THR was only a trice above a
total rating of "non-performance," and essentially no change was shown
between the two testings; this is consistent with the classroom observations.

Return to regular classes. One of the criteria for the success of
the operant conditioning program in the special class in adaptive behavior
is whether the children training in the program will be able to be re-
turned to regular classrooms for severely mentally retarded children, and
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will be able to stay and participate in the programs of those rooms. In

the opinioa of those persons working with the children, and in my opinion
based on my observations in the classroom, nearly all of the children in
the program are capable of participating in regular classrooms for severely
mentally retarded children. One of the children, R, could not be so
"promoted," as he is classified as profoundly retarded, so he would not
be appropriate in a room for the severely mentally retarded, even if his
social behavior might enable him to stay in the room.

Summary of evaluation of classroom program

I believe it is clear from what has preceeded that the special class
in adaptive behavior has been highly successful in meeting the five ob-
jectives related to the classroom program: training and instruction has
been provided for severely mentally retarded children not in the regular
classrooms for such children, a start has been made developing methods
for instructing these children, methods which are geared to meet each
child's individual needs. It appears that most of the children will be
ready to turn to the mainstream of public education. In addition, a
systematic analysis of the behavioral repetoire for each child was made,
as proposed, and the operant conditioning procedures in the classroom re-
sulted in most of the children making at least some improvement as
reflected in the quantitative data, while some of the children made
significant improvements as measured quantitatively. In addition, the
qualitative change in all of the children was in the direction of a marked
improvement.

Teacher Training

One of the original goals of this program was "to program the meth-
odology so that following the period of the project it can be applied by
any teacher of a SMR class so that segregation of the child with special
problems become (sic) unnecessary." This has several aspects: first,

that the methodology should be such that any teacher could use it, and
second, that the methodology should be taught to some teachers not in-
volved in the program, so that they can try it out in their own classes
of severely Mentally retarded children.

With regard to the first aspect, that any teacher should be able to
use this method, it appeared from my observations in the special class-
room that no skills were used by the teacher and the teacher's aide in the
program other than those which any teacher of the heverely mentally retard-
ed would have. The most distinctive aspect of the behavior of the teacher
and the teacher's aide was the extent to which they praised their students
for very small improvements in behavior. This type of enthusiasm is not
typically found in classrooms. However, with training, any teacher should
be able to learn to do this.

The training program which will be used to train other teachers in
such skills has been outlined by the Program Coordinator. Teachers will
read a programmed text on the use of operant techniques with children,
Living with Children, by Patterson and Gullion, and also read a handbook
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edited by Eensberg, called Teaching the Mentally Retarded. Both books

emphasize operant conditioning procedures and training with rewards. In

addition they will see a film developed to accompany the handbook, also
called, "Teaching the Mentally Retarded." The teachers will be instructed
in the classroom use of skill hierarchies, given special training in ob-
jective observation of behavior, and then given supervised practice in
the use of rewards in teaching severely mentally retarded children.

This training program seems quite suitable. None or the materials
to be used is difficult, so that persons with only a high school educa-
tion should be able to read and understand the books. Unfortunately as
a result of administrative difficulties it was not possible for teacher
training to be carried out this year, other than with the teacher and
the teacher's aide specifically involved in the special class in adap-
tive behavior. As far as I can determine, this is the only portion of
the original oblectives as outlined in the proposal which was not carried
out at all.

Parent Training

The parent training program utilized the same materials as those
planned for use in the teaching training program. The parents were
iaitially given individual conferences, in which their children's prob-
lems were discussed. After going through the various reading materials,
and seeing the film, the parents were giyen instruction in observing and
recording the behavior of their own children. They were then given special
skill hierarchies on which to work in the home. Unfortunately, as a re-
sult of a number of problems, this part of the program began very late in
the year. The skill hierarchies for the classroom were developed prior
to discussing the children with the parents, a reasonable if time-consuming
order in which to proceed. In addition, the Educational Specialist, who
was to work with the parents, was required to spend a considerable amount
of time on another project (DIAL), so that it was not until the spring
that he had the time available to work with the parents. As a result,
he had an insufficient amount of time in which to develop any sort of
relationship with the parents, or, in operant conditioning terms, he was
unable to establish himself as a reinforcer, and, in addition, he had no
other types of rewards to offer the parents. Lacking motivation, their
participation was only minimal, and this part of the program cannot be
counted a success.

New Insights

I questioned the Program Coordinator as to whether he had obtained
any new inslEhts into working with the mentally retarded as a result of
this particular program. His response was mainly directed toward the
classification and selection of the children. As a result of seeing the
amount of progress the children were able to make in this program, in
which the emphasis was on change in specific behavioral skills, he feels
that classrooms for severely mentally retarded children should be graded
in some way, based on the behavioral capabilities of the children. Rather

4-29



than the present system, in which a child is assigned to a given class-
room, and then stays for the rest of his academic career in that class-
room, he recommends that several behavioral levels be established, so that
the child could be promoted, on the basis of the amount of behavior change
which he shows,

This is related to the question of the classification of the child-
ren originally assigned to the special class in adaptive behavior. Ap-
parently, the primary criterion for selection was that the children not be
toilet trained. No consistent educational criterion could have been used,
because while most of the children were severely mentally retarded, one
of them was profoundly retarded, and hearing-disabled as well. Thus, the
Program Coordinator concluded on the basis of his experience with the
operant training program that more consistent evaluative procedures,
classrooms which also were directed toward specific behavioral improve-
ment, would be better for the children.

Future Plans

Dissemination of results

The Program Coordinator plans upon approval of the Director of
Special Education to publish the results of this project in the special
class in adaptive behavior either in Exceptional Children, or in the NEA
journal. These are both appropriate journals for such material, in my
opinion.

Next year's program

Based on the success of the special class in adaptive behavior this
year, the Program Coordinator has proposed a larger program for next year.
This proposed program would evaluate the existing programs for the severely
mentally retarded, in conjunction with the operant conditioning program,
which would be rqn on a larger scale. In addition, other factors which
would be evaluated would be the effect of the addition of teacher's aides,
and the effect of upgraded academic requirements in the area of mental
retardation, for teachers in classrooms for the severely mentally retarded.
Thus, the proposed program would evaluate the relative improvements in
the behavioral, social, and academic performance of severely mentally re-
tarded children in classrooms with and without operant conditioning
programs, with and without teacher's aides, and with and without
teachers who have met ungraded academic requirements in the area of men-
tal retardation. In addition, the parent-training program would continue
and be expanded to include more parents.

In order to investigate these various factors, a 2x2x2 design has
been proposed, in which the variables are as outlined above, that is,
(a) academic requirements: either 9 hours or more in the area of mental
retardation, or 8 hours of fewer in that area; (b) teacher's aide: either
an aide is included in the classroom or one is not included; and (e)
special training: either the teacher is trained in operant conditioning
procedures, of she receives general training in various administrative
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matters of importance to teachers of severely mentally retarded children.
With a total of 16 rooms participating in the program, it is possible to
have two rooms on each of the eight different possible combinatioas of
these three variables.

The measures which will be made of the children will include the
TMR Performance Profile, both at the beginning and the end of the school
year, the observation records of task attention made in the classroom,
and other diagnostic instruments which yield objective scores. In order
to obtain objective TMR Performance Profile scores, special research
assistants will be hired to administer these tests. This relieves the
teachers of the necessity of learning to score the test, and also has the
advantage that the teachers are not involved in scoring their own pro-
gress at the end of the school year. As noted above, the inclusion of
classrooms which do not have the operant conditioning program is essential
for the evaluation of the changes on the TMR Performance Profile. Such
comparison groups will enable an estimate of the amount of change to be
expected in that test when a child spends a year in a different sort of
program from the operant conditioning program.

Evaluation. This design is clearly formulated, and should enable
an evaluation of the three variables which are under study. The results
with respect to each of these variables will have important implications
for programs for severely mentally retarded children. Two factors are
particularly crucial for the success of this research design: first, a
sufficient number of assistants should be made available so that the

observational records can be collected in the classroom during the year,
and second, sufficient supervisory personnel should be available so that
both the operant training and the general training can be done adequately,
with an adequate amount of supervision of the teachers in the classrooms
as well, to ensure that they are carrying out the procedures they have
been taught. With that type of support, the results from this project
should be of interest to the educational community as a whole.

Summary of My Evaluation

4y evaluation of the special class in adaptive behavior for severely
mentally retarded children, is very positive, based on the pleasant
atmosphere of the classroom, on the observational records indicating, on
the whole, large amounts of improvement shown by most of the children, and
on the over-all tendency for the children's scores to increase on the TMR
Performance Profile. These achievements are particulatly impressive for
two reasons: first, the children included in the program were selected
from those who have been completely excluded from the regular educational
system, including from classes for the severely mentally retarded, because
of their various problems. Second, the improvement I have discussed was
obtained even though the children were only in contact with the program
during the school day. Many other programs with children such as these
have required the children to live in an institution, so that 24 hour-a-
day control of their lives would be possible. The special class in
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adaptive behavior has been able to achieve improvements in the children's

behavioral, social, and academic behaviors without requiring this sort of

total control.

July 1, 1970

Submitted by:
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APPENDJX

Skill hierarchies that were developed for four of the

children
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ESEA Title III Special Education Project

Comprehensive Education for Multiply-Handicapped Deaf Children
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Project Summary

Title: Comprehensive Education for Multiply-Handicapped Deaf CW.I.dren

Group Served: Multiply-Handicapped Deaf Children

Project Location: Kendall School for the Deaf
Gallaudet College

Title III Funds Allocated: $22,319

Number of Children Served: 30

Background and Rationale:

Kendall School for the Deaf has previously initiated various attempts
within the regular school program to improve the educational experiences
of multiply-handicapped deaf children. The attempts were not consistently
successful primarily because the approach used was similar to that used
with children who were deaf only; multiply-handicapped children had other
disabiling handicaps that impeded their progress.

Because the school was equipped with modern educational facilities
and thirty children defined as multiply-handicapped deaf children were
already enrolled, a new attempt was made to net the needs of these child-
ren. A comprehensive program was designed that emphasized the development
of curriculum guidelines, the involvement of parents in educational remedi-
ation, and the utilization of physical therapy and therapeutic recreation.

Project Objectives:

1. To conduct a pilot program in the development of curriculum
guidelines for the multiply-handicapped child.

2. To develop close coordination between children's homeland the
school to help facilitate communication between parents and teachers, to
implement teachers' recommendations for educational activities in the home
and to improve communication between parents and their children. .

3. To improve the coordination and body movement skill of the child-
ren, particularly those with cerebral palsy involvement, through the
utilization of physical therapy.

Project Methodology:

To meet the first objective, an educational specialist was hired to
assist in developing guidelines for a curriculum. She subsequently collated
data and materials into a sequential language curriculum.

Objective two was met through the utilization of a person with
experience in education of the deaf, social work and counseling. The
activities involved working with area health and welfare agencies, and
with parents and teachers in coordinating home-school relationships.
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Upon the advice of a physical therapist, the third objective was met
through the resources of Kendall School's Physical Education and Eurhythmics
Departmentswhich planned and organized the necessary physical activities
for the children.

A delay in formal approval of the project was off-set by the willing-
ness of the director and staff to begin the major aspects of the program
prior to funding. Three phases of pilot investigations were undertaken to
determine the best means of fulfilling the project objectives. The findings
of these preliminary investigations were incorporated into the program when
it officially began.

Evaluation Plan:

Phase I - Development of Curriculum Guidelines

Continuous evaluations were made throughout the implementation of
each phase of the program. Classroom activity was monitored by the language
specialist; documentation of data and materials were made; and revisions of
beginning curriculum guidelines were made by the staff and the specialist.
A staff member from the Division of Planning, Innovation and Research,
Department of Research and Evaluation made several visits to the class.

Following several revisions in the program, two new approaches emerged.
The first was the "Natural Language Approach," a concept that the child
possesses an "inner language" consisting of ideas which he can convey to
others although he lacks the standard communication skills. The second
approach was the use of Paul Roberts' Patterns of English (Teachers'
Edition, Harcourt, Brace and World, Inc., New York: (1936).

Phase II - Social Work

The project director indicates that this aspect of the program was
difficult to evaluate objectively, however, the social worker did visit the
classes, got to know the teachers and students, read folders of the children,
conferred with teachers and parents, organized a parent education group,
and arranged appointments with health agencies for the children.

Phase III - Physical Therapy and Eurhythmics

The physical needs of the children were assessed by the staff of the
physical education and eurhythmics departments. The types of handicaps
of these children resulted in the majority performing at a high level in
one pattern and at a very low level in another. Some of the children were
placed in a rotating program because of behavior, and social interaction
was the common denominator for achievement.

At the completion of the program, evaluators who had had no previous
involvement with the program supplemented the continuous assessment of
the program by rating the academic program of the 34 children on a 1 to 9
point scale, indicating "poor" to "very superior". Using teacher reports
on each child, the evaluators compiled grade point averages for each child

5-2



in Language, Reading and General Academic Performance. The two scores,

one reflecting 1969 achievement and one 1970 achievement, were compared to
ascertain the degree of progress made by each individual. Also a compari-
son was made of grade equivalency scores of each student on the Metropoli-
tan Achievement Test given in May, 1969, and May, 1970.

Results:

Sequential language curriculum guidelines and classroom materials
for teaching were developed for multiply-handicapped children. Home-
school communication was significant and future attempts will be made
to incorporate the social work program into the regular school plan. The
students benefited from the physical therapy and Eurhythmics program in
both motor skill development and social interaction.

Consultant's Comments and Recommendations:

General and subjective opinions, and data collected indicate that
the program met with some success in all areas of concern. There were,
however, some students who according to data show "no progress", and have
not been reached to any measurable degree, but the belief is that the
trend is toward positive academic growth.

1
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Abstract

Final Evaluation Report

Title: Comprehensie Education for Multiply-Handicapped Deaf Children

Background and purpose:

In the past several years, Kendall School has initiated various

efforts within the regular school program to improve the educational

experiences of the multiply-handicapped deaf children. Inadequate

curriculum guidelines, a lack of clear communication, and insufficient

information between home and school have limited the success of these

efforts.

Capitalizing upon past experiences, Kendall School developed a

comprehensive approach to meet the needs of multiply-handicapped deaf

children. The plan emphasized: initial development of curriculum

guidelines to standardize the educational process for the children,

involvement of the home in educational remediation, and the utilization

of physical therapy and therapeutic recreation.

Director: Dr. Thomas R. Behrens

Location: Kendall School on Callaudett College Campus

Date: March, 1969 - June, 1969

Target Population: 30 multiply-handicapped children - ages from 5-10

years.

Staff: 1 Director, 1 Educational Specialist, 1 Social Worker,

1 Physical Therapist, 1 Speech Therapist, 1 Language

Therapist, and 6 Classroom Teachers.

Cost: $22,319

5-4
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I Background and 1::,ed for the Project.

The proposal for this project originated out of a desperate need.
Provisions and rthIcationol programming for the multiply-handicap2ed dei
child hay^ been approxitely the same as for the average deaf child.
The provisions inclildoJ n claroom, desks, and a teacher for six or
sevewchildron; lhe c;ucril efla I roararoni nt included The same langua:.:e
slimulalien, trainin2, and overall approach er for the normal
deaf child. 11 becal.-,e ot)vious lhat the educational needs of multiply-
handicc,pred doe aildren were neither fully identified nor fully cm.::t.
The prirry purpooe of this pilot project, therefore, was to attempt
new appro,Thes 10 solving the educational problems presented by these
children.

There are numerous clinical definitions of the mulliply-handicapd
deaf child. These include the following;

a. mentally retarded deaf
Ii. orthopedic:Illy handicapped deaf
C. emotionally disturbed deaf
d. perceptually handic.717ped deaf
o. any cc:'b inetion of tier Dbove h.ndienps in addilion

to ck-tufne:..s.

For lhe le)chc:r, hr-aver, a mulliply-handicand den f cli I I d if-. a

child ho he'7, severe adjustment problem; in a.:!difion lo his 1-earin
It rnuy be a child who wilhoul any .7:pearnt reason thrcx:s

a desk .J,1. Iho te:lcher, may reject any interactir'n
att:Jrition, and/er.wh.J ray run awny lhe si.L;ali::n and
because of the hearing o:is cannot be reconciled or retlr.hec;. It is

usually a child who interals wilh others only 1hrou-jh
he has ia exprcsive or reepiive verbal lan:rige who(lsoz-ver.

As indicated in cur proposal, various methods of behavior rr:odi-.
fication have b,:en used in order to prepare the child for the learning
situation. For two major reasons, these were not significan.11y helpful
to the students. First, there was a lack of specific sequenlial curri-
culum guidelines available to indicate to the teacher what the child
should be taught at times when he was ,1)51.e io participate in classroo
activities. Second, it was not feasible to provide the flexibility of
needs of a highly diversified population. If was therefore apf:aron1 that
semethinq new was needed.

Chronology

The project was planned for a period of time during which Kendall
School had a uniqu: opportunity to hire a hic.hly qusl i lied language
spcialist and teacher of the die f- with rare than ten years of experienc,7?.
This person Was lo be available: for five or six montb.,, so the pilot
projecl ho in op:oration fro7n February I, N/69 throul.1
June f0, 19L?!. 7ct and procedure:, were, set en accerdincIlv, Pue to

J.-,ft,ys in 11..!.:2 aprov:11 h-,:::;v:r, 1)n projet
approved until 1C;9, cod was nol ffAnded un111 the end of July, 19(,?.

5-6
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In various cc:nmunications with the Title 11r Office (April 24, Dec.
12, etc.) we in6icaled our willingness to initiate work on the major
aspect of the project (the language curriculum) prior to the formal
approval of the project, taking the risk that it might not be funded.
This was necessitated by the fact that the 16ncluage specialist was only
available until June 30. We decided to initiate the project ourselves
and to divide il into three phases of pilot investigations, to he extended
throughout rho next school year. The possibility of requesting additional
funding was discussed.

Phase 1:

Phase II:

Pilot program in the development of curriculum guide
lines with no cost to the project. (February I Juno 30,
1969)

I. Continuous monitoring of classroom activity by the
language specialist hired for the project during
the above period.

2. Documentation and revision of beginning curriculum
guidelines. This was conducted by the language
specialist in close cooperation with the six
classroom teachers.

3. Continous developent of langueee and interest
categories by the langune specialist in close
cooperation with the six classroom teachers.

4. Three visits by a representative of the D. C.
Public School System's Division of Planning,
Evaluation and R.7.soarch who was assicnd as
evaluator to the projeci..

Home-School coordination (January 5 June 30, 1970)
I. Preliminary asseesment of various methods of approach

by the social worker of Kendall School with no coLt
to the project. (Sentembr - December, 1969)

2. Initiation of social work-home training phase by -he
hiring with project funds of a teacher of the deaf
with social work experience. (January 5 - June 30,
1970)

Phase III: Physical therapy program (September, 1969 -June, 1970) -
I. Assessment of needs by Kendall School staff.
2. Inclusion of these children in -1-he Eurythmics pro: ram.
3. Re-evaluation of status of children with the assis-

tance of a Physical Therapy consultant from the
D. C. Department of Health.

III. Pilot Project Design Considerations

A number of highly important conc;iderations had lo be built info the
design and daily operation of the project. Some of these we didnot
iT;c:ov.7,- until of -tor the projec.t was underway; others we w.-J,e to

ar.ficice o plan for. These considerations are prefF,encd ` :.!e,:: in

outlin and descripTive form.

5-7
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A. ibilliction

As prcr/iously, the behJvior rAific;rlion
ntuduhis had no provide:l h(21a

to thc. dr uo fte fol toinc quil:Oires for ihv touchers
to utilizv Iii ,plyin ihcc ir . the clarr.rovrs:

I. Con for positivc
a. con6y
L. physie--,1 contact

c. tokens
2. Kcduc,!1 lo bizarre, disrootivo
3. Sell in.? ihc,. level of difficulty of it.: instn:ction just

obovo iho "corlforl
4. lailutir,1 ih'j lennih itilk.nsily of a "Icssn

to thc, inJividual.

5. l'rovidinl "rclreJ1 spac,.." for tho child wh:t could ol
cope thc youLl at any (..iivcn tire.

Lanpul2e.juniouluide

11 hal b.'..csn lh,J1 lhn laiu)91 r.urrickdi.^. boir
ul iii 'd bi our c:of foi

with iti;: 12":71'.1 lho rajor o5 j.::-:iv..7! of fh :. project

a foi the Lneua9._!

dev:loprAil of ihcls': cr;ro;;ril,.; to reel:- lb:

2. I rT i

3. S;-;,c:h

4. tueilo;-y frainino

C. To,: r i I

Tt,0 s.-recificalions for icaeher-r.eo

dral,n to ser1.-7 qJiColinas for tenhers !o utilize in crealin9
ratcrials:

I. Liriting .4rilten seal r.ork lo "one icsk"
7. Wino told arJ Le:cluticret 9ralhics.
3. Co:-.1-roilin3 13.)c, level of difficulty:

a. builc:loj in review
b. inirou:in9 inforroli:n

4. ticiçni r)tcrials for inJividual
a. br)1,4 vrirl

c. lines

d.

o. Cid F11-05
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D. th,-! Pkysical l't.-r;flt.v ant Arliyiiv cf lho

11 vac irilially drrtorrtned to exolcre I utiliztitio71 of

Fhyskal lo ortho.,:edically ti.ttl-Jicod deaf

childrce ii o.r p;.t:la4-1. We corizulled with a
from ihv ;).C. 0-744'W-h.-Pi of ih, who adyisct u lhAi our

td..,...atioti riJ Uiir'010.1ics flr 'if. would ho abln tc
do as mJch Ica fl childrel as would a 1crait. We ltic:afora
ak r .ur)-,tth.:ics lo des i,17) a zrogratn of Euriitt.lcs,
t.!:)ver'2nt frfacatioti anJ :'evc-ont Skills to r-tel the phyEical activity
needs of this pcvultion. The followir list it.:Itries Ite rejot

aspects of tha:
1. .Act plIturns
2, rovcm:.-fli

3. t!ciot.

4. roicT lhoroay
5. studios
6. lorms of ar_tivilios
7. Mnce and music
C. Crollive drom3

E. De!-,i(nin an

The folk.. .2rttlet, f- tr c o al l.o11.,0cd ri

11;.

I. H-_-_tv;-Jut; cor-J!):11-J irj anr_ olo:lic Iduct
a. .or::.!.1t, ty Oildtr.rt

b. t few!
C. .1ir?

C. colorful J 61:-raotiyo

2. ridtv.y-:-,'i:A IC

a. Lrin,b te.t:i-ci in clo(r :rcxi-ily to slcLeis
ELatir:1

ii. rapport

U. flevi!tle uSa.le

I. sell work

3. Arc'.) carp:lien

a. roducci roY--. noise

t. pla. k.ork or re..:1 area

c. tore irriim)te

F. Planriiel for tilo Illili2atich of Social York

lIe outlier. c t ft lit ic w_ts 051!)-

lis'iri for s::i I .ctr:
I.

a. at tr.ec%et

U. at perent rerivest
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IV.

Hon2-School-Agc!ncy liaison
a. housin,.; z.ssistc:nce

b. scrvicos
eye (I lassos

hc;xing aidsiii. orlhodic aids
c. r.dicul Ferviccs

i. denial .1;r)ointr:,,nis

ii. r.Jical ao:)oinfr:.nts - rouiino &ncl 5pocial

d. v:-.slfara

i. ationd:inco

clothing

iv. firancial aid
3. Parcd cdn,!;Afion

a. group p:. runt cthicalion

b. indiviJuJI cour,selirl

A -

l'haso I

Thy rc5011 of thi:, o' V17 rr,Djcci orc;ondol in trio

ft:Jr, or cyrrlcJ1w itnd rateriAls to !,e
usr.d c.,f curricula for r-.ultiply-h:m;icl
Chili r, Tria

anl of ":f7i:; of

this phase, End ce:sreirotio. tc'ween inh277
and the clbssr:, tuach.

The topics ircludA in fr.,

tiols ty the al art'

tea:h.r.; neod the r..ist Be i daily classrccri
sequence in :t.ich tha fogies are pre5cnted is rat highly it
but se:'-ld to to logical.

tt,r2 e7:scr%,-

ith which
The



IV. F i i

Part P Educolional Approaches

1ha currica! juid-7.1ines and materinis in lho proceodino socIien
r as r .h;.io!%cl dcioded for the project during ih Springy tern

of 1909. 111:T vcrG U l I I I LCLi and revised as they ware written. V:e were

findinj, ver , that we het rooching the siudnts to the
Wits or -rh.,ir nolantial. Our for arch for lanDuage curriculun mak,rials
led us to hich vcre inlroduccd io lhcco children durihg
the acad.-:!.ic 1969-i0. Information on -tf.n.e appreoches is included
in ink-. re;.o: I cr.I)' as a su2pic,,r;-ni to iudicli the directions in vhic`i

fey he project hive led us.

Ihc firs.: of thal.e two approachas is temed the ".:itural language
Approach" 10 childreh. 11 '4:15 dc'..eleped and has Icon used

extentively by Pr. of the CcnIrJI Ihs.lituto for tic Decf,

Sl. LoJis, [r. Si-.2.mis is vor%inj yHh School new rg, a

consul-L:11 to o;:r werkinj in this i.rtc:.

In lila y,.Jr in1roJI.1.7ei this wl.roAch to a!:e,r1

forty ncerj,r1cn level chiltren who tfal the

underlyih:, -sonsept cf the ap;rttch is that 61.0f cirildren "in71ET

Inniivaj.:" wilt) ',.Lich if'j arc r.!ile to slructur( ihair r:le it

coNrell do riDt, hever, sl-n!ert h..?..zess:r/

lo coreluLe.lo ot(.., to clitncT e.c.pt
1hrough i:11 r Tie

proct,s. of "i,,!url; 1,-;n:...2.:j" is for it lo cr..e vhich

the chW lbe child Iwiih the fcr whJt he is
apparonily liqu:re the child to aftc-o-i to c:v:1

ago 1,1T% vocally. In other' , lbe 1.:achr "pitierns" for ilia chilj.

lho t.to,u;lions of Ito ci.iI Lp;-oxi-
nations of inton3iion, infleciicn Ln! Cerreet SpeN..11

articuixtio hut is desirable Oen attoin:tip. 1h3 objec-
tive is to "iecJ" tit, child uno,:;:h repiitions of pitlerns to bring
him 10 she 1ficb he spae1mncous4 the' .

In addilion 1c for': of ratlernip,, Olch lake
place on a t ;n0IL-lo- 0;.;.or:Lnily -riscE, 1e.cbcts

write "k).;cricne ctorlc," from contrived cyperlcncr, ihe classes have'.
had in orrjc,r 10 l,ch tc.,,inninj herd rt-ez.i-iloo erto rcedIrv:. Sv-ple

experler17::-. cloie field trips to p:t tr%kerIcs, fire de;:irt-

r.:01:', or :e.-%ih; et sz,I-.11, na'ure on c[''; i :, rOi othor in-sch,:11

expsriLo:e.:.
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The results Of one year of experience utilizinj this approach
are highly en.eour::ging. Children have begun to spontaneously
some of the language patterns they have been exposed to, and demonstrate
a strong desire to criunicate with each other, with teachers, and with
other adults.

The second new approach which the project he us to get into
is The Transform'Jtional Grammar approach to teaching reading and written
language to severely muttihandicapped, hearing impaired children, based
on Paul Roberts', Patterns of English (Teacher's Edition, Harcourt, Brace
and World, Inc., Nov York: 1956). This was developed and utilized through-
out the 1969-70 school year by two of the teachers working with older
children in the project.

The program deals primarily with reading and written language.
It is an attempt to introduce language principles in steps of increasing
difficulty in a highly structured mJnnor. The symbols and sentence patterns
arc loosely based en the linguistic approach to teaching language presented
in Roberts' book. The pregra;:, was develnpel for multiftindicapped, sevoely
hearing impaired 10 and II year old children with a history of school
fairure. Initial success with one class led -to extending the program to
another similiar class within the ..9jr! e acade....,ic year. The addition of a
teacher as and ti-,e cooperation of another teacher permitted the
change from two self-contained classes in the Fall se:.1sier to operation
on a rotating schedule in the Spring semester. This rt2sulled in three
separate hom,e;!eneous Ira groups meeting everyday end pomitted
extensive develovent, testing, and evaluation of the program during
the academic year.

Description of -111 Class

Allhoug:i 12 children from two different classes eventually used
this program, it was originally conceived to help fill the language, needs
of one class consisting of five boys. These: 10 and 11 year old boys are
severely hearing impaired with additional handicaps such as: cultural
deprivation, learning disabilities, emotional problems, and some mental
reatrdation. All of the boys were serious behavior problems. Each had
been in school for four or five years rad had made no significant, measur-
able academic progress.

The language level of the class in general errs limited to gestures,
facial expressions and a few signs. Reeding vocabulary ranged from one or
two words to 30 or 40.

Rationale for the Program

The major decisions regarding the.' shape, direction; and limits of
the language program were dictated by primarily two factors: 1) the needs
of the class as viewed by the teacher and 2) the linguistic patterning
appro:::ch as outlined by Roberts.

5-12



liwesrciu to limit The progruo to reading and writing inYiead
of spoken lanquag& for several reasons: 1) the printed word is stable and
is more readily controlled and manipulated; 2) the students in the two
classes had failod to develop adequate oral or manual language in the pasi
3) Roberts' approar.li lends itself to written language more readily. A

highly struclured, :ser;uenti,.1 schedule was adopted with the objective of
exploiting the principles of programmA in.siruction. Initially, no
minimAl lannuo I was oxp::ctcd or assumed. Only the capacity to
benefit from ihe pro.;rom was a:-.sumed. teen hoped that each child could
eventuolly prcgrc!ss his own rate, and that the steps within the program
would insure a gr:idu,:l but c.entinuous development of ler-mace usage pro-
viding tie child witfi wximum success and minimum frusiration. A program
of tanjibla r,inforr.::nt was already in (*oration in the classroom. This
was e::tend...-:d lo leln::...uage work in an attempt to give continuity to the

child's total progr::m.

The symbols used by Roberts were modified slightly to avoid
confusion botween Ike numbers used as langnz::ge symbols by Roberts and
the sElme numbers usc.d as math symbols.

Description of lire Froaram

A der-,cription of the lannuae program as it was initiated this
past year follows. nen appropriate, comments evaluating tic program
will be made.

A. SeDtember lo ft:ve:.Ther

1. Evaluation of the needs of the class.
2. Initi7Ition of a program of tangible reinforcement of

satisitory behavior.
3. Devel.:.:,flz!nt of reading recognition of Ike following

15 words through traditional mTthods, including simple
drill earl::

Simon baby walked
Richard man ran
Norman boy jumped
Leslie girl sat
Larry cat

gerbil

B. November to January

1. Introduction oc the 6 - 2 sentence pattern.

Starting with group work, the teacher gave cOmmands
to a child by meens of signs, speech, and/or the printed
word. inc child performed the action and he or another
child or the teacher manipulated printed cards into slots
on a chart board which indicated the correct sentence paltrn.

5-13
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e.9. Simon ran. (These symbols are marked on
slots into which cards are

2 placed.)

This exercise introduces the idea of sentence patterns,
the impory,Qnco of word order in sentences, the first two
symbols LI) and and punctuation.

2 Introduction of the pronoun "I".

Same type of exorcise was used (commands using action
verbs), but the child had to change his name to the pronoun
"I".

3. Introduction of the determiner "the" and its symbol,
in the g 2 sentence pattern.

This was first introduced in either a group or indivi-
dual situation using pictures as stimuli and manipulating
cards as responses. At this point soutwork was success-
fully introduced and the children could work more at their
own pace. It should be noted that the children were not
yet ready to spell these words which they could read and
m,,Iniaulatc, so all seatwork had lo provide a way that they
could either manipulate the printed word (e.o., cui out and
paste The appropriate word in a pre-slructured s,:ialcnce
pal-lc..rn) or copy the word!: from a readily available source.

In the following seatork examples, note the pos.i;i-
bility of gradually introducinc the dolorminor either in
a two-stop prozTes5.,ion, or all in one stop as the needs
of the child de!7.and. The examples assure that a source
of labeled vocabulary words is readily available for the
child to refer to if he needs it.

Examples of scatwork:

r

C./

--- 1I1

f-IN.
LI...,

A M. 2

(i.

.,,,,..

Then in a later worksheet:

-'7''''
r.,Ass

( i .e rrri oy rEsT, )

A .2

4. Introduction of the connective (End), its symbol (U) and
introduction of the idea of a compound subject.

This also introduces the use of more thEn one deter-
miner in the sa me sentence. The same re hod' .,:ere used io

teach this as the other principle3.
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5. Irirodrc.licri of lho sontoi:::o

too verb "havo".

:ows and aclion v.rk as wnl: as to-,:tv.cr oro

c-,,leyc..d this pallcrr. Scvcrol

iniroductA ul thin faint. 'ilh the
inAroduclicn of a no-e senienc.3 pollern, lho students
had a ch :ice as to which lo crloy in a pivcn
sifullico. It tro;:a.r.c. appzirent th:If it v: DS highly

inoc.t tont io contrast the difforerces thp

vcry cerfrfully to en;it,l sludcris lo choosc the
ap7iopriale Iho orh "Ovo" w:ts
and sov.-..rof cfhor nor: vocallifry v.oris :erc reeckd
to re:1,i1 I. construction of rcrt. rD:nin-jful and
vc.ric.1 Thy f/.2..) was intro-
duc(.:' in a :ow vsilfth in the ratter:, unU iti,o difftr-
cnt (ii v.rds hsd to be hindled in the ss'y senft.n:o
paitcrn. lho 1u11vr crerlcd difficullius in 1..fti

ord:Jr e.,he in undr!,fan:ling 11,o lahjua:o irvolvt,c;.

'ho c.reicc of the verl. fcr

1hi! P:ort,o1 principle t.is urforfunAlc. "0-D.v"

is a ur..., vcrt, in, miny wayt. really srciol
9 rtflicuhrlv pcr cloico

tco.asso ily essential diffcrcn:(-, the,r firs: ard

SC:."n6 s'oolerco railernn, arc rot

v:rf:, such z.z, "hil". c- "ate",
eflno fro r,caningiol folaticy-ili;. of the words

to e-,ch cihr in the !Ionterst! raficrn. The conitoSiit.-;

ut hl....,cn the. U,c, rstforns sh.-,n;ens (AS the differcl:.2
teltcr, tit lront,itive vorhs tccenOs

C. Continut:J toclich In senlue ratforn CI 2-2 (fN usirl
verts Jr-Id "se.a.".

tvrIltion: It quickly tc_ca're Clcar t1,,i the children

old roi ft'.111y unz':rsiine to esschti3IS of ths. Serll'frct

railern. 1 ueriod of revice: was initiatcd.

C. January to Fe*ruty
'

I. lc!.-tirg art re-cvDtuatirn of the 'total progre-,.

2. Witt!or of a itht. As:istahl.
3. t'e-crc'Jnii?.iion on rot:-.ti n'?

/. Addition et iwa new lar.tusr!e 5ro4s to tetin iho
rrogra.



D. Fehru:xv to Jure

1. of the origin11 cftss:
a. The origincl C1D5S 1.:jS inlraiJced io the aclicn

verbs "hit", "kicked". ari d "d1c"; end le a fc.::

ne%i runs. The sentence r:Atern Cl) 2-0 1-as

rein/roduced succefully.
b. Peadir? vas introduced on an individottl basis to

students in this class. vocat,elz_lry wcrUs vcro

dravu pr i^7:uily fro':. the P7:nLSIrcci heady- scrics.

c. Icl1r,4 for the inierrili/alicr of the cerce:1 of
etas: it icai icn ofciN, a) end 7 .,cards by strlinj

unlebled vords info to.cs .1) ,

7.

Lvalwrtion: !.'ost sludenls dc-oestraled undersiert!it,:l

of {hr efu.ssificatien
d. Initednclion of n4 sentence reil--,rn h t2-

The t,vtrbol re;r0:.-nts cf the verb ";c ";

the syiol /51 re7N-sst,ts
c. the lrehsfon.elich of the fz: to tic t.'7,dificr

rosiicn vas
C.O. Frcri "Iho c;11 is hfeck," to" cc

"The Hop- c-t

FA! 0
Evstlulticr: Pc/h str,JcIctes roeidlv
slod is,' the stedenls.
EY:l.rciscs usirg 1:icietcs in;roJoce:
tC (cntujst ;'.111-1c,rs and to trt:tice
tr-,;,rfcrtior. For cxa'....:1c, vi..,!;

piciure of a tlue car hitting p anJ riehl
have cliched the follorArD latguage frc'l the chile:

Ihe cat hit the iruct.

/11.N ;-c (I)
The car is blue.

(I) '2' [31
the blue car hit Ihe /tuck.

(l) 2 Q A\ ()
11 tccte t:,-side a' ih15 pninl 1c c!;.1it:.1r.

s; ;c: of the cerlicr 7t,s

obj:clive of Ite sf. I t ch.,n.:;c0 frf., f it l ir9 ir

leacher-ifTos.7'..1 s'7,n1:rce paticrn to creducir rn

1.1
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It vas at this point IhM faster group t.?r
lo rrouco rot,-A2lo tailor thr) tho otio,r

9!oups. inpor17.1i in procedure ver
introdod ihun:
I. InYruciinn cIn-d fro71 6 hay sirL:clurol

apro:ch Jo ono r.7,ro in kr.pirj yilh croalivg.,

fru° c>.oro:ision. Siiruli rY.,r co-I'>:

and irdividu-1 striv, rovios. trips, oic.)
aflowit13 tho cicncration of a varioty of idoA7,

and larcjuvjo construction.
2. Laboli9 of the v.,:,rds in a scolcr:c tecrta I Pie

sludrOs' last. In fact, latolin9 itself look
on diffurent furciftns v,lih different children
dorrn.lina on their individu..I to-3 for 11,2.

siructuro it offara.
9. I,Junlifiction of tho three

v2s inlroduced.

7. 1:livitic-* of Ihc n clie!:

a. Intrc.J.1-lioo of iho (9 2. cdti(rn.
t. of tho prc(:'un "I".
C. of ;.o C:.;crrjr-r (lh:1 ond us

C. Inlro :ticn cf :lc (crJ) and ils I

(LI).

c. Int' cf the -cril%:*co p.:IttIr 0! 2-0
%H P, r!,

f 'cr

of /1.1:.'1:: 7 . cli..ss trot:,

dc.n Into it sut3ron cf ;perl of
Cc. 11,re*:-.,Icn of if: . lho 1:1c.er 7roup
co4-;1ci,J or,h,, .e.; "I"

voup ' tir:e41, "j".

q irirodi-!,cm f thrs:-A-nicnco (1)

h. Irabrr3ii01 Of I t-crds lô ra,jificr ii 'r

in aic\f.)
i introe,c.ion of o-c-!:.,sitioPs Cr) ar.d

P eeT;\ . Ito vulp,it of alc sl ,,Jcot,

their rc:ditc%s Ice ftc us-otilic:J phrescs. tf,is

was irotrodu:-.e-!:

"ihc% cow todc. on thr,

2

1 1r
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Th.:; rt...iscn for the len9if,v
r

Ic n of

i.o 10 ;or I ly lo
dirccliuns 1.:vo Iii into L; cur c>.;."),:ricw:rs

"If (-101 I.; se." ;:pp-:rLnlIv succcsYul, iy rii unit

oro a prrp-;er (1,:!rou cf corsi5Acncy?"

t;c!

.fh i "1,:luro1 ;'ro!AJ.:7:s

tho rsi Iinciucr nv yotg ctr.of

chi Idrr.n S C rul.:ir,7...n1 f. of ler.p-:?;, roE.1 h v.:. a rutlir.nr.lary

co ty whi:Th ih-y p.ro -to cr+7...s JI

vcsry dy/c1(1...-d i f irr.t li.rawoo her Ili cx._(.. k. rr

io h I z EJr fiC!,! ly dclif chi i f dr-;-if ul i izc
siei;r1 rFr I I tr.-1 ar. 1 hi r f rs I

(ii it if, y,11, we altcvle._J.; ulitir-,:ion of it-

Sir n' o[vro.,-! vitt) scl:.:.1cd oliitr slw!crit5-, wilt) alrn:i no

pD!itive It is llicrcforr? 7:1:,Arcrt th,I

io
Cii.rcr vt.:s ecv.-)1:71 unf-7-

r--.4ho:47. of

cerv,W(rcl in 1.'4- c4 fr.:7115!, synlx

Firu:-.1hrt . A: in ip lho drr ticc 1h: Plivific
of IP tr.ei

,,o140 10 713'.L1 fr

Er2Ii7,h
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V.

Social

In or a5 the wrk phtc, 1 is rii
lo n.,H.;rt op I ic fiildir>" in lury of children's pro::H_:sL,,

parer 1 pro,*-os,..., etc. 'Ho r;:fo-e, ve will H.v.-,rt on the of

the sccjal F.:nJ or cur C:1(.7,!.r :nl of the cffic7Joy of her worL.

The oul-lift2 of the workr!r' given
ovcrvie of ha Fivi F iy filch ih inc oncid in durinj tho scror.

sh 71Ioul '!,71s nj

dr:rluainlcd wiTh childrJ1 and le,.q:--; and reAinn ihe fold'r cl Iho

childrcn. diocuaricon in this period of tiro, ii was decidrA
Ifni hc,r- boinriinp dhd conlaci5 shc-H
form o ideWifying ned!; for corcrcIo sf:rvi..?5 and local in(), ro,,ounoes
lo Onu inji,:::flor of pr.61ilor.s in lhe P is

a high rat c. w(7,rLr.,r,

ihe prc-ntr, c a I hildro,) 1 h:rd hHh rrl i c I en. roil Ihs
:,r1,; Jr;:::;,-;..7rt ;Jrct,,-, dr_i I f Inc. l&::fli-

fication of Clrf'M enit,H,1 -to tan in i_r0 ii
with p;:rcnt lo

Exaple.., of kirkk, of sr.,rA,ii_s cia perforr.:d in lhis includ

arrurljinc; w,.)intr...ns for a child whc, roir-c,d su!:-Iy ixr F cia, whfth
ihe lo fcllow I iii och on; sh..:dulinr-7

for chi whoc,i1 r,o1 Sc;

for a fr;:r:.ily c I ti tHce
protective helr':1, to talc orccant ocr iouo ii cry niucri the chilf,:rvu fcll

rU'In r.,;1 or c1irhii stirs; annisiiri ;-_rcruis iii o!'lir

hou5in:1 their ri7e or Fcho.,:d ir,mortolion
needs; of rr.-1,11.(1 cori-ain tht children

were in sct.",ol regutrly by Ire I p ncr to arramte for by ch..i-,ngiN

bus s.,tos, otc:

Indicalion of ihe relative saccess of concrete work in ih-37e Fxcas
was for soa childrcn a!td a oris,yler

an lhe F.r4 of p,l!r(:n-ls lc ;::,rticipc:le in !.,chonl-rolatod

activities. Porlhor, lheso kinds of conLck.. enabled perLrmI lo z.pproach

the social marker for heli, lens ?s
handling discipline of their childrcn, decil nj wilh foal ii. about
having a deaf child, and others.

A soccrd F,igni;"lo;.;n1 area or SOCipi ac7livity for filo projer:i
vas in the of z, Fc:rent educeilion group. 'Ili:

condu:.4J the EcIssicr., which v:,-.30 f: Id ovary ofhci wcoL, ih conjurv:Aion
the survisc:r of the d...parlr,?nt which rro:LJ of the childr,'n wer3
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ploced. Since of the parunls of lheso children wore known to be
limited in terms of verbal ability and willinenes7, to discuss problc5,
it was decided to provide a degree of structure t ihcqroup sssions
by preparing topic--. ::rd materials for discusion. The list of topics
included:

"Your child's hearing aid"
2. "Games to play with your child"
3. "Practical use of simple home materials to stimulate

language"
4. "Problems of discipline"
5. "Create a law:Liege story"
6. "Langunoe activitio:-, for summer"

Attendance at the sessions was fairly regular and generally coed.
A total of 10 parents were invited to participate, and attendance ronw...d
from about 50;!, to

It was not uncommon dun no the sessions for parents to utilize
lho opportunities presented to stray sor.:what from the topics and open
up areas of persona 1 concern, which enabled tho social worker lo
counise I I nj in the (:u-oup situJlion, as well as parent. ed&R_.::,:rion. This led
al. tftes to opportunities for individual counseling sel:sions with certain
paronts. These sews i one were held either in lhe hom .. or at the school,
depar,ding upon the particular neAs of the parent.

The third major area of the socialworkor's
in p.-oviding consultation to clas:-;room leachers, and rcspohdin,:] to th,Jir
requests for referrJ1 or other services on behalf of a i-}rticuiar child.
gost of the referrals were in the same areas as those described above.
i.e., housing, attendance, health, etc.

Since the social worker hired for the projout also a trained
teacher of the deaf, she was able to assist the teachers and studonts
in another significant way. She initiated a "htoro Training Program" in
the middle of -111e. semester. This was done with a great deal of prior
preparation of both leachers and parents. It consisted of classroom
teachers (Doing into the homes of selected students at pre-arranged times
when families wore together such as at breakfast, or other situations
conducive to language learning. The social worker arre.nged her schedule
so that she would take the class for the leacher, enabling lhe teacher to
go into the home.

As the conclusion of this facet of ihe project, both teachers and
parents felt that it was of great benefit and should be continued. We
plan to attempt to incorporate it into our regular program this Fail.
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VI . rindin Hi

Fyui lh.?rapy arid Eurhylholic

11 a:- iriIicciicJ in a provioi.rs report !hat the physical ihr,rp.'

aip.,ct of pioj.,..:1 had lo be rosiru(:lured, in light of 1hr. z.11orod
sche,'ule Durihci the ronth of Soplenber, 1963,

tho phyHr.-z11 edu,:ltion and curhylhmic,s stiff ass red
tic physic:11 rc ,&. of lho deal chilw-en. In etC.2r-

to roach of 'iha children 1han had Lt2en in'liaily cc)nccived, ii
decidA lo thorn in the EurhythNics pro1,on, which '..;3=, 1hch
underway.

childron all received instruction in tho folioin2 -Ihre
arons: rove1T,n1 cd,Jcalion, r-Dv,r,ent curhy1hmic.,.. The orc:j-
zalion and conlnl of ihi:-., area correlate:, uell school'
curriculum for 11c.:e. chWron, thus providini reinforcunt
and retiv:Jtion for p3rric,ip!lion in classroc-1 inslruclion. A brief
description of the sierlificani wrocts Of ,,.:'2veL2n1 cdur.7tion, rover:mt
ski I Is, and eurhylhLiu:

involyes truinin::: in !-ovcr:s.nt

and ptlehoroii,r and pr.rceplu,1-uetor dE'velop--;n1, inlcrnrcul
of gross foN.'orl'n,_, for purpe,:eful activily, and is -the 1Hsis for an
sch(:A's physicc,1 pro, arc sever,:!
siqnificJno,.: in rpve:r.:'1,t rccr.-, to -ihe

observal)lc r-ove,-1,n1 a person perforr; in th, L.s.-iy or othcr

fxslor-J11:)n is the prcc*c- or individual no.:s lhro26:-)

in learni 1hroh r-:-)re solf-initi and n.:Hf-

dirc.ctec: Lr!prnina refers to d--,:',mslrc:t lc, r,;Ilie:;Hc

change in ri,lur :r.:rfornce hrel:11ht al.oul through 1:JoAftc!,
prItur,:llorJ/ r.olor Thi:ropy is a spccip1 form of rer,.1ial
ment pal1c,rn deylop:7-nt diro:ItA

N!,:wc,,nt skills cirhasizes a frovern1 or E;erics of rovcren:s
formed cjlh 6 high degrca of prc7ision for the allairm:,ni of a specific
objective. l,"avornts are limlied, and accurac,,, is stressed. rovsnl
skills are taught in tt..o major 1.:ays: through 03r-es and open-Is (rolayf.,'

sort official sports, etc.) and Ely,-:slics
(developfni,nlal oxercisos, fumbling, elc.).

Eurhylhmics is a system of educalion in the arts, bared on a
thorough study of u.usic and rhythm throu7.h bodily r:,vc::::n1. II empha:,1:'es

breath and holy control, pitch and volune of vocal crv.r1ivity

and experironlation in 1he utilizaflon of one's self, and rhylhnic
lences (visu7,1, audilf2ry or proprioceptive). Thu eurhythr!iics pror.2rz,m

divisions' include tJu.>ic, dance, and cre.:live drarna ihrouph the improv-
ication:,1
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Group PI

I. H. P.

2. T. P.

3. K. P.

4. J. r_

5. H. M.

6. A. B.

7. M. N.

8. C. W.

9. 1. W.

The effects of multiple- handicaps to this particular group of
children are iwo-fold: focal and generalized. The consistent inter-
ference is specific and in most cases lakes the form of spasticity or
paralysis (focal).

The second result of the interference is more generalized. Each

of the children possess(:s physical and in soma cases mental handicaps
in addition to ihe focal interference. Pecause of damAgo in two or more
areas (neurological disorders, perceptual-rotor, complex rubella disorders)
many physical activilie are extremely difficult or imposible. In sor,,,

cosos there are areas of activities into which the child will never ent:Ir.
The experiences of the child do not exist in isolation but relate lo one
another. Therefore, the neuro-muscular problems, deafness, perceptual-
motor co- ordination, vitmal-molor co- ordination, psyctiolooical rigidity,
are considered in the special physical education clast,es for the multiply-
handicapped children.

The special physical education progra%1 for those specific children
provides movement pattern training. This is an inieg,-al part of the
total special education program at Kendall. The program developed for
-111,:se specific student's is concerned with instruction and improveneni
In the rrovcent of some aspect of the child's behavior or learning directly
related to rrovcment.

flecause the fundamental problem with this particular group of
children is neurological, particular attention is given to the develop-
ment of patterns. The purposeful area of motor patterns are developed
utilizing tactual and kinesthetic experiences of the child. Following
are the bases of the program:

Body Handling: Locomotor patterns - walk, run, hop, etc.
Purpose: Change space occupied by body

Balance: Sitting, twisting, turning, etc.
Purpose: Utilize space the body is occupying

Object Handling: (Manipulative patterns)

Propelling Patterns: Pushing, pulling, etc.
Purpnse: Give force to an object IL. m72ko ii r',Jvc
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Absorbin.7 Patterns: Catching and carrying
Purpose: lake up force of moving object and make it stop.

Obstacle coursss, relays, stunts, low-organized gars, barrels
balance beams, climhers, scooter board activity, mini-trameollna skilis
and fundrmantal rhythmic activities supplement the basic movement pattern

. bases of lhe special physical education program.

The aclivitios, organization, and procedures arc simplified and
slower for thec speeific students; the responses are neither easy to
determine, nor are they according to expectation. The majority of the
children perform at a very high level in one pattern and at an extrerrely
lad level in another. The problem is to equalize the performance in
the varying patterns.

Group #2

I. S. F.

2. N. G.

3. L. H.

4. L. N.

5. R. S.

I. S. F. Appears a.%ward, bat gross motor behavior indicate: no
serious pra0cms, nor are any serious fine rotor problems
evident. His behavior is best described as erratic. He

appears to be handicapped by severe learninn
with problers of attention, visual perception and memory.

2. N. G. No gross or fine rotor problems noted but his slo deliberate
approach to visual-rotor tasks suggest some cofroensotion
factors operating. Performance in visual-molor iniergration
problems contrasted with straight visual perception indicate
that the introduction of the rotor component creates a
difficulty for him. He appears lo be a learning-disabilfiv
child with slow learner potential. He is weak In areas of
memory and conceptualization. Behavior improved over the
year's work in areas of withdrawal and associability.

3. L. H. He Is hyperactive and impulsive. No serions gross motor
problems have been noted. His motor aspects are intact and
supplement well for deficits in the area of straight visual
perception. his behavior has deteriorated and ha has
frequent tantrums, severe learning probler5 in the area or
visual perception and memory, hyperactive and visually
distractible.

5-24



;. L. N. t- tends lo he the prolotype-bully and is the acnoaledeed
leader who constantly vies for control of the situation.
His attitude toward school activities is generally positive,
and he learns in both group situations and on a one to one
basis. No severe gross motor problems are evident.

5. R. S. R. has a very negative behavior toward all school activities
except sports. Pe is beginning to make slight gains and to
learn in group situations. He receives no respect from his
pears and has no friends. He has complex learning problems
in most areas of functioning: memory, perception and concep-
tualization.

Physical Education Procedures for the Above Described Class:

Physical education in September was one hour of chaos. The class
was non-teachable and behavior was erratic. Acceptable interaction amcng
peers and with the teacher was non -existent. Despite lho normal gross-
motor efficiencies of these students, their undisciplined behavior was
the greatest handicap. A twenty minute (7.mm. film of physical education
"action" verifies the inadequacies of tears Find individual learning of

this class.

Two months of a non-cooperative, learning-teaching situation,
roselted in a complete deviation frem the normal sy' terl of ornanized
elles scle-,dulikg. A rotating program for this Cla';', r-Jdo it possible
For each child to participate in the physical education program, however,
not his home-room class. Social interaction was the corpon der,om-

inator for achieveriont. Each child was placed in different physical
education classes in the school. Rotating visits to the gym were mJde

at various periods during the week.

The results were positive. P,eine placed in classes demonstrating
little or no behavioral difficulties, the difficult student was out-
humbered. Cc- operation, team effort and language comunication improved.
l'he desire to socialize and comprehend directions pregrLssod. The

motivational element of competition provided by the activities in three
divisions of the physical education department, especially in the area
of movement skills, moved the children to interact ,eeciefly among lheni-
selves (homerocm class) as wall as with their "rotating" peer clastes.
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C'c'mp

6.

93

B.

2. A. C.

3. D. F.

4. C. N.

5. i1. S.

6. T. P.

7. J. W.

This group of Primary II students were exposed to the three
divisions of the physical education program. However, experimental
pregrems In the area of eurhythmics was of importance regarding the
progrdssive mental and physical development of the children.

Encompassing the dimensions of fact, form,rhyihm, clarification,
comprehension, and inventiveness, the eurhylhmics protTem provides
training in 1 he arts of dance, drama and music. The purpose is lo
(jive fha student an opportunity to relate to and to create a universal
langue(js. ithin a "moving" onvironmernt.

Eurhythmics supplies the stimuli for the individual and can
lead to inflvidually created work; but very early there comas the
opportunily to work with others in partnership and group relationship
usinc shared language in response lo one unoiher. this lezds to the
co-Jsiel,ration of the value of Ito (,,cterien::es which a eurhythmics
projr,:m provid,7-s. Pedy mcch.nics Hirough perform once, rhythmic-
ccerdination, expression, ard the ability to initiute or lo suhject
one's ideas to those of another are. positive results. In this specific
oo in which children are without one of their major sen,ce':,, ether
senses arc heihtened. The children are capable of movem.,:nt through
sight and feeling; therefore, freedom of body rechtnics and creativity
of the mind is possible.

All of the classes at Kendall are inlroducc:d to the ourhylhmics
program. This particular ffoup of over-active, inquisitive children
are examples of this exposure.

Dance: a. body awareness, personal salce, shapes of hedy,
directness, strength trf lighlaess, qualities of
movement, partner and group relationships, spatial
relationship

b. folk daacing
c. Ir.p dancing

!usic: a. Introduction lo poro::ssie!,; drum, piano_ _
b. lur-gray sticks; create c.al ihstrum:nts

c. rnsical scale and rhyfl {rr, technignas, breath control

cc.nhinad with :!poech p)i.:orns, etc.

5-26



Ti,j emphasis for lhis class was creative drama. A pilot project
initiatc,d in October, 1c)69, with a teacher f rcn the Washington

;Moat:La Club who taught 30 Kendall School students. The seven areas
studied were: improvisational techniques of teaching drama using music,
costur,)s, words, poems, paintings and modelling and other varieties of
stimuli. The goal of this icchnique is to find The essence of each
child; to 1.'ecome involved with the individual in a total personal rela-
tionship with his environment - providing securily and awareness of him-
self as a unique person. The language deficiencies which prevent the
students from expressing thcmselves in conventional communication media,
are possible through this drama technique.

Croup #4

I. M. L.

2. W. B.

S. R. P.

4. A. C.

5. A. M.

5. K. G.

he emphasis with this group of students was in the movement pattern
prc'jram in pre:penal-ion for movemant skills. In addition, four units of
curhOtvic trainirra were inteLirated into Ihe pattern-skil1 schcdole. Two

leanniques were used to instruct lhe pattern -skills to this
7%..dp of intrmr2diate students.

I. Probiem-Solvine TeJinique_

This refers to the process undorcrne by the individual in the

learning situation, not by the person taching. It involves bringing
learningfrom past experiences tcgether in a new and varied frame-work
to uolve problems. Problems are solved in a number of ways. Problem-
solving includes varied ways of attacking the !w:ra problem and a suit-
able multiple application of the same solution in v,.!ried problems.

Any movement performed either voluntarily or involuntarily by trio

child whir_h involves either an unfamiliar element or a familiar elemnt
are used in different ways. Examples ace: change of pace, exHoratIon,
irxperic,unlation, and adaptability relalad to problem-sclvino movements.
With this group of children, the lechn:que works especially well with a
number of relays, games, stunts, Icw-orgnized activity, leading to team
sports.
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2. ft:nal-Ho and Ex:erireatation Technicue

Sox; probloolving situations offer less oportunity for oxperi-
ratation or exploration itidn othors. In many cases involving these stu-
d,-;nis, it is necessary io focus on problem-soiving situations allowing
much oxploration and exporimontation rather than focus spocifically upon
the nyperim3nLition itself. The rola of !he teacher is lo see that the
children have as miay opportunities to move and explore :hoir environment
and experiment. with rvement within spatial relationships.

Students in this class actually instrucii and control physical acti-
vitic:3 during class period. Initiative, inder:endonon, comprehension, rotor
performsnce, creetivity are qualities desired and usually rcceived within
Nis indirect-teaching environment.

The prepose of applying these two fl-lhods in particular hp this
specific group of students is to give physical and mental opportunity for
individual and nroup effort and expression. Parmission of variation and
adapt.2bility allow the student to play, progress, Use ail basic meverent
patterns, combining skills with exprossion.
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V I 1 . LVALUAT1oN or THE ACAPEM1C PROGRESS OF
THIRTY-FOUR OJLTIFIN-HANDICAPPED

DEAF STUDENTS

Ratings here compiled on the academic progress of thirty-four
multiply-handicapped deaf children who wore Involved in the project. The
ratings were completed by objective evaluators who pad no connocfion with
the project and who did not know the children. Two sources of data here
utilized to evaluate their academic progress. Tho first source was the
year -end teacher report on each child for June, I96), and June, 1970.
This report uses a grJing scale of t to 9 to indicaio "poor" to 'very
superior" performance. The average grade point for throe areas of concern
wry; computed ClAnguage, Reading, and General Academic rerfor-incei. 1969

and 1910 scores in those ihreo areas were compared to ascertain the dcgroo
of progress. Difference scores were placed on a 4-point rating scale, as
folloss:

0 I 2 3

avernge tprod

no progress poor progress progrosa progrosr
teacher Poport
0ifferenco Scares -.5 to 0.4 0.5 to 1.4 1.5 to 2.4 2.5 to 3.4

Tho second source of data wAS the ;rad,: equivaler.cy score of each
siudent on the !'etrcpalitan f,chlever_Int Tost which was administered in

1969, and again in 1970. Difference scores were cemoutod and
rite) 06 a 4-paint ratini scale as follows:

0

no progress
!'redo Equivalent

Difference SCur0; -.5 to 0

.....a.a*.

1 2 3

average mod
pQ1)1" progress progress progress

.1 to .33 .34 to .65 .F6 up

TANI I: Surq.lary of Flotine of Teacher reports on rultiply-PirAlcopped
Deaf Children

Peneral

language reoding Acalom::: Pre:et-els

(0) N-0 Prcstess 20 20 18

(II Poor Prelress ) 6 8

(2) Avenge Progress 2 3 6
(!) e;:eli rrogreSs 5 5 2

5-30



11: 11: Snryry of Patin;; of Achievemnnt Pest Data on 20 Alltiply-
ifandicapped Nat Children*

General
Language Reading Academic Progress

(0) No Progress 6 8 4

(1) Poor Progress 10 8 7

(2) Average Progress 4 2 5

(3) Good Progress 0 2 4

'Re reason for the decreased size of the sample in this table is that
cnly 20 of the 34 children in the project wore testable utilizing standar-
eized achievement tests. Comparison of the tAo tables indiA:ates that the
"1:0 Progress" r4 In Table I probably contained most of the untestable
children.

41.11

The data presented in Tables I and II are inconclusive in terms of
.;ivin) definitive indictionS of the effects of the project, The trends

a?pear to be in the direction of positive acdemic growth, as indicated
ty the distrPlution of ritinis In Table 11. tio. ever, there is a core
crew) of children in :Ne "Ne Progress" rear of Table 1 who have not been
re.achad by the proje: to a mi)surable extent, As indicated in the body

cf H19 ropert, !:chool is con:inuing ils efforts to reoch these
Chikiren and to provide em with aceemiic experiences cotcnsurate wilt)
th0 level of tteir Inielfectufl potential.
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Larum:Jr% Curriculum Guidelines
and

Sample Classroom Iaterial5
For l!JIliply-llandicappod Deaf Students

Contents

Readiness - Oullino and Sr!.ples

level I Chart

Nouns

Verbs and Sarples

Adjectival rodificfs and Sbt'.;11Q&

Adverbial VodiFier:-.

Prorrouns and SarGples

Prepositions and

Conlraztion5

Crpitall7ation and Punctuation

Natural txpression

Corrected 1.tnnuar
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1. Classification
_ .

A. frocedur2.

Those arc the suggested ratcvorics for leaching the classifi-
cation or gi opir.:1 of words or concopls. The ollached worksheets
nro offered as srorplos of the sort of 1!..h..;,1s the -leacher ray

up.

1. lhinl% io eat
thin:s io hear
tn;riDs to May with

2. in school
at hale
on the stroc.t

3. colors
4. nurhers
'5. traw.portolion

S. Suaceni-d

1. lilAsIrio t,1 10 Classifyinn"
2, Children's Lcviks: rany childrer15 such

as Richard S:)rry's Storylo:)$: Diclion]sy U.23 528):
[lien Walpoli'L t2IE1;

t3, Parker', lbe (P. 031 p 2g)

grou:% r:Iny

3. Worshocts

Picture interpretation

A. Produro

Large pictures, such as the Park Sirest tsaader oictures, 5.1124
prints, slida5, frotr filtstris, tra-soarencice., 0Pcl
activity sheets r.iy to used for nicture interpretation ar.d descrip-
tion. The children are asked to:

I. Naro objects: a ball, a tree, etc.
2. Voscribe action: Tha girl is playinil.
3. ()raw infercrces:

a. rood: The 1)0? is sad.
b. Tire: It is rc.rninp.

t. Plato: they are in school.
4. Predict 04.11corrq (nat do yon Hill hapaan?)
5. Identify earacteristics:

a. Color: A red l,at

b. Site: P. big ball

c. Shape: A round tahie
d. Nu-,brr: Seven apples

"filr,--trip: are cofit-d for internal use al VendAll SthoA. For in'orra-,ion

on chte.iniv;! an filosIrlo rr.4,tiocc1 hcreir, contact lho

1'10
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B. Sumesicd2Dterials

I. AD 49: Roy's Toys

7. AL 3: Going Shopping
3. AE 2: Playing Corwunily Holpor
4. AD 42: Going to the Country
5. /0 31: Going Places

6. Ail Going 002,ntewn

7. AD 44; Coirl lo iho Zoo
C. AK 37: Actor School
9. AK 39: Inside the School
10. AK 42: In and Out of the Classrown

See sa!1710 wurk5;heetS

I I . Visual biscr iini ri,:;1 ion.

A. rtocedvre

I. What's *,-'rang?

flaw. Oti:d point out atSuriity in a piciurn prestnic1
try let:cher. Tel child try lo cynlain Oly it is absurd.

2. 1-J13 1's hissing?

Show child pictures or objects with riissinn
Lel hit dia:: in thu t.,ftslrirj pall.

3. Lii,.enesse: and Differenc.
Child finds Pio ohjecifs) or ecsiiln1s) thi,1 are
alike or different in a givcn sericE.

SugT s) r.d rltyrials

1. Al 49: ::'rend?

2. AF- 12: Similarity

3. Al' 14: Oifferences
4. AF 8: Visual Olscrihination

See sv-iple ,:orkSOents

IV. Prmort

PcrotUrih2 or rehrOdutiA0 an Original pattern or design
after all or part of it has been revoyed.

A. Procod.ire

I. Visual: loacLtr dralS a trattetn; removt,S part of all;

child replace:, it.
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V.

2. iuditor7: Teacher gives auditory pattern with child's
back turned; child repeals.

3. Kinesthetic: leacher derontrdles a htlnd or Ion rove-
rent pattern as in dunce; child rape0,:.

B. Sul() ;tod -iterials
-

I. Records
2. Piero
3. prur6
4. lanbourine

A. Procedure
alwrim am.

I. Order: hulling scrambled pictures of objects in correct
order.

2. Choosing alternatives:
a. Deciding ce. the better alternalivi Ch:Note the

beffer of ho ays a child can his ball fro-)

the roof - with a ladder or with a rock.
b. Choosini al appropriate ending for a story or

group of pictures.

P. Sunlasied

Comic strips cut into sections
Teacher-r:ade cartoons

See sanple vorksheeis

VI. fnaloalpA

A. Procedure

Find a reSerblance between things otherels2 unlike.. They
may be the 5013 as to use, tire, etc.

I. function: pencil-writes; crayon-colors
2. OppoS14es: day-light; night-dark
3. Part to whole: leaf-tree; Seed-fruit

P. Suctoes'ed raterial

See seateork samples
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VII. ritol A'oifity

A. Pro:eduru
I. irociric,

2. Phyital

3. Ihro;, and catch
4. fscproducinp

5. Colotiro
6. Voiding clay
7. Cutting
8. Left to right
9. fin2er p:AntiLp

V. Sucoted !'alcrials

I. Coloriro boat:s.
2. trostip Visual Perception ProoraN
3. Urtil

4, Pill

5. Ju!!".? rope

See totvle; fron wQr:::hoets

VIII. :.Jichini

A. Proec-dure

The chill at %:r) bepinnir:f te able to firJ li:e
pictures oni :')nv will be able to ratch tho.se to noir
functionin): so'p to J picture of a child washiec his hard:.
These should al:ray!". be acconied by the written vocahutari
tveh before- tic child is extected to eae. rxa-ples of the
various eCiivilis are ',Itching

I. Picture to picture
2. Word to word
3. Word lo Ottura
4. lord /0 object
5. Picture to Object
G. Picture to function
7. Object to o.bitet
8. Object to function
9. Wordfs) to function
10. Object to object

P. SuoafOed r,terials

I. Continental Press ditto raSier!
2.

3. Putties

Ste seateork sw,01cs
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Coniraclions

Contractions should be u''d In conjunction wilh ioachig per:,onbi pronouns

and the verb forms of be (ii/), are, ts). Children shuuld be exposed in

contrbeted words as soon as possible. In news work, for exapie, teacher

ray begin lo +.r lie coh1raction of words (she'll, he's, I'm). tIowever, try

In cause nny confusion by using contractions If verbs have net been taught
or if you bre in the rc.r.c.-,s of ie6ching the usage of any oovcn verb.

Al the beginning level. children should Lo taught to us contractions
1,r 41 ily in speech. Do not encourage children to write any contractions et

this level. It is eneugh that -they should Legin to reall7e lhai in talking

we so!nulimos put words tovitior io make a shorter word - I on or I'm - but

hys i!re correct.

At Level II, legin lo do some writtcn hork with contractions. following

are svno suggested ex,..,ples:

I am I'm

It is It's

hu is he's

she is she's

you ere you're

WO aft we're
I won't I will not

rosibly the easiest way in bolin the u!:-.1e of contractions would fe
in enten2or nni w.7.:11her wort.

"11 is - 11's" and "I ti?' -

It is hot
I at,1 r7.4

It's hot

I'm hs.:1

As each pronoun is learre, it ray be used In coniraclel torn. As the

children use these centracticr, the negative ray nlso be initONCOl. The

ieeChclr r,ighi 1.;1-,rk fro.f, the ii-evlous learned affirrative coniraciiens io the

negative contraction.

A. It Is hut. It's bot.

P. It Is not hot. li's not hot.

C. I do not I don't knot.

Introduce the use of the epoStrophe when ttginning 10 teach the
writing of cohlreCtier. Alostrophes ray also be introduce4 kith 1-,0StOSSive
tCV15. if this hz-.s ten incght, explain that in contracted rt-d, the
aposirovhe is erM to show that one letter has teen left cut. Contrast With

use of a;,,WIrophos in potsel:sivo ferns. For exarple:
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John's coat is blue.
Sally's mother Ic sick.

John's coat is not blue. li Is Lrowv.

John's cord Isn't Lluc, It's broval.

Develop flu.) slrple to cor-p lex.

Ono N,r of shz.wir.; lho "construe-lino" of a con-IN-:Olen is the use of

cui-eut tellers, Oih appropriate puncluatIon. Let children manipulate
!oilers to torn wards and contractions of those wor ds. Ibis rf.t.v ta dor,:

individually or on tfva ovolhead.

After the Initial exposure and introduction to contracted forms, the
leacher P..ay develop and expani this work as II is recesssry and reaninaful
for the class.
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I. CapitalizOlon

Esettinnin3 of ser.tn:es
fitOnniv3 of lines of verses
113nCS of cities and states
N;.',:f105 of ronlhs, days of

Vt., rrs., 1

(;arks of persons
illies of stories

II. Punctual ion

Pe;iods - hi cnd of sentences in ohUrcvlations
Ourslion - at cnd of queslicns
ixcitmtion points - At nereee ry leacher end students

used by te,,cher, Otilt chilercn help, to show sr.:ries ene IN dales
bpo:.tropho:; - to show possession or coniraclion
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/4; t ua / I.XprOSS 10hS

' expre::sions Iftted Care Oil he le;o-hed through use In situations
requirinj them, it r,y to nocesshry, though, to ieleh crony of null directly.

Grcelinas hnd Farewells

He:lo
HI. Goodbye.
Good canine. 'Dye.

"I ease.

Thank you.
You're wcico.ile.

Coolies)/

Peauest

Excuse re, please.
Please help to.
No, thank you.

(lry lo use "please" with these very often.)

Core here. Pie:v.0 waif,

Merry up, hie,:,to. Col* or.
Please don't hiricr re Stop that,
Don't do that. Give mc
Pe quiet.

Greeliwas fct Dlya

Happy hirtheay.
Merry Chtislris.
R....pry Nee Year.

Ccngratulu4;urs!
Have a nice vecalior,

Cosheral-...---

I foroel. Yes. I'm foollnp.
I don't koow 0. K, Thai's mine.
Thai's fur:ny. No. That's nict.
I like that. 1 know that's neat.

Answers to "Row are you?"

I'm flee, thank yoe.
l'm tole.

"ik.A.: do you feel ?"

I'm hungry.
I'm sleepy.

Fine, tharY, you. I'm ilre:!.

I feel sick.
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Answers lo lhese Quesilons

What's your name?
Where do you live?
How old are you?
What did you do?
Where did you go?
Who is your techer?

at is your room number?
Whal happened?
What is your address?
How do you know?
What did you say?
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Connected ian?uFn

1. Sentence Patterns

(These paterns are outlined in the Junior High School 47 curriculum.
They are also essentially the same as those outlined in Book 1 of the

Roberts English series.)

I. Simple subject, simple verb.
2. Subject, verb, direct object.
3. Subject, verb, predicate word.
4. Subject, verb, adverbial phrase.
5. Compound suLject, verb.
G. Imperative sentence form.

7. Subject, verb, indirect object, direct object.

II. Communication Period

May we suggest that you open your classes each morning with a period
of informal "conversation."

Begin by calling the roll. Have the students answer, "Pere," or
"He's not here." Proceed lo a discussion of news (about the students,
about you, or about the world at large), to a show and tell time, or to
a review of the school events of yesterday.

Any kind of languace is eccepiable from less verbal children. Do
not have children write individual news on the board one at a lime. Let

them tell it. The teacher can wriiu It quickly and correctly on newsprint
or on side board. It can be revieYed later in the day as a re=ading exercise,
and the best of it kept for a newspaper. Children can illustrate it after
rereading.

A major objective is lo save learning time for the other nu.bers of
a class who usually sit doing nothing while on3 strugcics miserably at the
board. A second objective is to avoid the "Yesterday was Tuesday," "I
watched T. V.," stereotype which teaches Just about nothing and discourages
any kind of imagination.

Please don't spend more than 10 of 15 minutes discussing the calendar
or the weather (unless it's snowing or we're having a hurricane). Write
the word yesterday and by pictures (Polaroid shots taken the day before miehi
help) or words, discuss yesterday. Then discuss today, then tomorrow. Show
them the calendar, but donri expect them to understand the meaning of all of
-,nose little boxes. Don't require correct spelling of words like Wednesday
an,. Thursday at this level. They need too many other words.

Put a great deal of emphasis on drama in these communication sessions.
A supply of props and costumes for story-telling may be useful. Perhaps

the children can be grouped sometimes, permitted a private practice session,
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and then allowed to act owl what everybody did when Sammy fell off his bike,
or when Li nda wont to the shoe store. This will keep all of them actively
involved and give you a lot of insight into the v-.abularly and natural
expressions they need. If a child seems absolutely devoid of news, ask him
to act out a filmstrip he's seen or perhaps somethir.: he learned In science.

For motivation you might occasionally sketch a television screen on
the board behind. the dory teller and tell him he's on T. V. Even the
e7:1hcr might tea fun this :ty, and you could use seme idioms: Turn on_,

turn off 1he T. V. Sometimes a large make-believe clock, naripulat d by
the teacher, is a useful w:,y of showing an extrovert that he has used up
his ...,hare of the time (turn off the T. V.) Dittoed newspapers, however
informal, are great mollvaiors. Fven If the teacher has to write most of
11e nevs, the papers are reed acarefuily. They may be the things that
are read.

The students should learn to fell news at home, too. We can help
them by giving them Polaroid shots and brief written explanations to fake
home. This would encourage rore communication with the parents, so that wo
in turn would have a clearer picture of what happens to the children afler
3 o'clock.

Suenested Activities .;or Enriching Connected Lanouace

Ceneral Guidelines

A. Model E.

Making miniature motels of past or present-day life situations
initiates classrocl ideas for oral, manual and written languages.

D. Field Trips

An excellent mode of giving realistic and interesting ertTlences
to any class providing teacher-pupil preparation has beL;. done.

C. Things that Work.

Toys, simple experiments, etc., that can be manipulated and made
by children are useful in motivating the need for language.

D. Interest Centers

This idea can be created frcm the first day of school in setting
up tables with materials, objects, etc. that children may browse
over. As the year progresses, tables ray be labeled -- Reading,
Art, Science, etc. Tables ray be changed or modified as needed.

' 0
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E. Graphic Materials

Materials m7..,y be used such as charts, graphs, etc., either
commercially, teacher, or pupil prepared.

F. Bulletin Boards

Displaying in attractive form pictures, charts, and other materials
relating to current classroom study is helpful.

G. raps and Globes

Using materials such as paper-macho, children may develop better
understanding of school, home and community by making simple
maps and globes.

N. Group Discussion

At tho primary level, well prepared teacher questions will often
spark group participation.

1 -Role Playing or Dramatization

Acting our various situations gives the children an active role
in participation and can be a device for evaluating individual
pupils' unders4;lnding of a given concept.

J. Individual and Clans Notebooks

Well organized notebooks can be a key for patterning, recording
information and classifying. Notebooks should be kept in classroom
until a unit has been copleted. Teacher nay choose to organize
by subjects or oerxxally. Encourage children to be proud of their
accomplishments reaardless of how small they may be.

IV. Spocial Projects and Games

A. Making a Neighborhood

I. Materials needed:

Construction paper (all colors)
Scissors
Glue
Pencils
Crayons
Ruler
Wrapping paper
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2. What to do:

Make a house -

Make 8-inch square and cut out.

Fold the square In half both ways opening the paper
after each fold; then, fold each edge to middle line
and open. You should have 16 square folds.

Cul, fold and pasie C on B, A on 0, G on F and E on H.
The end result should be a box-like house.

For a different color roof, cover fop with a 4" x 5"
piece of paper fold and glue in place.

3. Variation.::

Make an 8-Inch house.

Make a 9 -inch and a 6-inch house and glue together
for one large house or several largo houses.

Draw on bricks or stones with white crayon.

Paste cle-rJr cellophane inside windows for window
panes.

Make a chimney.

Make a church.

Department stores, firehouses, etc. can be made.

Hedges and shrubbery

Use natural sponges for shrubbery and cellulose
sponges for hedges - cut into one-half inch strips.

Dye sponges green by dipping into tempera paint.
Dry without squeezing and paste them to the neighborhcod
plan. Glue a sponge on an empty spool to make c small
tree.

B. Primary Language Games

1. Modified from Language Games, Wagner, Hosier and Blackman,
Grade Te,:lcher Publication.
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a. Guess what it is (group)

Objective: To give practice in observation and description.

One child is chosen to he "it". He Minks of an object
in the room (or on a table). Without letting anyone
know wkit he chose, he tries to describe it. The first
one to guess what the child Is describing gels to be "It."

Variation: Several objects may be placed in a bag, first
letting children observe. "It" closes his eyes and tries
to guess.

b. Picture stories (group)

Objective: To provide practice in telling a story based
upon interesting picture.

Materials: Several teacher-mode sets of pictures mounted
separately on piece of heavy paper or cardboard.

Give ech child player a different sel of pictures.
Player must put pictures in order end tell a story.

c. Matcho (group or individual)

Objective: To provide motivated practice In learning
new vocabulary and spelling.

Materials: Envelopes, each containing one picture with
its name below in manuscript.. Corresponding
envelopes containing enough letters to match
the letter in each name. eg: a ball;

ubu nau ur ulu

Each child is given an envelope containing a title
picture. The child takes the letters of the alphabet
from a separate envelope and selects the correct letters
to place under the letters of the picture name.

Variations:

For reading readiness, words could be matched with
the picture name. .

Two children could work together in matching a given
picture.

Caution: Children should be able to read the name of the
picture so the matching name will have meaning.

orltz
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d. r Word Book (individual)

Ohjcclive: To help children becow: spelling and writir
conscious.

Palorlais:

Clolkbourd and chalk
Primary writing paper
Pencils
Word List booklets
Cor.nercial primary dictionaries
Pictured alphabet c.,:rds

As soon as a child has established a basic sight
vocabulary (10 or more words), give him a "word book" (teacher-made) containing
a list of words has learned. (Words may be categorized who, what, etc., or
alphabetized.)

For independent work, a child nay go to the board and/or write on
primary paper one or Iwo sentences using the words he has learned.

Sec Betty jump.

John can run. etc.

The ahove ray he expanded and rAde more complex. A child who has
difficulty becoming sntcrce srciling-, and storyconscious ray need to
copy serfences suggested by himself or the leacher until he can make a start
in indeendent work.

e. Pocket words (group or individual)

Objective: To help children learn to recognize differences
in word categories (who-what-verb) or
beginning sounds.

Materials:

Large chart spaced lo make 26 pockets large
enough lo hold 3 by 5 inch cards. (one pocket
for each alphabet or category.)

3 by 5 inch cards on which are written previously
laugirl vocabularli words and/or pictures.

After motivation preparatory to this kind of game, the
teacher says, "Here are s :rc words written on cards,
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you may know Nith what tfor do7,s "arilm!"
bcjin? Yet-:, it stdrls with 'a" so I'll pLf it In the
pocket."

Each child is given a turn at telling where cards belorg until all
cards have been placed.

Varia1lons: Add now words as ihoy come up so chart continues to be
useful.

Children may make individual collections using notebooks, boxes, or
manila expansion envelopes.

f Capture (Individual worksheets)

Objectives: To match the alphabet with names of animals that
mlghi bo found in a zoo, or catch alphabet lo verbs,
objects, etc.

Materials: Duplicated shr:ets.

Children given sheets and tole lo "capture" nn animal for
each care. Write the animals nore in iho box under the alphabet wit which
it be,;ins. Explain it scme boxes may be loft c' ply if there are no
aniols to pv-cloh the alphabet.

g. -After you, Sir (group dramatization)

Objective: To teach a child to place the pronoun r-?forrIntj to
himself last in a series.

Teacher: lei's pretend that v:e went to a circus. (use childrcl's
nao in class and pair them - John and Mary, S:dly ;,:nd Jim.)
Mlom did you walk with Mary?

Mary: John and I walked.

Teacher: John?

John: Mary and I walked., etc.

Thls game can be more meaningful if actt,a1 experien!:es arc used -
special events, field trips, etc.

h. Ask or tell (group)

Objective: To help children distinguish between a "telling' and
"asking" sentence.
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Use over had, write several F.talents and quc,stions.
Teacher reads a sentence and the children lake turns saying
whether il's an asking or tel sentence.

One point is given for each correct response. Most points
win.

I. Who did if: (group)

Objective: To provide oral practice in correct usage.

One child, chosen to be "it" is blindfolded. Another child
is selected to be a "pointer." The "pointer" points lo
a child to come up and touch "it".

"11" "Someone Jouclied me." ("11" removes blindfold)

"Pointer: "Who did it?"

"It" "Mary did if."

"Pointer: "No, Vary didn't do it."

"11" "John did it."

The game continues unlil "it" guesses the child why) touchcd him. 9olh
"it" and the pointer choose other children to take +heir Owes and the
are continues.

The leilcher should he the first pointer in orcer 1c makc the game
better understood.

j. Pass 1he bock (group)

Objective: To provide practice in using give and rove.

Review the use of the verbs give and gave. The toucher
then posses the book to Tom, saying, "Mary gave me the book.
I will give it to you. Please give it to Jane." As 1he
book is passed, each child gives the above inTormation to
the one to whom he passes if.

gave me the book."

"Please give it to

Variation: Sentence forms similar to those used in the
game may be duplicated for written work.

This game nay be adapted fo meet needs for practice with:

saw - seen
co,.e - cerr7;
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Pronositions

I. Suggested Lisl

to on over down

in under with up

II. Usage

A. Used to show location

to the door
in the box

under a chair over the chair
on the table

B. To: followed by a person's name or a pronoun.

Give it to Jane.

C. followed by a person's name or a pronoun.

Play with Johnny.

III. Activities

A. Action Work

Using action verbs previously worked on, give a written corrmand lo
child to perform an action. Other children my judge if he performed
correctly. Children may be techer.

Hop to the door.
Sit under the table.
Jump over the bos., etc.

B. Use prepositional phrases whenever it is natural io do so in writing
news, etc.

C. In reading, ask children to Illustrate or otherwise explarn any
prepositions or prepositional phrases they come across.

O. Make transparencies and worksheets to reinforce prepositions. The
following orkAeets correlate prepositions with reading material
in the Bank Street Readers and with social studies material. Some
of the orksh:el-s are rore flexible Than others, leaving response
mode up lo the teacher. In general, v:orksheets should go from
word to phrase to sentence; from recognition to copying, to writing
from memory.
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ADJECTIVAL roomms

Simple Adjectives
Curoparisons

Special AdleCtives---------

Descriptive Adicclivcs

A. Suggested List

I. Articles (an, a, the)

2. Numbers (one-six)

3. Colors

4. Others

black purple

blue red

brown white

green yellow

big-little pretty

cold-hot tired

funny sicl; ;ell

cross -happy sore

good-bad wet

°IC-n°4

B. Adjective Sequence

I. How marry: What color: What: a red car

2. How rany: What kind of: What: -Ivo pretty dresses

3. How many: What kind of: What color: What: some big yellow
fluAers

4. Whose: What color: What: George's blue shirt

5. Whose: What kind of: What: his funny hat

C. Usage

I. Adjective precedes noun; a pretty dress

2. Predicate adjective: I am happy
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D. Teaching Activities

1. rake charts headed MANY, WHAT COLM, WHAT KIND Or.

a. Children may fill In the charts with labeled pictures
and add to It during the year.

b. Give charts and worksheets io each child io keep in a
notebook.

2.. Teach nur&er adjectives in conjunction with singular and
plural nouns. (Soo adjective worksheets.)

3. Devise worksheell, for color adjectives.

4, Combine color and nurliasr activities.

5. To practice proper word order of color and numbcr, put
simple pictures on laminated sheets for child to label
(using cards cr printing labels hi,,Iself). This should be
presented in group and then used for Independent work. This

same activity can of course be used for nu,Aer alone, color,
alone, or descriptive (i.e. pretty, big) adjectives can be
included.

6. In teaching "What kind" adjectives, have children dramatize
from flashcards.

sick happy
wcIl sad
cross

7. Devise worksheets for "What kind" adjectives.

a. Contrast opposites.

b. Combine with work on other language principles.

c. Give picture situations and ask children to label with
appropriate adjectives.

8. Combine color and kind. (A happy brown dog.)

A. Specific Goals

I. Regular comparisons of adjectives already taught (for recog-
nition only.)
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a. Toll, Salter

b. Sheri, shorter

2. Spelling of aove by rote.

3. Use c':

a. Teo

t. Very

4, Use e!' more (Who has more candy?)

Teaching Activities

I. Use children or objects in ltne rc.):4). Write the ouestion
"Which is er?" Decide appiopriate tswer.

2. Deviso worlsh:.ots for work in simple cc",parisons.
(5e0 odj. worksheets.)

3. Deviser mare cce-pi leafed o.erksheeis usiro rcOly vernal
siirr,u i.

4. Devise sper:il worksheets for

5. Use too an!, very with an adjective when natural. rLkc

Ili. Special Adethess

A. List

some this these
mny that those

P. Teaching A:fiviiles

1. This, that, these, end those should to teught inforrtity
for rennete,;TrTif)co Us.'c ter, niurelly but do 61 expect
children to generale Sentences using thvm.

2. SeYne

a. Teach Initially with nencovnl mans.

I) OlincHold child. Have some objects ernel a glass of
w)ter. MBlie hi determine ty feel now InZtoy otjecte;
ttic.re are. Yrlle devn 2 3 etc.

ra`r.
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TIcl?n place his hind in the ;Cr.o Pe will reolize
no spocific number can Le sppllod. Give the word
and wrile sown: water. repeat with other noncouni runs
(sugar, sand).

b. rake wc;rksh.o.fls to reinforce this concept.

c. Use IN rote copstion, "ftay I boy() some 111

3. 1!.Arky

a. Use to indicate count nouns so numerous we can't or don't
want io bother io count ihi%-7).

b. rake worksheets contrasting rony a , one ,

two s, or three s.



CONCLUSION

The conclusions of the preceeding evaluation reports indicate that

the success and impact of the services provided handicapped children by

the ESEA Title III Special Education Projects have been significant.

The programs provided educational experiences for children with a variety

of emotional, physical and mental handicaps: some who had been excluded
from school and were receiving training at home or no training at all

others who had been institutionalized; and others who had not yet entered

school.

Despite the reasons for their exclusion from public schools or
agencies, the children selected to participate in the projects have been

contained in an educational setting and have made considerable gains.
The minute gesture of a half smile from a child who has been withdrawn is
a giant step in his life. To toilet train a handicapped child who lacked
this training for ten or eleven years of his life must be called remarkable.
Other examples such as these could be cited to attest to the success of the
projects and the gains made by the children in knowledge, attitudes and
skills.

Outstanding trends involving the use of aides and the introduction of
precision teaching (behavior modification principles) contributed to the
success of the programs. Aides who were college seniors and graduate stu-
dents contributed substantially to the learning process of the children by
working with individuals and groups, thus freeing the teachers for other
responsibilities. Through their participation the aides received on-the-job
training and experience.

In precision teaching, behavior modification principles were used.
Immediate reward for approximation or successful completion of a task
motivated children to repeat desirable behavior; the result was increased
growth and performance of the children.

Evaluation

The emphasis on continual evaluation yes desirable and warranted.
Designed evaluation efforts were an integral part of the services offered
to the children. These efforts lead to more accurate assessments of the
children's individual needs. The director and staff members constantly
evaluated their efforts and the students' progress through observational
and statistical procedures as well as in staff conferences and discussions
of students and curriculum.

Participating in the evaluation plan vas a consultant contracted for
each project by the Division of Planning, Innovation and Research Depart-
ment of Research and Innovation. A staff member of the Division assisted
in the general planning of the ttside evaluation s plan and in the evalua-

tion of the projects.
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Teacher Training

In-service teacher training programs were written into several of the
project proposals. As originally conceived the training was to include the
project teachers and aides as well as others interested in or involved with
the training of the handicapped child. It was to focus on innovative
educational techniques around which the programs were developed. For a
variety of reasons training programs involving persons outside the proj-
ects were not conducted. However, project teachers and aides did partici-
pate in training conferences prior to the beginning of the programs, and
some college seniors and graduate students received training by actually
working with the students in several of the programs. It is significant
that project plans for the coming year include plans for teacher training
programs. An in-service program for D. C. Public School social adjustment
teachers, and observation and follow -up seminars for college students are
among those planned.

Parent Involvement

Overall the participation of parents in the projects was not very
successful either because of their family commitments, their work commit-
ments, or their lack of academic or experiential qualifications. However,
all of the projects did involve some or all of the parents to some extent:
through on-going written reports, through discussions with the teachers,
through visitations of the parents to the projects to either observe or
participate in some way in the projects. In one project a parent group
was organized. In another the failure of parent involvement was attribu-
ted to a lack of a pre-conceived design for parent participation.

It seems reasonable to say that although involvement of parents was
on the whole minimal, the project staff members and directors did make
sincere efforts to include them in some way in the implementation of the
programs.

Dissemination

To create an awareness of need and to share educational information
the directors and staff of the program disseminated information during the
implementation of each project as well as upon completion of the fiscal
year 1970. Newsletters, reports, television, a photographer who filmed
classes for documentary purposes, invitations to visit the projects, tele-
phone responses, and written communications have been used as dissemination
channels. Future plats include publishing information concerning one of
the projects in the National Education Association journal or other edu-
cational journals. The directors anticipate the use of Educational
Resources Information Center (ERIC), the Instructional Materials Center
(174C) Network at local universities to disseminate information. Educational
Television (ETV) will be used to provide information to teachers and other
professionals. Reports in special eavcation bulletins will be distributed
through the Public Schools of the District of Columbia an will papers pre-
sented to professioial groups and interested ceimunit) agencies and organi-
zations.
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Summary

The general impression of the consultants' evaluation of these ESEA

Title III Special Education Projects is that several facets art signifi-

cant: creative solutions to problems of the handicapped child have been

developed; the programs are exemplary and have educational significance;

it is reasonable to believe that incorporation of the techniques into

public educational programs is possible.
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