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PREFACE

.t
Diagnostic and Resource Teaching Is a eollection of glan(l)apers

sclected from those presented at the 49th Annual International CEC Conventlow,
Miami Beach, Florida, April 18-24, 1971, Thesc papers were collected and
compiled by The Councll for ixcepifonal Chil?cren, Arlington, Virginfa, Other
collections of ;. apers from the Conveniicii have been compiled and are available
from the ERIC Document Rep:roduction Service. Other collections may he
found by consulting the Institution Irdex ¢f Research in Educatfon under Council
for Exceplional Children or tte Suhject Iidex under Exceptional Child Education.
Titles of the se other collections ure:

Deaf-Blind, Language, ard Bchavior Problems

Gifted and Developmental Potential fn Women
and the Disadvantaged

Infantile Auilsm

Local, State, and Federal Programs

Phyeical Handlecap

Pre and Inservice Teacher Freparation

Spechfic Subject Programs for EMIs and TMRs

Trends and Issues in Special Ed eation
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Rlack-White literary Felations: Thematic Marallels

Cwvendolyn Cooke
University of Connecticut

A number of years age my precocious junior high school brother came home
from schoo’ and asked wme | Claude McKay were black. ! told him yes and asked
him why did he ask me that question. 1le respvonded thet Claunde McKay's poem
"l We Must Die" had been discussed in his history class that day and tise teacker
had rot made menilon of McKay's race. She had discussed the poenm in terms of
Winznn Churchill's use of it as 2 challenge to soldlers in World War 11. My brother
left the room, Lut a few minules later he relurned to ask if Gwendolyr, Brooka was
black. Once again I s2id yes, and asked him why h< hud asked the question.  “Well."
he sald, “one day In my Engllsh class w~ read a poem by Gwendolym Brooks frem our
poetry anthology; there was no mention (n the text about her race and the teacher
didn't say if she was black or white. ! remember reading somewherce. ' he continued,
"that she was blac’i but 1 wasn' sure and so I tought 1'd ask vou. By the way," he
added, 'they could have put a pleture of her In tae book, like they Jid of some of
the other poets, couldn't they?" I explained to my brother why [ thought the editors
hadn't inzluded a picture.

I couldn't concentrate on my work after the brief {alk with my brotuer. How
immoratl it was, 1 thougH, that yct another gencration of polentlally gifted and creative
black yourgsters would grow up ignorant about the literacy contributions that black
ariters have made to American Hteratuiz, If the parents or families of these
voungsiers do nol nrevide this knportant informa*'on abou! the cultural contributious

of black writers, 1 said to mys2lf, in all probability they will not get this irformation
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in the schools. 1 wonder if editors of short story aithologies, poetry anthologies,
Anierlcan literaturre anthologics, essay anthologles, ;tc. -~ realize the possible
cffects ti 2y cauld have on the self-concepts af youngsters hy ldenatifyirg the
ethnic background of writers included in their unthnloéios? T ask you - don't we
owe It 1o all of our youngsters and cspecially youngsters who may have thepotentiai
to make great literary contrinutions themselves, to tell thum the cthnie background
of the writers they study? Or skould we aliow aur high-potential youth to think
ethnicity isn't important? How can a student feel) proud to be Mexlcau-Amnerican,
Paerto Rican, Oricntal, Itallan, Jewleh or Black when he asks his teacher, "Where
do my ancestors fit {n this set up? What contributions have we made to American
iiterature ?', and the teacher gives him a blank stare? Indeed, cthniclty does
matter when we ere concerned with the development of high-potential )"(-ungstcrb'
self-concepts and when we conslder these youngsters as reconstructlorists who
will become the leaders of our society and transmit the represcentutive thoughts of
the time.

1 know many of you i{n the andlence are saying to yourselves that there (s
e wealth of race-related materials available now. [admit the response for mean!ngful
materials for o.ir youth has been speedy; however, it is the nature of his response
that causes som? cducetors to have grave doubte 1 bout its sincerity. Ilet's take
English materials which fncus on black writers' contriltions s an example.

When the English eurriculum has been mu"llﬂed tn incl wie literary works
by black writers, it has too often been alined 9t the relu~tant reader or it has been

compiled as "supplementary materials. ' It would appear that only reluctant readers
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need to know that there are black writers who hava contributed to Amerlean
literature. Or -- has it erroncously been eoncluded that only black boys and
grls ave reluctant readers, and this gesture Indicates that they are not being
denied the knowledge that black writers have made literary contributions to
Amearican literature?

The materials for the reluctant reader include those by the Maemillan

Gateway English program, the Scepe books published by Harpcri ard Row, and Holt,

Rinchart and Winston's Impact series.  All Include a falr umount of material by
and about bluck prople, c:cerpts from bingraphies, stories, photographs. None,
hewever, are intended to replace the big, expensive bound, lavishly ilfustrated
literature textbooks which are used In most schools.  Don't thitk for 2ne minute
that the wrore perceptive black youngsters are not aware of the fact that these
materials were not deslgned for them. They know when they are being short
changed. Their apparent lack of interest in these materlals would seem to be
on2 sign of thelr awarencss.

The future of the “'supplementary mateitals" [s nebulovs. The word supplementary
Implies that 1t is an expendable rather than necessary, part of the curriculum and given
the day wten cducatos lose (nterest in black materials (and sotne do sce It as another
fad to be weathered), thesc lessons and units may well disappear.

Hip}-potential youth arehipped" to snupplementary materiaig, too. They Mow
that the materials are for temporary use only, and thut they "really aren't important.”

For those currlculum speclalisis whd are truly interested in making English

malerial meaningful for our high-potential youth, two courses of action reinain open.
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separate courses covering the canon of literature by black writers can be the

step taken, or literature by black writers nan be Included in the regular curriculum
uttlizing the thematic approach. The latter course of action, utilizing the thematic
approach, is advocated here. The themetic approach enables our youth to study
American lterature in its proper perspective. To see certain themes recurring
in the works of both black and white writers who kave somctimes lived in separate
worlds ind decades apart, and to observe mar vuestioning the meaning of life,
seairching for values and responding to human relatiorships shovld enhance young
pcople's personal, soclal, and moral adjustmerts as welkl as their self- coneepts,
Morecover, this method insures that sll sludo,nls will be exposed to literary works
by black writerc.

To hells the teacher who s inter2sted (n Including literary wereks by black
writers on a permanent basis in his Amerlcen literature ¢lass, 1 wroie a curriculum
packag: entitled "Black-White Literary Rela{tons: Thematic Parallels.' This
package {8 no panacvea; it 1s & beginning which the creative teactier can enlarge vpon,
There arc four unlts in the package and each unit includes literary works by bleck

and white writers. The units focus on the themes of "Dreams vs. Reality) "Sensitlve

" Man vs. Violeat Soclety. "Conformity vs. fndividualism, and "loneliness." Black

litrrature as a tegular part of the curriculum Is 1 godscnd to the lc—aéhor who wants
to deal with genulre coramunication problems ir tae classroom. Black writers like
James Baldwin, Witllam M, K.lley, Richard Wright, and Gwendolyn Brooks confront

deeply, honestly, and humanly the Issues that our studentr fearfully struggle with in

thetr imer worids. For example. A Raisin in the Suy aud Go Tell It On The Mouncaln
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portray young people struggling to asscrt thefr own independenc2 and identity

against thelr pareuts. Go Tell It On The Mountaln also gives our youth a chance

to talk about the touchy subjects of religlon and iliegitivaacy.

Scne of you are still probabhly saying "But why the thematic approach?”
My ansvier is the thematic approach to literature In a vital way is a point of view --
a point of view that shapes the material of ~n artistic work. It may act strongly,
as a positive asscrlion, or more subtly and bervaslvely, as an unobtrusive but
vontrolling attitude. This approach allows one tu group works of dilferent genres
ito a bond which enables 2ach work fo gain [n the sense that each work has power
bevond ttself by being one of a group. Juxtaposing several selections with the same
thene wrovides a basls for discussion of the content that deveiops the theme In one
selection, as well as a eomparcison and contrast ¢f the vse of content to develop the
theme in the other selections. This kind of discussion wil'!',' of nccesslty, focus
atiention on the llterary techniques by meens of whick develupment of theme Is made

possible. Lookinj; at the technlgue ihen, the poteitlally gifted and creative student s

able tr sce tucld)v the parallels of good and bad techniiquos cmployed by black and white

writers. Moreover, {t stould become unequivocally clear to students tiot there is no
justifisble reason for muny of the excellent writing:s by black writers to kave been
exctuded {roin the canon of accepiuble American I'terature which they read daily.
The thematic approach also cnables the potentlally gifted and creative student
to experience the chiaf purpose of reading llierat;'rc; ==~ the enlargement of life tsclf
through the physlcsl, mental, spiritval, and emitional experiences of athers as they

appear on the printed page. Moreover, this appmach capitalizes on these students'
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curiosity about themselves and about life in gencral. They are able to view
the charzeteristic hehavior of man us opposed to ‘he ideal behavior. I8 alin

makes pessible a more effective teaching of hoth ferm and content.

Example proposed:

During the fall semester of this school year. 1 field tested the first unit
nf the package with an integrated honors class at the Harl{iord Public iiyh S-hool.
The students you are now looking at were in that class. Class discias<.ont were
lively and studeuts often drew from their personal experiences when making a

ppolnt about the plays belng discussec or assigrments in corjunction with the plays.

Brenda, the young student [n the slide you arc now viewing made the foilawing
comment: . .

"Never before fn an Englisn class or any class for that matter, have lhad to deal
with 1gsues which reaily bochered ine. Writing the skit moved me deeply. | dls]ikod
writing the skit very much, not because I hadn't chosen the tuple, but because itdwas
50 mearingful and 1 new that [ could not write a lie. The hate tha! came from my
pen was symbnlic of the hate | see in the eyes of whites when they see me un the
streets and when they walt on e In slores."

Laura wrole:

"1 really liked the unit! Comparing works by black and white writers makes it
cacicr to think. The lessons were less formsal, bul much more meaningful, 1
learned a lot asuit the way writers write, too.. . style, Ithink you call it. La:ut
year's English was so borlng. "

Sonja commented:

"Last year t dozed In English. he unit "Dreams' was interesting 50 [ was
attentlv2, I read the plays twice. | enjoyed the units very much. "

Sheryle added:

"White folks say black folks coa't write. 1 am glad we stulind the plays; at least
the white klds in our class novr know that black folks can write. ! was so giad you




asked us rbout the us: of figurative language and symbols in the play by

Lorraine Hansherry, My mama has often pointed out the beautiful expressions
and seme points that weren't elear to me in ¥#crks by blacks., [1think she would
have been pleased with the way you taught the unil. (I told her about you, smile.}"

David replied:
"lest year we read The Learnirg Tree in my English class. The ieacher didu't

do anything with it. She didn't even tell us the author was black! [ wish you werce
my tzocher all the time. "'

JoAnn gave the following comment;

"Miss Cooke, the unit was exce.lent, |1 liked the way you let us carry the discussion
by ourselven soractimes., Last year we had to discontin. ¢ discussing The Fire Jexi
Time because the teacher couldn’t deal with the issues In {t.  She rald we couldn™
continue the discitssion hecause some white kids feelings' were getting hurt, but it
was really her. 1 am white and the dizciussion wasn't hurt ng me. "

John's response was:

"I think it was a good 1dea to choose the two plays you did and for us to study them
from » comparative appiroach. 1th'nk justice was done (o Loth of the works using
this approach, too."

Yoke siates:

"I would like *o read another play by Tennessee Willlams. Also coule you recommend
a ''good" 10ovel by a black writer. [ thnught the unit was great. "

Wilhe linenia noted:
"The way vou taught the unit inade us think, not just answer fusignificant questicns.
I tikerd that and { think [ learned something about the way wriicrs w>ite, too.”

Each of us will interpret these comments differvently. v/ 1at they suid to me

was as follows:

L The stadents raad the pisys. From some of the comments ! got
the impression that i the past the: had not always read assigned
literary wnrks for othec English clusses.

2. The students learntd something sbout an autho.s's style of writing.

2. The students enjoy discussions vhich #i'e not dominated by the
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teachers. They enjoy sharing ideas with thelr peers.

4. The unit gencrated interest (n the readng o‘ other works
of authors siudied in the unit.

5. Black and white students are aware tha: literary works by

black writers have not been taught in their schools rnd one
of the reasors has to do with their teacher’s hang-ups.

Finally, hopefully, by utilizing the thlematic appryach to include iterary
works by black wrl'ars into *he regilar curriculun, youngsters of the 70's,
black end white, will never utter the follow.ng words which many educated men
‘and women have been known to say (and | quote), "But Nezroes haven't writlen
anyﬂ:lr;;. nave they?", or '"They haven't written anything good, have they?"

As Frank E. Rosc notes, and I quote, "Absence of a segment of society
in a scnse falsifles literature, for a major merit of literature is ti:at it broadens
¢nd deepens experlences. Furthermore, a great literature 1s meaningful to people
end to society as they are, and Amerlcan litera‘ure surely is not meaaingful f it

Ignores 10 percent of the Americans.
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Crisis-Resource Teaching: Its Impact upon the Falls Church Public Scheols

Lundi S. Mansfield
Falls Church Board of Education, Virginia

It's now an established fact that anyone associated with crisis teaching.
or resource teaching is known as an evangelist. In Falls Church, Yirginia,
we both acknowledge this, and even encourage it.

I would 1ike to share a little with you of the school district in which .
I'm irnvolved, and in which we got involved totally with crisis teaching. |
Falls Church is a suburb of the District of Columbia, a bedrocwm comnunity
if you will. It is uniquely small, geographically only two (2) sguare miles,
with a population under 12,000, The total school population is only 2,000.
He have three elerentary schools and one junior-senior high school. The
percapita income has been reported to be the highest of any jurisdiction in
the State of Virginia. So you can see we do have a unique sitwation. 1
feel this is important for you to know, so that as I discuss what we have done
to implement our philosophy about educating thildren, you will have a better
perspective in terss of scme of the advantages involved -- and 1 might add,
disadvantages. For the pist six yeers we have becone increasingly concerned
aboit the general area of "exceptiondal chic_cen". He do not have the rumvers
problems that many school districts have, and therefore the day toc day
fupctioning of these children in the programs we vere préviding for then
vas quite visible, alung with some fairly signﬁficant fndications that
emotfonal and behaviora! problems were somehow tecoming exacerbated during
their years fi these proccams. We had a fairly typical special edvcation
program for a small system. We “ad three self-contained classrooms, primary,
fntermed: © . .J secondary. We happened to have a fantastically effective
and sensitive teacher on the secondary level vho worked hard to see that
children who reached her in the specfal educatfon program were assimilated
into the regular progiam to ihe degree that they could handle, and in fact,

often took on the Goliaths of tureaucracy in her efforts to see that except-
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ional children cid not therefore become discnfranchised childrer, but
generally our prog-am was fairly typical. The children were all learning
disability children, soie with lowerec ability - perhaps wilnin a high
educable to show learned range.lf you are interested specifically - come
with midd to moderate neurological problems, some with mild to moderate
physical handizaps, and many with emotional problems to the point that
learning in the usual sense was impaired. They would have heen fairly
easy to identify. A1 had heen adjudged o have needs over what could be
affoirded in the regular classroom, ‘nu to raad special progranming.

We had spent a good bit of time jonking carefully at these children,
10w they functioned, how they progressed while in special education and what
1appened to them when and if they "graduated” out of the program. He weire
1ot pleased with what we saw happenirg., We could not Justify an increase in
omotfonal preblems, in problematic behavior on the aging process alouz, Ve
had special education teachers well trained in the field, so we felt it
totally unjusiified to institute a "purge™ of the entire teaching staff.
In the spring and suumer of 1968 ve became involved in & three-system
consortium Title 111 program that involved the roles of Ofagnostic/Prescript-
fve and Crisis/Resource Teachers. HWe had two of these specially trained
people assigned to our system through this progrem. At that point we had a
diagrostic teacher in ose of our elewentary schoois and a resource teacher
on the secon=ary level. Then, during the Fall of 1966, we found that we were
1osing both the primary specia) education teacher and the interrmediate, duz
to husbands being transferred. This for us constituted a crisis. We decided
that the time for action was row, and took advantage of both the crisis and

our experience with the Title 111 program in giving us a handle, a technique
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that secred to fit what we vicre seeing as needs within the system. On

Yooruary 1, 1969 we disbanded all three self-contained special education
tlassrooms, placed 811 of the children back in regular classrooms - placed

within one year of chronological age placement - and provided resource _ -
teachers in each of cur other twa schools. So this is the background, the

move that at that point represcnted somewhat of a trauma to a "smoothly

running”, typical ind traditiconal program of d2aling with exceplional

children.

I would like to tel) you a little of the way these people have been
operating in Falls Churci, how this rele was implemented. We found for Fa]{s
Church the resource tzacher model tc be the most effective, and to meet ths
needs of ou- children most specifically, so in the Fall of 19069 we wepiaced
the diagnostic Leacher vith a rescurce teacher, now giving us a resource
teacher in all four scliwdls. 7The resource icacher operated out of a central
roo, generally working vith children on réferra] from classroom teachers,
principals, other special’sts, or even in soime cases on a self-referral
basis frem thce child himself. However, the resource teacher is not confined
to this room. He may, ana often does, go dircctly into the classroon, '
observing, werking /ith teachers, working with othcr consultants, etc.
Generally, the resourc: teacher 15 a spectally trained, building-based
pirson available to bnt: children and teachers whenever there is a need
for help in working with a child or childrea. His role is in essence, crisis
intervention. The word crisis may not necessarily involve acting-vut be-
havior, but rather should be defineu as any puint at which a child finds
he is vnable to function within the larger group cantext. The (misis, theﬂ

may be emotional, behaviural, social, or academic. It may even be a crisis

¢



for the teacher rather than the child., So the resource teacher, then
is the person within each school most available for classroom teachers to
call upon to vork with children experiencing difficulties., Upon working
with the situation the resource teacher has available a veriety of techniques
he may use, Additionilly, he is ig a position to determine if further more
specialized service is needed[ wﬁéther in reaching a more effective edu-
cational plan, or in determ}ning,more specifically the nature of the problen.
He,therefore, can, and often does, rejuest assistance from people such as
the psychologist, the speéch’and heafing consultant, the reading consultant,
etc. These services may offer specific help, according to the need, or may
vork as a team if a multidisciplinary effort is needed to help the resource
and classroor, teackers in working with a situation. But, the resource
teachei® remains the 1iason person, the on-site parson to implement suggest-
fons and recomnendations, to carry the responsisility for working with the
referring person in order to rescive the prolilem in the most effective way
for the child.

~ The primary goal of the program, of course, s to create an atmosphere
fn which all children can iearni to fird ways of helping those children ex-
periencing academic andfor behavioral priblems without isolating then totally
from their regular schoo!l act?vities. Vthen one child in a2 classroom §s re-
ferred to and worked with by the resource teacher, the work done within the
classroom setting around this speciric prebiem results vitimately in helping
that classroom teacher develop better tochniques for dealing with ail of the
children in her c¢lassroom. So, in 2dd’tion to the direct service funciion
of the resource teach *, we have found this prog.am to be the mest powerful

preventative force we have oparating within our system.
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Two years later we arc short on hard data, although we have standard
evaluation data evailable, but long on the view that this concept is basic
and vital to any effective chanje in a system - and here I'm speaking both
locally and uhiversa]iy - long overdue for change. Ue found after the
first six months of the program that teachers and even principals lost just
who th2 former special education students had been without checking the
records, They were serviced heavily during the initial couple of menths by
the resource teacher, but are rarely referred today. They have all exper-
fenced significant gains in aéademic achievement levels. There has not
been a referral of any one of them fcr psychological service based on
emolional or behavioral problems. He have seen significant growth in self-
{mage, in feelings of adequacy, and in a lessening of their previously ﬁani-
feSted feelings of isolation and aljemation from their pecrs., The resource
teachers are averaging from 60 to 150 referrals @ school year, depending on
the size of the school. Arnd yet, ihe number of referrals for service from
other system-+ide specialists has héen cut 75%. And, speaking as a psychol-
ogist, prior to the time of having th's program in effect, we regularly
received #s much as 75% fnapproprizte referrals for service --- usually
dve simply to the fact that classrcom teachers needed help with children,
end often telt frustrated as where to turn for that help. It has been a
tred{tion in public educatfcn, that if a child {s experiencing problems
showing up in acadenic areas, then it is automatic to first request an
evaluation of intelligence. Also speaking from experience, it §s a far
more valid observation that most classroom teachers have a good {dea of
ability ieve) in their students, and that problems children experience are

never. or at least rarely, as simple as a Binet score.
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We have come to the realization buth subjective and objectively that-
oenly in a very small minorit} of cases does a child need isolation and re-
moval from the mainstream of education. We acknowledge that those
situations do exist, and such placzment is necessary and beneficial to the
child. But special education as it has traditionally been programmed, has
become something quite different. It has become a place to put any child
that doss not fit into the squared off standard lesson.plan, MWe believe
even that, even the concept of having a curriculum, a program for the total
class is a serious fallacy. Hithin any “normal” classroom, you do not have
a bu"k of kids, all at grade level, all responding to teacher directed
education. You have 20, 25, or 30 individual children, with different talents,
different needs, and different learning styles. So where do you draw the
1ine as to exceptionality. In the recent yéars the areas of ercepticnality
have reached a point that blue-eyed, right-handed children will need a class
to meet their needs also. 1 lappen to be blue-eyed and right hLanded, and
1 have sonz skil1ls and some deficiencies. But education means something
quite different to me. The resource teacher prdgram has beer. the vehicle
for us in Falls Church, but the philosophy fs basic. That each student is
an 1nd1v1du$1 and education can only have meaning if we meet the needs of
that individual, not the ne~ds of the larga: system, the administrators, or
other involved personnel.

I gave you some fdea {n the beginning of the unijqueness of our schools
system in terns of s{ze, This means obviously that any philosophical
tommitiment to a resoucce teachar concept has to be implemented differently

in systems larger and with different tchool populations and different

12




economic stardards. Ve also have a unique political system in our city
that results in vast changes in school policy vhen there is a change in
the political power structure - ore of the disadvantages of being small.
At the present time we are experiencing serious problems in all service
programs due to such a political situation, A1l of this, however, dors rot
to me in any way reflect on the validity of the basic concepts v are dis-
cussing here today. No matter what the present administrative philosophy
in a system may be, no matter what size the system, or the economic makeip
of the community, or the sociological and cultural complexion, so@me concepts
remain stable. The individual worth of the child, the cxistance of the\
educational system for the child and his right to develop into a healthy,
adequate sensitive human being, and finally, and perhaps difficult to
stress enough, the concept that education should not under any justifi-
cation be 21lowed to in fact harim or in any way act to impair the child

{n such developmert. In Falls Church we felt strengly that the trend
toward nore and more {.olation and labeling of specific learning and
emotional problems, did, in fact, only act as a destructive force in the
lives of children. We are not, nor would we ever advocate lack of
attention and programming for emotional, behavioral and academic problens.
We merely say that instead of pressuring for more and more self-contafred
classroons, filled with children with similar problems, ali conforming .o
the expectations that we are thus putting on them, wouldn't it make more
sense and be wuch more human, to be putting that same amount of presture,
time, resources and planning into creating an atmosphere in regular lass-
roous where those same needs can be met, without such fsolation, using
whatever resources may be nacessary in terms of teacher training, warzpro-

fesstonal help, materials, and flexibility of planning.
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You may choose to sce such a philosophy as ideelistic and totally .
Iadking in any practica, sense of what schools are all about. A1l I can
say is that this is vhy I'm here today - to say it can be done. A1l that

has to be done is to set some priorities on what jt's all about - and t

whose needs come first.




The Diageostic Teacher: The Role and the Requirements

Eleanor R. Lsvl
Alexandria City Publle Schools, Virgitia

When in the process of writing this speech, I found myself
moving in rather slow motion. Finally, I came to a complete
halt, asked myself what the problem was, and decided I, frankly,
wasn't very inspired to just sit down and write plain ordinary
words about my job. I had to choose words and phrases and
expressions, hut how can grammar and rhetoric reflect the

excitement of the job itself?

What could I do? I switched years completely -- threw
down my pencil, crumpled my last piece of paper, tossed it in
the wastebasket, jumped up from my desk, headed for my car,

and tnok off for the country.

My driving time has always beon my thinking time, and this
day was no different, While driving, certain questions kept
entering my mind, but they all boiled down to thiss what
can 1 speak about that will prove most informative and
interesting?

1 realized, during this little drive of aine, that in planning
this talk, I was actually analyziny my own learning style.
what 1 discovered prcved to Le reveaiing and illuminating:

I have to have a plan of action exciting to me, and if I'm

not excited, any resultsg I may ohtain will and up as dull as



a dead fish. I realized also that before 1 could begin any

project, my ideas first have to be conceptualized.

After cuming to these great cinclusions, I turned arcund
and headed for the city again, hoping 1 had gotten enough
inspiration about myself to write this speech. But it wasn't
until I started th2 drive home that I figured out t.at after
apending 80 much time studying children's learning styles, I
rarely took a look at my owr. Adults, just as children, have
individual learning styles; i have mine ~~ you have yours.

Juat as I was pulling my caf into the driveway, 1 fin:éhed

ontlining in my own mind exactly what my learning style, as a

divognostic teacher, was.

e{lected
“his is what I J;d£o¥0iod about nyself in my role as a

diagnestic teacher. 1I'm always interested and "nvolved with

the learning styles of children, aiming to share my understande
th an sdhreboral By sceton

ing of the child's learning styles,with the classroom teacher

for implementation. I stay in constant touch with the referring

teacher from the time of referral until the case is closed.

I remain on the scnone to help determine the abilities,

strengths, needs, interests and learniny nodes of each child.

Malntaining the attitude that what's right rather than

what's wrong with the child is vory important to me.
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Consequently, I try many different experimental approaches of

teaching to decide wihat can be done to solve academic und
frodlien 1S

behavioral '"problemd throu h careful obgervation of the child's

learning or behavioral style.

I coordinate all services available for the ciiild within
the school, school system, and the community -- this is done
to insureigﬁl available muscle is mustered up for the berefit

of the child, and his needs are most effectively met.

I'm always on hand to determine which materials and
techniques will boe most successful for each referred child.
Ard, I also stay close tc the case to help meet the needs ..
the scnool staff, assisting them in implemecnting new ideas ard
workiny out solutions to the "probl ws" of the students %hey

refer.

To work with children on a referral basis, I've fcund it ﬁﬁifaﬁ?
ta learn to know the school setting. I observe tlie classroom
interaction to understand the academic and social @ namics of
the child's present envaironment.. And, until both the classroor
toachar ard I are convinced the problem is rusolved, I stay

hede,

in constant communication with the olassroomA doing follow-up

observation.

9
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Also, as my drive out to the country convinced me, I alwiys
keep in mind the fact that child or adult, every individual's
learning style is more unique than the next person’s, and
no rtudent should be made to reel Jifferent. So I encourage
the c&assroom teacher to meke her definition of the “Norm“<mdteqx“&’h"
oty

B8 wide 28 possible, to keep the majority of her etudents in

the mainstre=m,

Mc. P.outy has already discussed che specific steps of the
model and the diagnosiic teacher's mode of functioning within
it.

You have alrealdy yathered, 1 imagine, thut the rapport
between the classroom teacher and the diagnosiic teacher is
almost of prime importance. So, at the beginning of each
school year { send a letter to each teacher which may interest
yout

Dear Teacler:

1. Thias year, the Jdiagnostic classroom will have
books and literature on hanl which are up to date,
potentially helpful and amazingly enough, INTERESTING!
Some ot the boorxs hcused in the Diagnostic classroom
are 36 Children. Rlaci Rige, Letter to a Tceacher,
Growing Up Absurd, Suamerhilil, Growing Up Black,
gchools . thout Failure, etc. It you'd like a book
that I won't have here, I'll ¢o all I can to get it,
Too, if you'd like fuxther information about tle above-
mentioned books, I'll by glad to expound.

2. The Disgnostic classroom will again serve to
set up a student tutoring-tutee sorvice for those who
desire it. 1L you have a child interested in tutoring
RJ!:« or a child that you feel would respond positively to a

23




tutor, just whistle. Please keep in mind the fact
that some of our best tutors have had either behavioral

or academic troubles in class, and too, that improvement

in clasyv was noted in many cases when these children
were given the opportunity to tutor - especially when
the classroom teacher set her particular requivements
for the tutor.

3. The Diagnostic classroom dooxr is always open.
Feel free to drop in on a clasg when the mood strikes
you, to borrow materials or just talk. When obsarvirng
a class, be sure to ask any questions you have about
what my plan of action was, aims, etc., when class is
over,

4. Listc? below are some activities that you
may be interested in. Please check any areas that you
are interested in. 1i the demand is great e¢nough, tha
below mentioned will be set up.

a. Teacher Workshors where mutual concerns,
iusights, particular trouble spots can be
shared and aired.

b. Workshops set up to demonstrata Glasser's
(3-hools Witnout Failure) open-ended class-
room discussions. Hrs class discussions
dezl with either che academic or hehavioral
areas in a problem solving way.

c. Material Center Demonstration Preferably we
can set this up here at school. 1If not, we
can ure the G. W. University facilities.

P.5. - wmaterials, tco, can ba borrowed from
the G. W. material center for 2 or 3 weeks for
your classeas.

d. Films - There are liots cof new filuws available
which deal with many ar@as and issues in
education. A list of films that I can get
will be on hard in my room. Please add names
of those films that you have heard about and
would be intereated f{n ne getting.

e. Speakers. These speakers will be peopi. from
the community who work in the areas orf mental
health, community, reading relations, drugs,
discipline, dissent, and also those people in
the schools and out who ave experimerting with

4;zf£
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new ideas and approaches.

As I've already said, 1 have to be personally excited
about my mission tou mrake it successful. S5, I have decided
"WHAT IT TAKES TO MAKE IT", and, I should add, this is a

purely yersonal bias.

I'm a coanstant experimenter. I get bored vith sameness;
I like change. Hcw often have I said to myself: "“The
furniture has to be rearranged again -- it bores me the way it
ia". I often do things differently, and thisy aspect of my
personality is also reflected in the classroom. I could not
possibly do the same things day by day and year by year,
népatitiouézféctivities and samenass turn me off just as quickly

as thay turn off the children I'm trying tn help.

I'm also a2 fighter. I'm used to functioning in rough
situvations, and, for batter or worse, I always stay in and

fight.

Even thouyh I think quitting is the easy way out, I'm
introspective. Somehow, in the middle of my fights I always
end up askiny mycelf: "Could it be that I'm the one out of
step, and not the <therxr guy?". 8w, 1 often look at myself,
question my methods, try to honnatly BBBG?BI“Y strengths and

troublespoata, and move fiom thete to effect a change within

Q m
: yself.
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But, don't think I'm so introspective that I fail to move.
I'm a constant striver, waking up scme mornings and saying to
myself: "Today I'll tackle Mount Everest". I try to do more
and more to muke things better and better, but I'm rarely
fully satisfied with things as they are -- aven after I've
just finished doing something myself. I am constantly refining

and readjusting what 1'm doing.

And although I'm always questioning and changing styles,
and alf ;ough I'm hai:lly ever content with tha way things are,
I can also honestly say that I'm a true people liker --- not
a Garbo at all. I p.ke friends easily, and I always tcy to
put others quickly at ease parhaps because I know what it is
like to feel uncomfortable. In my role as a diagnostxc teacher,
I continually try to see the value and worth in others, and
stay aware of my o imperfections. But although I know
others can ¢o many things better thar J can, I accept myself
for what I am, even when I goof, mni—¥Hwveo—seeested-pyanlf for

‘what—t—em—— always trying to be as true to myself as pcssible.

I feel competent ennugh to carry out my role as a diagnostic
teacher, and, I'm a real job lover -- something I think every
onc who teashafa, copeaially diagnnetirs taarhars, must be able

to say.
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With all this, add a pinch of compulsiveness. I've got
to make a new list of current things to do, and check them
off right now. And when everything c¢n the list is checked
off, there's always a new list to take its place. With this
compulsiveness, I feel every diagnostic teacher should be

driven to finish everything that is started.

So these qualities =-- being a constant experimenter, a
fighter, introspective, striving, a people liker, a job
lover, and compulsiveness =-- all add up, I think, to making

a good diagnostic teacher.

I remember my intern teacher told me, jokingly, that my
compulsiveness and list~keepiny wos one thing about me she'd
never forgot. She also realized that without my lists I'd be
completely lost. The lists help me know where everything igy;
a most important prerequisite for any diagnostic teacher.

Now, tu show you vhat 1 mean, here's a list of my activities

during a recent day of teaching. 1I've titled this "Oue Page

From the Diary of a Mad Diagnostic Teacher".

8:00 a.m. =-- Prepare for the day.
1. <heck out previewer from library.
2. Get art paper from art room.

3. Design a sound worksheet.
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4. Check with Miss Avender concerning need for
upper grade helper today.

¥:40 -- Write notes of day to teacher re:
l. Setup conference time to discuss how a finished
prescription is working with one of the students

referred to me.

2. Sharing of information gathered in diagnostic
class so tiiat the teacher car try it out.

3. A convenient time to observe a boy with whom I
had worked earlier to see why in the last two days
he has refused to do his math; better have a follow-
up conference with the teacher about my observations
and suggestions.

4, A follow-up form that hasn't been handed in by a
teacher.

5. A time to discuse a trouble spot stated on a follow-
up form.

with the letter writing over with, at 9:15 a group of
ntudents comes in. I check my list again to see what my plan
of action with these children is.

At 10:50, I'm busy writing reports on how tha students
reacted, and if they didn't, why not. I stress their strengths,
their academic interests and other interest areas. {'rom my
written comments, I plan for tomorrow, and formulate tne
approaches I'm going to use., From my files and plans and lists
and test resulte and observations, the prescription will be
written for the classroom teacher. Being a former classroom
teacher myself, I try, when possible, to make suggestions easily
adaptable to the normal clase framework, At times, however,

[:RJ}:he idea is new znd unique, so I plan to stay on hand to help
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the classroom teacher implement it when necessary.

Finally, 11:50. Where did the morning go? Time for one
of those delicious school lunches.
12:20 is follow-up time. Hsere's what my list says:
1, Check on last graduating groups progress.

are
2, Sce if the classroom teachexbrz’ac+ually
implementing my presgcription%.

3. vwhath the student's’ responses and reactions
in the above-menticned classrooms axe lilie?

4, Ace any readjustment.s necessary?

Not 1awuch more time in the school day by now, at 2:00
I'm busy with an observation of a newly referred child, in
his classroom setting. I check the student's responses, see
what turns him on, note the teacher's method of working with

the child.

Of course, as you might have gathered, after my obssrzvations,
I'm busy again sriting lists -- noting in writing {(so I won't
forget) what I've just finished during the observation and
follow-ups.

At 2:50 I'm involved with a teacner in a follow-up
cenference., Affter that sessiun, naturally, I'm jotting down a
Yist ©f troublespots and altarnative solutions. 1f the teacher

makes any suggestions, that gets roted also.
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It's 3:15, prescription writing time. I gather all my
notes together and write my recommendations. About two houss
later, 1 give rmy report to the office secretary to type. There
will be three coples: one for the principal, one for the

teacher, and one for my files.

Finally, I'm in my car, driving home. Driving time for
me, you'll recall, is my thinking time. An., after a c¢ay's
work, I usually &sk myself: "how did I get into thia job
anynow?",

After seven very enjoyable years as a classroom teucher,
nearing the "untrustable" age of 30, I took a course in cris =~
raspurSe tcaching offered to Alexancdria teachers. There I
heard there would be opeunings in this position in Alexandria.
S0, of course, 1 stacsted calling the personnel office to find
out whether I could get the joo. Finally, after being tired
of heariny my voice over the phone, I was granted an interview

for the joh.

They called the position a “Diagnostic Teacher”", and, of
course, 1 didn't realize that that wasn't the same thing I just
finished my course in. 1 did finally get the wessage that 1 was

in a totally difterent bag at'ter 1 formally accepted the job.
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I was in my car again, c¢rivinyg home from the personnel
office, thinking, and getting a wonderful case of palpitations

because I vasn't sure I could handle the regquirements of my

new jobr. So, using the logic I have fornaulated for solving such

ideas that hit me while driving, I decided to call Mr. Prouty
at Genrge Washington University -- figuring that if I couldn't

solve the problem, mayke someone else could.

Mc. Prouty was a great help. He told me he doubted that I
could handle the job witlout further training. Just what 1
needed. 1 called another teacher in the Alexandria School
System who was already actiug as a diagnostic teacher, and ghe

———

wae specially trained for the job.

Many hints were given, but few concrete answers. The other
diagnostic teacher whow I had called proved to be my savior.
She pointed out that diagnostic teachers not only teach
experimentally and creatively, they must think creatively and
innovate on their own. Ser—I-deeidedAo—fineose—btho—courees
ARG--XOlY-On-BU OWR-WI-106 .

Would I do it again without special training? Unequivocally

NO! 1t's nice to know what it's al)l about before it hits you
squara hotweon the oye.:. And with +the training, yon are

iniriadly fay more effective.
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MY 1ROINNG NOW

A Master's in Diagnostiic teaching earned in the evenings,
afternoons and summer. The training program for Diagnostic
Prescriptive Tcachers at George Washington University involves
3 major cowmponants. First, training in perceptual psychology
and humanistic education; second, training and experience in
euucationq\diagnosti§ and individual instruction: tird,
extensive fisld work as a diagnostic prescriptive teacher underxr
supervision and operatinyg independently as a diagnostic
prescriptive teacher. Basic goals of program are to train
a school based educaticnal consultatt who can function as a
charge ageit to assist regular claseroom teachers in providing
successful educational experiences for a broad spectrum of
children, including many who would heretofore have been viewed
08 exceptional, requiring special education services and
placenent outside the regular classroom. The program leads
to 2 Master of Arts and can be completed in oné academic year
vl LAl -tims utudy or opyroximately two years of part-time
study.

Do 1 like the job. 1It's really my thing!

In September of 1967, wy firut month of diagnostfc
teaching, 1 .ound myself with the worst ~ase of stomach
cramps 'iqgginable. But, at least I wasn't in my car, and I

AUAn'L have ta think about my fate too much -- 1 just made up

a little list nf thingus I lind tn An, and ot to work.
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Effectiveness of Resource Rooms for Chiidren with S.L.D.

Lawrence H. Weiner
Barrington Public Schools, Rhode Island

LOSTTACT:

Ch1ldren diaonosed as having specific lear.’ng disabilities

ware placed in a resource room structure to attempt to alleviate
thefr learnino problems. four teachers constituting four separate
metnodologies waere ut{lized on a tutorial tasis so a- to esphasize
the program structure and not, particularly, the spcuific techniques,
hcadeatc skills, visuu-rotor perceptfon and self-perception were
cevaluated by test~retest. Favorable significant differences wire
found supporting the resource room tutorial plan rather than specific

oethads.
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SUMMARY

This study atternts pricarily tu fnvestigate the value of
rescar e roums approach to the problem of education of neuro-
logically irpaira:i as opposed to the special class. A resource
roor s a specially staffed and equipyad roor designed to lend
supportive assistance to students and teach..s and not designed
to function as a full-day classroorn.

An artifact of this study was to establish, also, that through
this nethod, more children may be served jJust as effect{vely and
that specific techniques are not the sole answer to methodology;
but, rather,a videly varied or pragmatic approach 1s more useful.

Seventy-two children were placed {n this program on the basis
of screening procedures witlch {ncluded the folloving aspects:

1) psycholoafcal dfagnoses, 2) social case work-up, 3) an educa-
tfonal evaluation, 4) podiatric neumlogical exarination, and
5) psychifatric diagnosis.

Childrer selected for this prooran displayed the classis symptoms
of neurological {mpafiment: 1) hyperactivity, 2) disassociation,

3) figure background reversals, 4) distractibility, 5) perseveration,
and 6) behavior disorders. Further, cach chi1d hac at least average
or better intellectual capacity but was serfously urcerachieving at

a vinimal rate of one grade below ave-qrade placecent, Finally, al)
children placed §n this progran had fatled the 1ast grade attended
due to specific leaming disabilities. CLildren ranged in cheono-
Yogtiai age from 7--12, $a qrade placerent fron 1--6, 1.Q.'s from

20--130.
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An additional major aspect ¢f pfocedurv wat to estavlish the
functional rele of tha yesource mom.  Tne resource 100 was designed
tc serv: as a susportive methea of treating loarning wisenilities.
The rooiis were staffed vith a teacher certified in the equcaticn of
nevrolegically frpatred. Children vere seen on a tulurfal and serd-
tutorial basis for one-half to one hour pericvds, ranying fron as
T{ttie as one a day up to as ~u:ch as a siv:ilar awunt of tire flve
times a week. 1lhe subjects viere seen $ingly or ir groups of two or
three but nct in excess of this nurber. Emphasis in the resource
situation was placec on: 1) hiahly Individualized and "“tailor-made”
teaching techniques, 2) supplementary instruntion in areas of diag-
nosed YTearning disat11it3as, 3} reduction and renecdiation of the
symptoss of rcurniogical inpairment and thelr effect on learmning,
and 4) successful achievement in school. Methods vtilized by
teachers wapre specifically ot proseriled o a5 to ~ake {1t pessidle
to evaluate thr ~ffectiveness of the resource roon tochnique rather
than & spacific teachian tachaique,

Evaluation was designed co as to necasure differences in three
basfc areas: achievarent, visuo-motor sarcertlion, and bady image/
self perception. Achfeverent ressures utilizeu the spellirg, arith-
retfic, and reading sactions of the Wice i1 Soniovenunt Test,

The Bender-Gastalt Tost was at:fnistered to ev2liste chinges in vijuo-
rotor perceptinn, Finally, tte Draw A Person Test was utflized as a
test of body 1raoe anyg solf-norcopticn, AN throe tests sere oiven

at the onsot and close of the school yeor, rroviding a ten-month
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{nterval between test-retest.

Favorable siqnificant differences in nerformance ware found -
fn a1l academic areas and perception. ‘'in difforence vias found 1n
hody 1mage/self-perception skills. Thus, the conclusion was drawn
that & resource room tutortal plan, without reaard to rathodolooy,

{s an effective and ecoromical means of working with the tearning-

digabled child.
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Grass Rnot Problems in Diagnnsis

Marjorie Crick
Paim Beach County Schaols

My asslgnnent today L5 "Grass Root Froblems In Digznosis” with fnstructions
to tell {t a3 it ds."

ir trying to work through this pener, I felt 1 wanted >pinions from our
administrators in differant parts of our country. I sent S, O. S. messages to
15 administrators in 15 differvent states and everyone of them responded with
their {deas. I wanted to meation this as an example of cooperation &nd dedica~
tion of the prreonuel heading Exceptional Child Education Programs. This went
out in tﬁe fall which 1s one of the busiest times of the year. Nothing is too
much for these fine prople. All found time to respond.

Recently 7 found this story which explains to we haw and why these people
always come thruughe There wer2 two trees. Thelr root systems could nave been
quite gimi)ar. They were abtout the same size ool age, One grew {1 an area where
violent wind storms were rarc. One grew in &n arca where strc.g winds were
commonplace, The trees responded by sending their roots down to withstand the
arc¢a winds., One dey there wure very severe wind storms in both asreas. The tree
wvhere violent winda were rare blew down at the beginning of the storm. The second
tree with the strong deep root systen, which it had developed, rode through thre
storm. It lost & few branches but basically {t war intact., To me this demonstrates
our administrators. All have decp root systems developeds They have weathered
many violent storms, but this has made them streng. Even they can survive an
opinion poll sent to thim just before the Christmas holidays.

Followlng is a summary of what they ere telling us:

The problems were guite simili. whether the program was In the east, west,
north, or south. The cedfcation of adninfstrators vas the eame. Not one said
anything about piving up, or I am just golng to let everything silde. All had

posltive {deas.
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There were concerns aboutr I, Q. scorzs. The following s from Exceptional

Children Education’s Operation Assistance, published and edited by Dr. Horace

Hann. This jewel 18 from the April 1970 {ssue:

"The meaning of 1. Q. scoress....The long debate cn these topics still con~
tinues. ‘ere {5 en 8-point refresher course on current views:

). More and more psychologiats now say that I. Q. (Intelligence Quotient)
tests sre mienamed. They do not measure a mystical factor called intelligence,
vith which a childhis eupposedly endowed at birth. They test a child's &bility tn
pecform tasks required of him in echool, That is why Robert L, Thorndike, coe
suthor of tho Lorge-Thorndike teste, calls them "scholastic aptitude" rather then
I. Q. tests. Yet many laymen are convinced that a low I. Q. necens a child wac
born etupid -- that his "inteliigence” {s as fixed as dDlue cyes or curly hair.

‘They don't realfzed thet an I. Q. can chrnge and be changed.
2. Lsymen are not alone in theii tendency to over-gtrese the mesning of
y I+ Q. test results, Teachers and school adminfistrators often base their thinking
+ and fieling ubout youngsters on their 1. Q.'s ....even “hough éhe 1. Q-.iﬁ ; weak
meacare of ability to achieve, zrow, snd make a contribution to sociaty.

3. Labelling of students has a direct uifect on thelr learning progress,
Recent studiea have shown tnis quite clearly. In one experiment, low-I.Q. chiidren
were placed in a class witii a teacici vho knew nuthing about them, and so projected
no negative fcelings about their abilf{ty to ‘earn. Student 1. Q.'s went up markedly.

4. J. P. Guildord, top authoriiy in this tield, believes he can identify
80 different kinds of abilitfes involved f{n humei Intelligence...and says that
today's scholastic aptitude teatr measure vury few of them. Such qualities as
leadership, creativicy, and <nthuslasm, for exarply, sre :iut revealed by I, Q. tests.
Point to remembar: An 1. Q. test is a severcly restricted measure of s chilid's
cepabilitien.

Q
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5, Ip spite of their weaknesses, sciolxstic cests give educators valuable
clues. They measure the ability to see relationships between abstract ideas, which
18 important for academic succees. One expert says he has found them to be Mex-
tremely gocd predictors of success not only in school but aleo in society.”

6, Many have attacked [, Q. tests as uqfa}r to disadvantaged youngsters
because their language experiences a;e'meager.‘ As A result, attempts have been
made to aive minority children & fair chance by presenting questions pictorially,
or in nonverbal forms, These, too, are criticized. One test directcr said that
a test that was completely "culture~fair' to black or poor children would have
little to do with language or lezarned ckills, go would have little value for
teachers. |

v« 1Is intelligoence inherited or developed? On this point -~ hot contro-
versy. A profersor of psychology at the University of Illinois sces two kinds of
intelligence: fluid intelligence, which he believes may be innate: and c¢rystalized
fntelligencn, which is shaped by the {ndividual's experiences.

8. Noew ways of discovering a student's intellectu.l abilities have been
suggested. Ore suthority says we need tests that will show teachers vhat kinds
of instruction each child responds to best: discovery or rote lcarni~g, visusl or vral.
Another wants a test that will revecal vhy some children have low scholastic apti-
tude, so their problems can be correcteds.eces’

fnn the survey

Near the top of the list of concerns cited/was $he scercity of disgnosticians.
There just were not enoughe To help solve this were eome suggeation§=

1. Differentiasted disgnostic personnel,

Several years sgo when Dr. Lloyd Dunn was still with George Peabody College,
he 8aid Speclal Edccation teachers sust know more sbout testing. They should be
sble to do tome testing.
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Then we have the psychometrist who has his part. Then we Lave the
school psychologist wio heads the school test.ng team., Each must learn more
about their job and learn how to support the other.

There must be the team approach with respec:t for all disciplines. The
‘eacher must have <onfidence in the testing and diagnostic personnal end like~
wise the testing and diagnortic personnel must n ve confidence in the teacher.
Each wishes to do his or her job well, but basically many timee each feels he
is fighting this battle alone.

To help overcome this, we must set up in each community an on-going
fnservice training program. By working together toward a common goal, there
will be better understanding and respect. Some of the things they will find out
is that both have good training, both know what they are talking about, and both
have a common goal to help tne youngsters they are working with.

1i tiife training our universities will bacome invclved, This gives us an
opportunity to sho? them what we truly nced, snd what they need to do to better
prepare their graduates to meet this challenge.

After the testing, the réport wruet be written {n wmeaningful educational
terms. The teacher must have something on which she can base her planning. Hany
times she just receives in the report a repeat of the problems she related when
she requesterd the testing. These same problems are just rewritten in paychological
terms. Thias shows the {mportence of ke;ping the pipe line open. The tea;her
should have no hesitancy in conferring with the testing specialint and telling
him the report {s of little h2lp to her in plenning an educatioral program for
thi‘ youngeter. The testing specialist truly wante to help and get to the teacher
reporte that will help. The teacher must be able to tell him the type of a repcrt

that will essist her. The teacher may need more training to be able to do this.

Mo



The psychologists anc other testing personnel have their prablems, too.

We mentioned befove the time limitations and scarcity of personnel. On top of this,
many have a type of quota placed on them, such as requiring them to see “x"
number of students in "y" number of hours and writing 'xy" uumber of evaluations.

Another item which revedled ftself many times in the survey was the con-
flicting reports from cvaluating personnel. This confuses people working with
these children. Again, I feel working and studying together will lessen this
problem. |

One very crucisl {tem f{s the time delay between the referral and the
time the testing is duna and the report received., The teacher has the child
every day and if the repor* comes {n six months later, £t8s value is lessened.
Agair, this brings home the point that the teacher neads help now. The teacher
ruet know what will help her. She still has to meet and solve most of the
groblex-. No one can wave a magic wand an- change the stu<:at in a day.

All teachers, not just Exceptional Child Education teachers, need exper-
fence in exceptional child education in their training. This can't start too carly.
While students are in high scliool, they cen profit from experience with these
youhgsters, When they go to college, they should have scheduled time with this
progran in freshman, sophomore, junior and senior years, regardless of the area
of teaching they enter. In this way, perhaps we can put over the idea of early
diagnosis for children with problems. We can do more with prevention and have
less to do with solving problers,

In tg}cher training we should have more emphadsis on theory of learning,
ho# children learn, and how we can fostecr a climate conducive to lesrning, then
learn how to apply what they have learned. We would fmprove sexrvices to children

50% if we used what we know about them., The theory and practice are still not

S
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one. They should be melded and come out with & pesftive plan.

Another common concern was the failure of parents to carry through on
their part of the planned program. Sometimes they fcel helpless, lost, and
very frustrated. We cannot expect them to do cverything at cnce, but {f we can
zeru into a few simple principles at first we may make propress. He must keep
communicat{ons opcn between school and parents. Be sure tue parent understands
wliat you expect him to do. The parent must feel secure in the school situation.
Yoﬁ, the tcacher must do this. Kzep the confidencer ~f the parents. Respect
the parents' idcas. You must know what tley expect of you. You may not always
agrece, but keep an open mind and explore what they are saying. Baslcally, ycu

have the same goal « to help voungsters.

Another item of concern is rescarch. There is 8 lock of restarch at the
grass roots. It is felt toc much comes from the universfty level and the incie-
dence {8 often small and has iittle bearing on the problems {in public schools.

Again, we need the ccabination of ekills of the tesw to accomplish better
research. Rescarch 18 often fragmentary., It shnuld be on-going, moving into
follow-up and accountability. This {s the only way we can be cure we have worths
while programs. The day is over when we can make glib etatements such as "We
have programs which develop better citizens" or "Hy students are ve:y happy."

We need something more tangible.

A1l of uy know we should have early dlagnosie. We know there should be
better diagnosis in the low prevalence exceptionalities, such as the deaf blind.
We know rapid program growth has given us some poorly trained personnel whc have
ccme through crash training programs, We also khow the tools In the hands of the
diegnostician are not the best hut they do tell us many things about youngsters.

I believe it is cur responsibility to have a plan for diagnosis. 1In this
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plan we should pul £11 the "know how" that is available. Then we should take a
hard lcok at cur community and dig in. If we donft have everything aveilable,
let us study closely every resource we do have and uce it. Then teke another
look and see what can be done to get the rest of our plan.

I would like to tell you about a project we worked out in Palm Beach Couniy
using the resources we had available. We were finally able to exﬁand our programs
for Educable Mentally Retarded students to the sccondary level.

The average drop-out level in the secondary school was avout 20%. We felt |
we must know what this rew program for Educable Mentally Retar<ed :vas really do-
ing. We felt it was good; the teachers and admir‘etrators liked {t; the parents
were encouraged and we seemed to detect a new interest in our students,

In the fall of 1968 we checked out every student who had been enrolled

and found out {f he were back in school this September., We found out the drop-out

percentage was 12%, This {nvolvad 16 schools and 342 students. This looked pretty
good when pluced side by side the average drop-out of 20%,
¥Ye then took a closer lock and found there was a big difference in the

numbers who dropped out in certain schools. We visited these schools, talked with
the administrators and deans, teachers, end students. We studied the curriculum
for the Educable Mentally Retarded and how {t related to the rest of the school
progrem. We use§ the know-how of every staff member we could solicits We had
parent meetings and explained what we were trying to do, and explained to them
thelr sons and daughters could succeed in thie prcgram and could graduate. All

the time we were working with the students. The students were not quite so sure
we really meant what we were oaying., They were afrald at the last minute they would
be caught short and would not graduate., We h;d to reassure them, not only at the
end of each semester, but soretires week by week and some few needed daily reassurance.
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These youngster: were in the cooperative program of Vocational Rehabilitation,
Exceptional Child Education, and regular school programs. It was truly a great
day when the first group graduated with the regular graduating class.

We have continued this etudy. In the 1969-70 school year, our drop-out
rate was 2.7%. In 1970-71, it is 2,3%, This is an ¢xample of using the re-
sourcee at hand, pooling every professional we could find, hours of inservice
training for teachers, psychologists, principals and deans. Each student was
studied in his home school setting.

Why was this cxperfence in accountability useful to us?

l, Ve lmp?oved programs and kept students in school,

2. They were holding down jobs wher, they graduated. kThls was part of the plan.)

3. The citizens were aware of the program. They were providing the jobs.

4. A big help at budcet time. Moncy is scarce in our county., Every dollar
is scrutinized., With this report, we expanded our program.

5. We were able to get good recognltlon‘wtth the plant planning people,
both local and state. Ve have well-planned suites in plans of each
new building to be bullt in Palm Beach County.

6. Ve are definfitely a part of the County School System, and not something
over in the corner.

. do not have Utopia. We sre showing how a little better diagnosis, a

little bette: team plan and action can bring positive responses.

In closing, I would sayi -

l. lake your Master Plan.

2. Plan for inservice for all disiiplines working wilth you.

3. Bring your universities in., Show them what you need and why.




With the talents and hard work of many people, v

more for these studernts who have special needs,

Y3

e ghall be able to do
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The Intervention Teacher and Aide: Contemporary Educators for Resolving and Preventing School
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Disruption and Violence

Herbert L. Foster
State University of New York, Buffulo

Increasingly, ¢ach day brings zdditional reports of uﬁcontrolled
aggression a1d violence in our public schocls. And, each day un-
controlled aggression and violence interrupts instruction, thereby
depriving fnnumerable youngsters of their right to an education.
According to Owen K. Kiernan's Forward to Stephen K, Bailey's report
of uiban schonl disiuption, "The disruption of education in our bhizh
schools is no lenger novel or rare, It is current, it is widespread,
and it is serious."!

Unquestionably, sone of the aggression and violent behavior
is causced by classroom and school processes, However, rcporting
also sugrests that some of the ajzgressive and violent behavior
exhibited in our schools by a minority of youngstrrs is of an extra-
territorial nature and originates with outside of the school fears,
conflicts, and frustvatic.s.

Additionally, school personnel vary in their ability to cope
with ncgative aggressive behavior. The amount of aggressive and
violent disruptive behavior varies fron rchool to scheol and area
to arca. It also appears as though some school administrators and
teachers have the ability to minirize the ncgative effects of agyres-
sion and violence on the teaching and learning in their scheols.
Consequently, in sorme schoois, problerms of aggression aad violence
can be pinirized, while in others the problens are too great.

We educators appcar to respond with efther of three tradition-
ally punitive alternatfves to these {ncreasing preblers of physical
attacks on school persornel and students, school disiuptions, raclal
disruptions and couf{rortations, shakcdowns, false fire alarms, bomb
scarcs, stealing, ¢nd the varicus other discipline concerns that

interfere with instruction.
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The first response is the increasing cry for the return to

|
"corporal punishment," more school suspensions, in-school deten-

tions, and expulsione. Jhe second response is to ignore all pre-

liminiary signs of ir- nding disorder in the hope that the problem

andfor what is causing it will dissipate. The third response,

usually after the disruption and violence has erupted, is to call

i

the police.

The police presence, hovever, in turn, often creates additional
problems. Their presence miay not only provoke further disovder,
dbut, and more importantly, regardless of how unsafe and unnanage-
able the school situation that required police, the students',
and, often, the comnunity's esteem for the school staff deteriorates
when the police arrive, It is analogous to the teacher sho could
neither discipline nor motivate his clavs and had to call for help
with disciplinc., Any respect students had for this teacher dwindles
every time the outside authoxity arrives,

"In the prescnt scheol sctting, except in the case of the most
calamitous emergencics, adoption of unimaginative aud traditional
control devices seens to produce perverse and contraproductive
results, Tensfons and violence tend to be ircreased ratner than
reduced; basfc constitutional rights, involving brth substantive
and procedural ‘duc process,' tend to be violated, thereby increasing
the fceling of all too many young people that they are victimz of
authovitarian whim, not subjects of the equitable law that in civics
classcs they are asked to revorcnce."2

As a consequence, and because we just do not have cnough perscnnel
who can cope with cither aggression ard violence or lower-class physi-

Q 1Incss, it s fmperative that we develep new staff and techniques
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to positively prevent and/or cope with this negative aggression and
violence Lhat has been interfering with fustruction and for which

we have beca calling the police. Some urban schools, such as the

New York City public schools, have school guards in civilian drvess
with the right to make arrests. These §ecurity guards rececive 30
hours of training but do not carry guns.3 At Detroit's Kettering
Senjor Hiph School specially trained youthful and better educated
"Detroit Rangers" are assigned pcrmancntly.4 In California, at
Berkeley High School's West Campus, coimunity aides dress youthfully
ard casually, patrolling the Hallways, outside yard areas, and bith-
rooms.S Boston has plainclothes fiicemen, policemen, and truant
officers pr<rolling certain schools as a "last resort" to deal with
school aisruption 6 Unarmed security guards dressed in brown blazers
with breast pocket {dentifying ifusignia pﬁtrol the halls of certain
Detroit gublic schools.7 Chicago employs a 450-man security force
that tries to be a "preventive™ rather than an "oppressive force."8
Recently, a "Safe Scheols Act"” was {ntroduced in the House. "The
bill propoescs that Federal funds be channeled divectly to school
districts, vhere thay wouls e uscd for expansion and training of
sccurity ,iards, patrols, parent patrols, surveillance und alarn
systens, student fdeatificatfion badges and other measures. "

Thesy positicns appcar to be based upon a police-oriented scrurity
guard tiodel and their supervision and direction appears to come frem
former palice of’{cers. To offset this trend, ve educators rmust
oevelep an cducatfonal prefessional - The INTERVENTILNEST AWD
INTERVENTIONIST AIDE - tased on an educational tedel. It is irpera-

tive that this persoancl redel be developed fren an educatiornal rodel

rathcr than from a police-oricntcd model, Although based on an
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educational model, the Interventionist must be capable of intervening,
preventing, and/or coping with the most wanton aci ' of student or
non-student, but school centered, disruption and violence,

We do have the beginning of such an educational model in special

education and in innumerable fnner-city schools. The lnterventionist

is a mere contemporary voucator and para-prce  ssional developed from
Morse's Crisis Tecacher's role.10 Although there is little in the
literature that decals with educator's'coping with and preventing
real violonce,11 we have many years of unreported expertise and
experfence developed by those working with aggressive acting-out
youngsters.,
The meager reporting appears to have come about because too
many fu lcadership positions in special education ond 2ducation in
general Lave either been unaware of or refused to recognize the
reality of the negative aggression and violence fu many >f our class-
rooms. Whetaer they uwave acted from political, psychological, or
for other reacoas is an area ripe for speculaifon and resecarch.
Typical of this fnability to rccognize and come to grips with reality
was Poslcy Crovther's 1955 review of the movie "The Blackboard Jungle"
vherein he wrote:
"Evan Hunter's 'Blackboard Jungle,' which :ells a viciouvs and
terriiylng tale or rarpant hoadlvaisi and crfnfnality acong
the stulents {n a large city vecatfenal training school, wac
sersational and controversfal when it appcarcd as a rovel last
fall., It is sure to be cqually scnsation~i and coatroversial,
now that {t is made {nto a filn.
"For this diama of juvenile delinjuercy in a high school,

which. .+ .15 no te-perate or restrainad vepcrt on a state of

@5




affairs that is disturbing to educators and social workers
today. It is a full-throated, all-out testimonial to the
ilurid headlines that appear from time to time, reporting acts
of terrorism and violence by uuncoatrolled urban youths. It
gives a blooc -~urdling, nightmarish picture or monstrous dis-
nrder in o pubiic cchool, .Svd it leaves one wondering wildly
whether such out-of-hand horrors can be. . ."1?
At the tine of the revicew, I had started my teaching carecr
in the Rew York City '"600" schools and was experieucing the inci-
dents depicted in the movie. Soon afterward Ambassador Luce pre-
vent~d the movie from being shown in an Italian film festival. It
is also interesting to notc that in all of the school upheavals
these past few years, the vocalional high schools have been rela-
tively free of disruption. Possibly, despite the movie and we
academicians, the vocational school people recognized and solved
their problers.
Tguoring the reality of school viclence was continued when-1h
Fred Hcchinge?ﬁ-who‘also sh0uld'know-bettif, rcviewej;ghc rovie
Lo .
versfon of "Up the Down Staircase“.igdigglgfznd vrote:
"Perhaps part of the answer is that school people are relfeved

to sce that earlier motion picture image of 1955 - 'Blackboard

Jungle' - superscded by sonething less sensatfonal, more hoaest.

At the tire of this violence-packed 'portrayal' of an alleged

vocational scheel, the "New York Times' ffln critic Besley

Crowther satd: 'and it leaves re wendering wildly whether such

out-of-hand horrors can be,''"13

What s even wore startling fs that fn the literature on the

preparation of tcachers for the eroticnally disturbed, there is

4G

Pl e o A AN i 4 4. (55

e b UL AN A A

ERIC




An absence of any realistic mention of educating teachers to ccpe
with aggressiv2 and violent behavior,

Hence, the subject has been denied and hidden and many workers
have developed feelings of guilt and despalr, not to mention the
millions cf children who have been»dented an cducation as a result
of classroom disruptions, And, becausa the problem persists and
{5 not recognized, we have not been able 'o work toward its resc-

lution. I must emphasfze that the Interventionist's education and

responsibilities will 2mphasize carly intervention and resolution
of problems before they cscalate into crisis.

1 have developed the Interventiorist concept from 16 years
of almost dafly personal expericnce with negative aggression and
violence in the New York City 600" day and fnstitution schools
as well as a short period with the Junior Guidance Classes Program,
In the past threc-and-one-half years at the State University of
Mew York at Buffalo, I have spent at least one day per week In inner-
city sccondary schools,

In my last two years in the 600" schools, I acted in the role

of an Interventionist and helped eradicate corporal punishment,

Today, in that particular "600" school thwough the Interventionist

philosophy, the level of mnegative aggression and violence has been
lowered if not erascd, Additicnally, at the State University of
New Y. cu: at Buffalo, we corducted a course to prepare pro[css{onals
to work with aggressive and violent youngsters and helped develop
further the Interventionist proto(ypc.lb
The Interventionist’s responsibility would include: a) getting
to kinow staff and students; b) beconirg sensitive to the early warning
1signals of fmpending avert aggressive behavior; ¢) calming and talking
©
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with children on the verge of losing control or who have lost contrel

aand are interfering with instruction or beconing a physical threat

to themselves, a teacher, or peer; d) replacing police in the halls
mu\ﬁz'.«% '

andfor, hopefully, +:ake their presence unnecessary; and e) developing

reciprocal communication livks with all community groups. The em-

phasis will be on intervention and resolution of problems and returning

the youngster to ciass endfor preventing any interruption of instruction.

The education of the Interventionists insolves expertise in the

and
two broad areas of: 1) verbal, non-verbal, psvchological
philosophy;
intervention and management concepts, techniques, and 2) non-

punitive physical intervention techniques. The Interventionist's
education will emphasize amelforation and recoiution through verbal
and psychological Jntervention techniques rather than through physical
intervention.

Interveution Teachers and Intervention Aides should operate
in integrated tcams of twe or three. The teamé should be integrated
as to scx, and the cthnic or racial background rceflected in the
school's student population, Interventionists will nefther carry
sidearms nor clubs. Additionally, they will be in civilfan dress,

The respunsibilitics and expectations of the Interventionist's
role will depend upon cach schi:l situation. Cbviously, the pro-
fessional capebilities and expcctations required of inner-city school
Intcrventionists will differ, %o some extent, frem the cagabilities
and expectations veguired of an instituticnally based Intcrventionist
or an Interventfonist working in a day school for the emmticnally

disturbed, [nterventionists shenid be teachers or guidince counselers,

oy
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Verbal, Non-Verbal, and Psycholngical Intervention and Management

Concepts, Techniouss, and Philosophy,

In working with others, the Interventionist's feelings, cmotions,
and attitudes will play an inportant role in the way he relates to
each situation. Therefore, the first step to educatinz the Inter-
ventionist to work with others is to heip him recognize and vuder-
stand his em>tions, feelings, and attitudes.

The Interventionist’s education will include discussions and
readings of studeant problems and incidents, worker intvospection,
and the emotional aspects of his role in working with normal, dis-
ruptive, and sggressive studenis. An overview of the professional
literature related to counseling, emotionally disturbed and socially
maladjusted students, and life space interviewing will also be in-
cluded. Particular emphasis will be placed upon historical and
contemporary discussions of how one man or wordn's action either
calmed or exacerbated a particularly votatile situation. Addition-
ally, the history of Amcrican violence will be studied as related
to ethnic, religious, political, economic, racial, and anti-radical
violence, as well as violence in the name of law, order; and morality,
Also role playing to discuss and discover the many dohaviors that
caa be used In preventing, managing, and mediating crisis situations.

T naddNidn

Alhe Interventjonist will also be educated to diiferentiate
between ghetto rhetoric and a rcal threat, as well as becoring con-
versant fn black dialect. or any of the standard or non-standard
dialects spohinn by the ethnic, religlous, or racial mincirities
located in hi§ school.15

Th> Interventionist will be well versed in first aid tcchniques.

He will also be educated to "eniff out" the pot smeoker and also
P




educated to differentiate between the alcoholic, drug or acid high.
Interventionists will also be educated to counsel and refer students
on any of a myriad of problems. Some Interventionists should also

be certified teachers, for the neced may arise for the Interventionist
\ \"‘Z-.
to rerain with the class while the tecacher leaves to\églﬁ with the
The history of the cuniributions 1o Americe of the religlous,

disruptive child. ethnic, and racial mlnoritles also witl be included.
Particular erphasis will be placed upon the Iife styte of the group in
the assigned school.
jh?cchxtrA
Non-Punitive Physlical Education Techniques

It must be realized that rmo mattér how experienced and expertly
the Interventionist tries to resolve the anxjeties causing tho child
or adult's out-of-control behavior, a student may continue to demon-
strate bchavior that will have to be contained physically. For example,
the need may arisc to remove a student physically to protect another
c¢hild, to prevent contagion, and/or for his own saf:ty.

Therefore, because the Interventionist ray have to use non-
punftive physical force to restrain someone who has lost control
of his behavior, he will have to be educat d in non-punitive physical
intervention techniques and philosopliy. Howcver, {t must be cmphasiécd
that the Interventionist will use non-punftiv. physical intervention
tecbniques only as a last resort.

Much of what is perceived as threatening and illegitimate vio-
lence Is nothiug rere thar (ne teating of the worker's ability to
non-punftively control and set linits. Therefore, the Interventionist
will also be cducated to differcntiate betveen out-of -control behavier
and lower socfo-rconomic class norm violating behavier that is too
often perceived as threatening andfor fllegitirmate violence o1 bchavior.

Another irportant objective fa tue use of non-punftive physical
intervontion technigues s to louver the level of vielcuce by reducing
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a child's anxiety and need to retaliate.‘ Vhen a child loses control
of his surfacc behavior he often secks controls from an outside source,
However, when the outside physical contcols are punftive, most often,
the child's anxicty and aggression is escalated even though the sur-
face behavior may be controlled mementarily because of the fear of
further physically punitive retaliation;

However, when the Interventionist non-punitively holds the
child, he demonstrates a number of concepts and feelings to the child,
First, because of the Interventionist's willingness to "get physical,"
with the child, he demonstrates that he is not afraic of the child,
Secondly, by getting physical, the Interventionist damonstrates that
he is stronger physically than the child; hence he §s strong enough
physically to ha2lp the child control his impulscs, Thirdly, and
converscly, the Interventionist also demonstrates that because he
is stronger physically than the child, hc could have hurt him had
he chose to do so. Flliot Shapiro {n describing an incidunt with
a youngster gives an example of these feelings and concepte that
are transnitted when a warm adult is willing to becere "physical"
with a youngster,

"A few wecks later, he challenged me to box hinm. He had to

reasevre himself that physically I could take carc of him.

That way, {f I were going to help him, my help would be

worthwhiile by his criteria, In other words, was i 'soft’

only because 1 was helpless? You knes, the rin who lived

with the 'mother’whio teook care of John before she died was

very cruel, but John rmissed his beatings in a way because

he felt a man a3 strong as that could give hin sore kind of

secuvity. So‘?ﬁme into ry office, 1 closed the door, and

b -
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we b?xed for about three minutes., Mostly i outfeinted him,

alth;ugh occasionally I'd hit him lightly on the face. He

was‘rcally trying, but he was quite pleascd that he lost,

because now he felt T could take care of him."16

Another important peint is that the black disadvantaged youngster

huwa- Qo\ﬁl wWe
efquates the workcrs willingness to use,Physical force with caring and‘
warmth and perceives fear of .him as bzing prejudic. ), toword-him,
Rlease-uvnderstandy--I=an-not~suggesting-hitting.children.with_that
stacements Also, the way the Interventionist helps the out-of-
control youngster cope with his acting-out anti-social or testing
behavior may be the most {mportant factor in helping the youngster
to cope with his anxieties.

The Intexrventionist's willingness to become physical can also
help the child who has been forced into a fight to save face. This
youngster may be too fearful to stop because he is afraid of his
peers who forced or manipulated him Into the fight. Heve the youngster
can usc the Interventionist's superior physical strength as an excuse
for stopping the fight until his own coutrols are sufficient for him
to withstand the verbal aud physical onskyghts and manipulations
of his pecers .

Often, 1 have chservcd‘anxious, supposedly cut-of-control youngsters
stcer a bee-line to the Interventionist or worker they knew was not
afraid to control them physically. Converscly, 1 would suggest that
vhen the professicnal shows fear, he provekes an alrcady frightened
youngster to act out further,

Therefore,

tecause we do ha\e children who bezome vieleut and aggressive
and f{nterfere with instruction and/or become a physical tarcat to
theriselves or others, ve must educate the Interventionist in the

R



following last resort non-punitive physical intervention techriqucs:
1, ; Mastery of methods and techniques of separating students
j who have lost control and may be fighting.

2, Mastery of mcthode aud techniques that use a minimum amount

of non-punitive physical force for disarming studeuts or
' unauthorized visitors who may.be threatening or attacking
others with non-deadly or deadly weapons.

3. Mastery of methods and techniques of physically but non-
punitively restraining students or unauthorized visitors
who are physically attacking someonc, "rinping »ff" school
equipment, "trashing,"” attenpting to burn or blow up a
building, or in some way physically interfering with fn~
struction or threcatening a student or worker with physical harr.

It is further suggested, bascd on this writer's experfence, that

the Interventionist's awarenass and confidence in his physfcal capa-
bilitfes, securcd through the maste y of the above techniques, will
provide hiw with the following psychological set which will enabie
and help him to non-punitively resclve potentfal crisis sfituations:

1. Rermoval of the fear of physical contact, violence, agsres-
sion, falling, andfor injuring oneseclf, having onc's clothing
torn, glasses or watch broken. or of broken limbs.

2, The retenticn of composure in an aggressive confrontation
or violently physical sftuation,

3,  1Tbe knowlcdge that if the situation gets out of hand, he
can handle ft physically, 1% necesecary,

The student who has underdeveloped coatrols or lacks control

of his behavior gains strength to conrrol his behavier frem: i) the

fnner strength of the worlier; and 2) {{ necessary, the willingress

O
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of thie worker to non-punitively restrain him physically. Furthermore,
in most cases of disruétion, the discrderly studeut usually gives
innumerable warning signals or clues that, depending upon their
reading by the worker, can exacerbate or ameljorate the impending
situation.

In any situation, the emphasis is ol the Interventicnist’s not
panicking and the positive education and psychological intervention
and management that ameliorates and prevents incidents from deteri-
orating into crisis. Hewever, it will also be discussed and planned
for realistically that, in sorec cases, no mitter how expertly the
Interventionist trics, a student may still deornonstrate bchavior that
will have to be contained aud/or controlled physically. Cr, the
need may arise to remove a student physically to prevent contagion

andfor for his safety.

Ongoing Stuaff Articulation

When the Interventionist is introduced into the school a certain
amount of time must be expecked to elapse within which the profes-
sfonal staff tests to sce wiiether the Interventionist will really
provide the assistance he has been billed to provide. The Intex-
ventionist will probably have to work hard to substantiate his worth
before he is accepted,

Additionally, to increase the proficiency and acceptance of
Interventionists, it is imperative that ongoing articulation be
scheduled between the Interventionists and the staff to resolve

issues that may arise. ‘tInis articulation would, hopefully, also

overcome the tendency of the professional staff and the Interventionists

to develop fnaccurate expectancics of each other's roles, {.co.,
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discipline. A decp trust and respect for one another's roles must

be develapcd between the professional staff and the Interventionists.
Mutual trust is particularly inportant in relation to the re-

moval and returning of children to class or to school. For example,

the teacher must have faith in the Interventionist's decision that ‘ i

the child {s calm enough to bec rerurned.to class. Similarly, the

Interventionist must trust that the teacher secks his aid because

he nceds it. | é
Teachers and Interventionists must also become used to the

nuances of one another's professional styles so that they may use

thesc hardly woticeable varbal and non-verbal signals to resolve

potentially volatile situvations. It-~is~imperative-that-the-profes-

sional.worker--and- the-Interventionist-devcelop-a-trust~in-one-anothers

In-Service Education

The Aide

The alde should have on-the-job or released time carcer ladder
opportunities to enable him ts advance toward a college degree and/orx
teacher certification, if he so desfires. Summer stipends should
also be available to the aides so that they may taxe college course

work.

Fiiysical Aspects

The Intcrventionists should keep in a high state of physical
condition. His mastexy of non-punitive physical interventisn tech-

niques should be ongoing.

O
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T V% ;"ﬂ a
A °F light system activated by a key or push buttoon,te-sending-&¢ehiild.

Affective Aspects

Educational programs should be developed to effect positively cl\ﬁm%ﬁa: ]-q
the feelings, emotions, and attitudes of the Interventionists. For
example, much discussion in the literature has centered upon teacher
understanding of student aggression. However, there appears to be
little literature related to helping cQ;chers cope with thelr aggres-
sive feclings that may bufld up after hours of working with aggressive
and violent children. Included in the continued in-sexvice program,
thercfore, must be a system te help the Interventionist understand,
and, if necessary, positively release his pent-up emotions and feelings

of aggression,

Relp-Sceking System

Many systewms have been suggasted for use in securing the assist-

M Ywe f\'\'-\\\'( Llhold scnc\lxq L\.\'\\d
ance of the Intervontionist. These gystems have included-a-buzzer
B ev

The system I would suggest would provide each teacher with a
small transmitter with its own frequency. Thesc transmitters would

be small enough to be hooked onto a belt, hung around the neck or

placed in a pocket. Because of the size of the trapsnitter, the

e Rt ~_

teacher could carry it on his pcrson ‘and actuate the transmitter
which could activate a buzzer and light\regardloss of where he is\J

The lights and buzzer system wouid be located strategically.

Intake and Parents

Upon {ntake, the role of the Interventicaist must be explained

to parents, particularly the Interventionist's last-resort non-

punitive puysical role.

nn
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Unqu;stionably, the Interventionist will not solve all our

school's or society's problems. However, his presence in the school .
e ovoMleing qhel adiually exisy ta
is tantamount to admitting to the-rcality of our imner-city schools
!
and tO“ths-realgé}.oﬁ some of cur programs for che cmotionally dis-
turbedsand recacting-in-a positive.way. Once we ar: capable of facing
and dealing with the reality of school Qiolence and aggression, we
may be taking the first step toward improving the mental health of
our teachers and students. And we may be taking the first realistic
step toward educating more disadvantaged black-children& ‘ﬁbr we
must realize that the teaching and learning processes take place
NG

only when schoel persomnel and studepts fee safe, secure, and re-
laxed in their classrooms and schools.

Finally, althiough the Interventionist's expertisc will go a
long way toward helping us solve school problems cf ncgative aggres-
sion and violence, we must scill solve problems of overcrowding,
relevant curriculum, improved school hunan relations, white racism,
and got-oven black racism, to name a few. Unless w2 also recognize
and deal with all of these problems tco, erisis administration and

teaching as well as a police presence in our schools may continue

to be with us for quite a while,
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A Psychoeducational Approach to Specifying and Measuring the Competencies of Personnel
Working with Disturbances {n Schools

Stanley A. Fagen
Montgomery Counly Fublic Schools, Maryland

"psychoeducarional”: Concept or Confusion?

The titie of this paper presumes that the term ''psychoeducational' conveys
meaningful attributes or referents rather thar ambigulty or cenfusion, It would
be natural to assume the author selected the word because of its established
usuge in speciel education. Not so, The term has been first adopted because
of its persnnal appesl, and then subjected to scrutiny as a coherent concept. It
appesls to me in that it is not pathology-ociented (contrast *clinical education'')
ot exclusively affective (contrast "affective education”). At the same time the

term accents the connection between education and psychology--the teaching of
human beings and the study of human behavior.,

The concept takes amorphous shape a3 it lights on and off in the literature,
Morse, Cutler, and Fink (1964) talk about it as & balance between educational and
clinical emphases, with educational decisions made upon consideration of the
underlying motivation of.childre' Glavia (1970) characterizes the approach as
focussing on the role of unccusclous processes, stating that vertilation and
acting out of conflicts are encouraged so that new learning céen occur in the
presence of a crisis teach2r, Knoblock and Reinig (1971) point to the coordination
of clinical and educational data to adequately understand the child's present
functioning level; the leerning climate as placing equal emphasis ot affective
and cognitive development; tha recognition that group processes and dynamice are
factors needing attention; and the premise that all learning takes place within
the context of & relationship with teachers. Moree (1966) has discussed the
psychneducational team as a rechanism for collecting and interpreting information
about a child, end providing consultatfon and support to the teaching efforts,

Perhaps the most complete statement rcgarding the psychoeducational model is
contained in the revised edition of Long, Morse, and Nevman's book (1971). Theze
euthors perceive the model as embracing several major assumptions: (1) an
educational milieu must be developed in which attention is given to everything

l:ll\jj effects pupil interaction with school, staff, peers, and curriculum, (2) it

wll Toxt Provided by ERIC
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i{s important to understand tho teacher-pupil} relationship, (3) learning must be



invested with feelings to give it interest, meaning, and purpose, (4) conflict

can be used productively to teach new ways of understanding and coping with stress,
(5) collsborative skills are essential, (6) creative arts are vital forms for
learaing and program, (7) each pupil is different in style and functional level,
(8) the game behavior can have many causes, while the same cause can be expressed
throuzh many behaviors.

lhese excerpts illustrate the varied ways in which the term has been used.
'Psychueducational" has been ir:erpreted as theory, methodology, and viewpoint.

As has been noted by Joyce (1969) in describing the work of Bruner, Goodnow,
and Aust'n, concept &ttainﬁent is “the process by which we discriminate the
attributes of things, people, events and place them into categories.”

Attainment of "psy:hoeducational" as a concept should be facilitated by &
astatement of attributes which eppear to be comron to those epplying the terui.

Such a statemeat of conceptual attributes does not iessen the probability that
translations of concept into practice may vary between organizational settings
(e.g., primary responsgibility for assessment of problem areas may rest with the
psychologist 1in one tetting, the teacher in another), Furthermore, while this
statement of attributes seeks to capture the spirit of the psychoeducational
concept as it has been developed by others, it also reflects the suthor's desire
to extend the concept for more flexible application. Specifically, it is believed
that the tendency to interpret the psychoeducationai perspective &s fmplying an
exclusive cause-effect relation from emotional dysfunction to learning dysfunction
severely timits appreciatlon for the concept's value.

The position taken here is that the psychoeducational epproach postulates a
circular, interacting relationship Letween thoughts and feelings such that
cognitive experience affectn emotional expesrierce affects cogaitive experience,
etc.

The child who cannot lesvn to read develops {ntensely adverse emotional

responses, just as the child w/th severe anxiety over pexformance exper{ences

]:l}\v(:ficulty le. ~ ing to read.
. A
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Krathwohl, Bloom and Masia (1964) graphically depict this closely interactive
relationship between cognitive and affective spheres in their Taxonomy of

Educational Objectives: The Affective Domain.

"Perhaps it is analogous to a man scaling a wall using two step

ladders gide by side, cach with rungs too wide apart to be conveniently
veached in a single step. One ladder represents the cognitive behaviors
and objectivea, the other the affective. The ladders are so constructed
that the rungs of one ladder fall betweern the rungs of the other., The
attainment of some uwomplex goal is made possible by alternately climbing
a rung on one ladder, which brings the next rung of the other ladder
within reach."”

Conceptual Attributes of a Psychoeducational Approach

1. Cognitive and affective processes are in continuous interaction at
each moment in time,

2. Behavior comgrises verbal and non-verbal expressions of & total
functioring person, and it is that person that is important.

3. Behavior is a source of concern when it promotes or perpetuates
personal unliappiness, conflict, and self-depreciation, or when it
creates serious disturbance with existing social norms reaulting in
feelings of rejection and alienation.

4. Understanding behavior means understanding phenomenally relevant
aspects of & child's 1ife space. For the teacher, this means
appreciating transactions between self and the child, the curriculum,

the peer group, and the educational systen.

5. Understanding behavior requires ewareness of cognitive, affective, and

motivationel processes in self and others.
(a) Self-awareness anhances swareness of others.
(b) Understeanding grows with Increasing awareness of the functions
assuciated with each of the above elements,
6. Understanding behsvior is achieved through assessment of and
communicat fon with and ahout the learuer and significant others
lfl{j}:‘ in s 1life epace.
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7. Changing or modifying self-defeating behavior involves a process of
establishing identifiable objectives set in relation to total nersonal
functioning.

8. Understanding behavior facilitates creating conditions for optimal
behavior change.

9. The ultimate criterion for peérscnal growth is the extent to which
positive behavior derives from self-control rather than external
control.

(a) Shifts in subjective thoughts and feelings are primarily responsible
for gains in self-contvol.
{b) Measurement of change should be in relation to one's life space
and functions, rather than to isolated, unitary variables,
10, Emotions are ¢riticel personal events thai nust become understood,
accepted and valued.
11. The scope of learning involves lncreaslng understunding and satisfactions
in relationship to things, symbols, self, and others.

The Psychoeducational Environment

Inherent iIn the psychoeducational approach is the necessity for piacinp the
conceptual attributes within the broed framework of a psychoceducational environment.
This environment provides the canvas within which the form and color of daily
interaction evolves. The integration of experience, both corceptually and
practically, 13 seen as & key for movement towards greatur stability and self-
realizaticn, Children oxe all tno often stresse.' beyond their powers to cope by
a bombardment of conflicting demands and expectatlone. It £s surely hard etough
for adults to process the multiple pressuses and risponsibilitier of modern iiving.
Without some sort of unifying thread to our existerce we are all subject to the
threat of helpless floundering in a sea of uncoorditated and sosetiies overwhelming
events. A sense of active mastery only energes when we have & handle cn how the
Q
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pleces of our life endeavors fit together to form a cohesive whole.
The perspective of a psychoeducational environment provides the means by
which the multiple transactions of & child's life space may be placed intc a set
of ordered events. Figure 1 depfcts the relation of perts of the psychoeducationeal

environment to the process of change in life pattern.

INSERT FIGURE 1

Figure 1 represercs the psychceducational environment us a stream consisting
of four currenis which flow and mix with one another. The currents are the basic
corponente of the environment which the learner negotistes £s5 he moves through
time. I¥ the mix of teacher, curriculum, peer group, and schocl system is
rhythmic and warr. the stream facfliiates wmovement shead, buoying up the learner
a8 he goes. llowover, 1f the mix 1s antagonistic or icy the learner gets swept
under, sinking d:eper ae the currentsg battl2 one amrsthcr for supremacy,

Admittedly this anology does gross injustice to mother nature's environment.
It does, however, portray the psychoeducational environment's potential for
facilitating or hinderting progress, slbait mwlodramatically.

Such & presentation {s undoubtedly visually engaging and, perhaps, mentally
agreeable gs well, But, {s it at all central to the teaching-iearning process?
Few professionals would even queeticn the meaningfulness of any of the four
comporents, Yet marked differences in approach to working with childrer appears
as one focusses on the degree of etcention patd to planning and siranging for
a facilitating or therapeutic or "eynergistic' epvirenment.

There ie much written fn the litev:.ure on therapeutiz milieu, organization
development, and ecological environments to suggest that the milieu or environment
surrounding the learnsr has 4 strong {nflueace on behavior; an (nfluence generated

from a complex of social-structural factors having an integrity ani rcality beyond
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the parts immediately touching the learner {cf. Redl, 1959; Hobbs, 1966; lorse,
Finger and Gi{lmore, 1968; Beckhard, 1969; Gross, Glacquinta, and Bernstein, 1970;
Seashore, 1979). Thus, in a fascinating stuay on the negative reclutionship of
school size to student participation. Barker end Gump (1964) found that "ecology
i1s a powerful factor in determining participatfon", outwzighing the factor of
individual motivation.

Many special class settings concentrate on the teacher and curriculum to the
exclusion of peer group and educationsl or family system components. Frequently
children gain in skill and confidence within that protective sctting, only to
find later on that peers do not accept them or system expectationd are incompatible
with those of the special program (e.g., & child pleased hy his increasing auvility
to cencentrate and work with care is laughed at whei the others are bursting to
play ball; Mark begins to find it possible to express independent, critical
idens only to discover that these are unscceptable to his new teacher or his
parents).

When the rfocus 18 sihifted to the basic functionasl transactions of a
paychoeducational environment it becomet clear that brth learner ané teacher are
expecied to engage all the facets of thls environment at some point {r the process

of change (Pig. 2).

INSERT FIGURE 2

——— — s sz

As tht learner is affected by the group, curriculum, school and famfly
asystem, and teacher, so must the teacher be cognizant of these effects. And,
in so far as it {8 feasible, the teacher should be capeble of modifying or
reguleting the nature of these effects on the learner. Naturally, some aspects
nf the psychoeducationel envfronment are rwore directly under the teacher's control
than others, and greater responsibility ie assumed for transactions closer to the

)
]EI{Iﬂ:acher, f.e., curriculum, teacher-learner relationship, classroom group.
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Planning For Development of Teacher Competencies

In the preceding sections of this paper we have dealt with the theoretical
{conceptual attributes) and structural (transactions within psychoeducaiional
environtent) underpinnings of a psychoeducational approach. Any program
commitment to developing tz=acher competencies within this approach should bulld
upon, us well as contribate to, these earlier ldess.

Tuble 1 provides an averview of conditions which appeers t» faci'itate

constructive change in each area of functional transaction.

INSFRT TABLE 1

The purpote of summarizing facilitatinrg conditions under Tsble 1 is to set
the stage for specifying the ceacher competencies needed to create such conditions.
The psycliceducetional approach calls for a definite set of tralning goals, the
attainment of which should enatie the teacher to implemant favorable conditicns

in each area of the paychoeducationsl environment.

Ihe Icsue of Raguler Teachers vs, Special Teachers (or Should the Tail Wag the
Dog?)

It is important to observe that the discusslon so far has avoided any specific
reference to th2 role or respongibilitics of special education teachers. The
omission 1s deliberate and 1e based on the be! ef that u psycioeducational
approach 1s as sppropriate for all children as it is for those who are problems,

We propose that the essentisl differsnce Letween teachers of problem
youngsters and regular teachers is that tha former should have & ;reater capacity

i

to create favorable learning condftfons within the psychoeducationel enrirorient.

The point becomes obvious when we.refleet on the type of children for whor the

special teachor is responsible--chf{ldren that heve experienced perstisting faflure

and frustration, that have intensely negative attitudes about selves buc cihers,
Q
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that are commonly distrustful or antagonistic towards schools, teachers,
curriculum, and their peers.

The "disturbing" chila has typically experienced intense emo.lonal turmoil.
Feelinge are genetafly conflicted, highly stressful, ard pooriy integrated.
Teachexrs of there youngsters must be able to face the full range and force of
human emotions--in themselves and in their children. Because regular elucators
heve bezn unable to haadle or help th2 child with emntional problens thie special

educator is called Jpon to exercise leadershiip in the reeducation of affective

experience.

An alternative view of special education cc -siders the helping impetus te
spring from increased opportunities for individuaslization of insctruction and
behavior management, thus leading to new satisfactfons and heighteneu self-esteem.
This viewpoint implies that conflicted feelings are extinguished in the process
of administering & positive orientation towards desirsble behaviors. For cxample,
ignoring tantrums gradually eiiminates gvilt or shame over loss of contrxol, while
pride i{s develeping because of new accomplishments. However, one should not
overlook the fact that even though the prescription for teacher influence involves
adherance to a positive orientation, the teacher still radistes a non-punittve,
accepting attitude towards emotionu«l outbursts.

The drawback to tuis alternate approach ig that *hile {znoring emotional
reactions avoids the procpects of power strugzles and pevpetugtion of disruptive
hehavior through attention gctting, it also avelds the opporturity o ifncreasn
nastery over ve.y rcal, intense affect. Beheavior may Indzed Improve, with fewer
and fewer cucbursts or upsetting enotional events so tlat the child dozs in fact
approach the functioning of other childzen in regular asttings. Unfortunstely,
tie level of omotionsl mestery is grossly inadequate in most children, and, as
wight be expected, in their parents.

Paradoxical as it may seem, we offer the hypotheris that an effective

)
Iljﬂzgxchoeducattonal_pxogqgg_retgxne;ghtldggn ta theldr requlor environxents
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at a level not merely comprravle to normal peexs but superlor in some ways. The

thesis garners crediblility from the clinical observation “het many people who
seek help for personal problems learn tc cope more erfectiveliy with life stresses
than many who would not be ceught dead in a helping rrnlationchip.

To our way of thinking it fs Juite conceivabie that many special education
programs offer attitudes, opportunities, and experiences that are not only good
for troubled children, bu. that would be helpful vo lerge numbers of youngsters
in regular classes, This statement appears to fly in the face of disquieting
reports of no demonstrable diffexences between exceptional children placed in
special educa-ion classes and those piaced in regular classes {(cf. Dunn, 1968;
Christoplos and Renz, 1969). Like Enge! (1569) and Nelson and Schunidi: (1971),

however, we are not convinced that avallable research nerhodol-~gy has

satisfactorily elucidated the contributicn (or lack of same) ot special educational

efforts with disturbing children, More f{mportantly, it seems tc us that studies

comparing the velative benefite of special vs. regular class plecements for

broblem youngsters miss the point since the crucial parameters relate to program

quality rather than prograr. labels.

Specifying Competencies for A rsychoeducational Approach

The staff development program at the Mark Twain School translates the
psychoeducational approach into prectice by focussing on six competence goalszll
A, 8kill in psychoeducational<assessnent and programming.
B. Personal sensitivity and 11 -erpersonal effectiveness.
C. Skill in implementing a paychoeducational curriculum.
D. Skill in individuallizing instruction,

E. ©5kill in behavior management,

F. Skill in systems analysis.

These competencice are very sfuwilar to those emphasized in another psycho-

cducationally orfented training program with which the author has been

- affilteted, f.e., the American University-litllcrast Children's Center gpecial
project (Long and Fagen, 1969).

12,
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Table 2 presents the relationship of these competence goals to teacher-

oriented transactions within a psychoeducatioc.ial environment.

INSERT TABLE 2

The flliled cells in Table 2 denote those competencies which relate directly
to enhancing a particular transaction. By scanning the table it can be seen
that: (1) Each area of teacher transaction s nediated by at least half of the
six comp;téncie;—EQPhasized in staff development, (2) Each competence gcal. with
the exception 3f systems analysis, relates directly to more than one area of
teacter transaction, We interpret these observations as further evidence that
mulviple abilities are involved Iin establishing facilitating tvansactions, and
that components of a psych-educational ¢nvironment are functionally interconnected,
Fo. example, the zbility to complete a psychoeducstional profile, Including
learner stvengths and weaknesses, enhances teacher prospects for positively
relnting to the learaer, &)lows for discriminative curriculum planning, stimuls.es
expectations and preparedness for group dynaulca, and identifies aspects of the
syitenm that might hecowe resourzes or problems.

Each competence goal 1s comprised of several sub-gcals which represent a

somewhat greater degree of speuificity (see Table 3). For example, goal B,

"To develop personal sensitivity and interpersonal effectiveness' 1s divicded into
five sub-goals: (1) Ability to comprehend and communicate effectively with others
(on both the cognitive and affective levels); to perceive accurately one's
reaction to and effect upon others, (2) Ability to interact witn warmth, openness,
empathy, flexibility, and self-confidence, (3) Ability to express freely positive
and negative emotfons, (4) Abflity to uce and provide supervision constructively,
(5) Ability to promote mutual undevstanding and resolution of problems.

These sub-goals are more towards the abstract than the operational level of
meagurement (Bloom,Hastings and Madaus, 1971). However, our staff {s currently
in[ﬂzj?:foceas of preparing more precise knowledge, attitude, and skill objectives

foTEETR compet ince sub-goal. V2 i



It is important to mention that in seeking to develop stafi mastery of the
aix competence goals we apply guldelines very simila: to those used for furthering
the growth and learning of children. That {s, milieu conditions which are seen
as faci:. inz for youngstere are also seen as benericial for teacher trainees.
In developing the staff development program at Macrk Twain three nain guiding
principles heve been used:

(1) The training system must strive to create a psychoeducational le.rning
environment in which cognitive and affective dimeneions are interwoven
and correlated with the needs and motivation of the learner,

{2) learning experiences must be relevant to skills needed for on the
Job performance, and

(3) Didactic (classroom), practica {laboratory or applieu experfience),
and independent study activities must be thoroughly integrated.

Measurement of Psychoaducaticnal Competencies

In a recent report to the U. S. Office of Education, Burenu of Handicupped
Children, evaluating the first year of the American University-lillcrest Children':
Center special project, Nick Long and I presented a model for evaluation of
teacher training programs. The model) 1is particularly well suited to prograis
developing teachers for prectice within a psychoeducational approach, but 1is &lso
applicable to eny training piogram with explicit gnals and objectives. Because
of its pertinence for the present discussion I would like to excerpt gome renarks
from that report:

“"The tssk of evaluation within any complex, multi-dimeusional, demanding
teecher training program, . .presents an enormous challenge, ., , The
evaluation effort must blend itcelf with the vngoing spirit and purpose
of the training system, It can neither be aloof nuxr tangential, superior nor
disengaged. Instead it must be viewed as an sppreciative partner--& resource
for constructive feedback and progress. With this as its chaxge, evaluatfon
is compelled to develop with heart and sensitivity., No simple, mechanistic
framework can be viable; no alien ersenal of instruments, forms and ffgures
is acceptable. To squarely face its profound recponsibility in an alfve and
completely human training enterprise, evaluation must evolve as a responsive
and integrative componsnt within the total system of people, plans, end
principles. To accomplish this responsibility requires a commitmunt to

O flexibiliity, compaseion, and above all, & genuine respect for the complexity

FERIC  of human behavior." (pp. 1-2) .

IToxt Provided by ERI
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The model delineates three major parameters for evaluatlon, namely:
(1) Competence Dbjectives, (2) Trainee Dimensions, and (3) Function of Evaluation
Sourca. Its basic purpose is to offer a mechanism for assuring a balanced,
comprenensive, and penetrating analysis of program effectiveness.

Tahle 4 presents this overall model for evaluation, using the Mark Iwaln

staff development program as a case in point.

INSERT TABLE &4

~Trainee Dimensions

The intent of secticning the trainee {nto three levels of function is to
insure an integrated epproach to evaluating competence attainnent. Withouc so
doing, goal-related performance (e.g., system analysis) is apt to bz slanted
towvard one or another of these dinensicns. Fov example, system analysis can be
expressed through a person's attitudes, knowledge, or behevior. That is, &
trainee can strengly advocate a system approach to problem-sclving, know a great
deal sbout conceptualizing system phenom2na, or engage actively in collaborative
work throughout a system. And, quite posaibly, a suggestion of competence drawn
from one mode can be contradicted by negative date from a different mode. Thus,
a systems advocate may be completely ineffectval in communicating his beliefs and
understandings to others,

~Funct fon of Evaluation §purce2/

It appears that measurement can play two important, and Independent functions

in the overall evaluation system. Ome function Involves the relationship of the

source to_the trainee dimension, and can be referred to as either a Divect or

Indirect function. ‘the second function involves the xelaticnghip of the source

L

——

2/

By source for evaluation we are referring to the sample of Lehavior enacted,
observed, or recorded, which may be used for assessment of trainee performance.
, Thus, the act of tesching in the classroom, supervisory ratings of that act,

]E T(:nd written trainee responses to quastions periaining to thet act, may all

! lz\, erve as sources for evaluation.

70
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to the ongoning training program, and can be identified as either e Dynemic orx

Static function.

(a) Direct-Indirect Function

——— e e

Certain class2s of data may bz seen as clear and direct reflections

of a dimensfon of trainee expression. Few would question the directness
of the relation between one's conscious attitude towards authority,

and results deriving from a questionnaire tapping feelings about
cuthority figuvres, or tetween one‘s behavior in sftuations requiring

leadership, and tenching perfornance on a day when the kids are high.

On tle other hand, many data sources are indirectly reiated to trainee
expression. Such sources are characterized by a marked degree of
i{nference, interpretation, or assumption. Some examples might be
highly subjective rating scales, paper and pencil perconallty tests,

or gelf-evaluations of knowledge or skilil.

It appears that the bahavior dimension offcve the best prospect tor
selecting a measure wiilch functions divectly. If one is interested
{r. evaluating a trainee's capacity for giving affecticn to chiliren
there is a clear op.icn to choose A direct source {e.g., videotape
samples, observation by an axperienced co-teacher) over an inferenticl
one {e&.g8., estliates of nurturance from & need-inventory). This option
invariably exists for tho realm of behavioral expression, but {s much
more cloudv for the dimensions of attitude and knowledge.

(b) Dynamic-Static Function
The common role for data collected within an ongolng program has been
& static one. That is, Information gathered is held jn reserve pending
completion of the full program cycle after which {t ia used to sstimate
program influence on the departing trainees. Data that might be

o pertinent to a prior objective is carefully guarded lest it trickie
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into the self-contained training prucess and concaminate the product.
Thus, the static function 1s esseatially frrelevant to ongoing program
eventa, although it may hopefully play scme pait in determining events

for the next group of traliices. In effect, when evaluation bas s

static function it is meant to measure an already determnined outcome.

A different approach to data utilization entails ean interaciion beiween
evaluative material and ongoing program development. Evaluation is
regarded as a source of prompt feedback whic!' can become instrumental
in shaping the training experience to further trainee ne¢ds and program

geals. Thus, evaluation has a dvnemic function when it is fntended

to farsediately affect and interact with the progrés prccess, This

contrast between static and dynamic functions clcsely parallels the
distinction mode recently between summative and formative evaluation

(Bloom, Hastings, ard Madaus, 1971).

The reelization that evaluation sources wmay function in either a

dynamic or static manner has far-reaching implications. Practlitioners
and trainees alike hope for something pexsonally valuable to ererge
from the reseerch of€ica, while fearing "deep dowm"” that this will
never happen. The precicus time spent in lengthy research meetings,
the additional burdens imposed by evaluation »rocedures, the intrusions
upon cuatomary administrative and professional processes, &ll can begln
to take on the smell of necessary evilas if ""the evaluated' experience
strenge, uncomunicative vibrations nervously produced by “the
evaluators'. What happens when tests and questionnaires get filed into
the deep recesses of cabinets; behavior gets coded, quantified, and
sterilized; calculators gec clicking and typewr{ters ripping; and tha

research people dissppear under mountains of paper? Any wender then

]E[{J!:‘_—lhfmiéseaich fs often so cooly received when 1t walks in the opan

IText Provided by ERIC
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doors of soime introspecting, interacting, child-end people-oriented

setting.

The element of staff resentment for frustrated hopes, giving and not
getting, end unshared concerns are real threats to progressive research,
and musc b2 taken seriously. Clearly, applied research must find a
meckanism to evold an image as a one-way sircet from classroom to
computer, It is cur contentfon that the inclusion of a dynamic function
for eveluation will substantfally improve prospects for genuinr rescarch

3/

support and cooperation,~’ Without the opportunity for some current
feedback provided through a dynamic use of data, staff and trainees
cannot help but lose both interest and xespect for the evaluation
system, paxticularly sfnce our profession deeply cherishes honesty
and openness in human relationehips.
Concluding Remoxks
We 1liva in an era of threat. Never before have we been so massively
confronted with the heaviness of the human condition. The electronic symbols
of man's amazirg proficiencies captivate ocur attention, and bource ue like
superballs frou one pressure point to another-~from war tc crime to racial strife
to environmental pollution to drugs to poverty to. . .
In the midst of pain and worry we seck ways to find purpose and meaning to
it all. Foxtunate are those who 1{ft up above the grinmess to sec love and joy
wnd growth. Teachiers of handicapped children stand on the threshold of enlighten-

ment, Whether they cross beyond the fears and doubte fnto a world of building

and becoming, hinges on their faith, competence, and desive.

3/
In a general sense, this dynamic function of data appears to be fnherent in
the proven success of operant or contingent approaches to behavior modification.
For such approaches, performance data is immedfately used by both the learner
amd trainer for decisions regarding new behavior.

3.




I anm reminded of a piece contained in & papexr written by a former studen.
of mine, ft ig entitled: Greeting His Pupils.
"Greetiag |18 uptls the master asked-
What would ycu learn of me?
And the reply came:
How shall we care for our bodies?
Fow shall we rear our children?
How shall we work toguther?
How shall we 1ive with our fellowmen?
Hdow shall we play?
For what ends shall we live?
And the éeacher pondered these words, and sorrow was in his heart, for
his own learning touched not these things.'
Principles of Education, 1924
Our field of work with troubled ciiildren and f£smilies holds great promise
for learnings that touch human dilemmas., We need not sorrow for having missed
the heart of things. Por me, the psychoeducational approach gets to what is real

for people--toachers and learners alike, £ar we are all both at the same time.

20
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TABIE 1

FACILITATING CONDITIONS FOR
SRANSACTIONS IN A PSYCHOEDUCATIONAIL

ENVIRONMENT

Transaction

Foucus of Learner's
Transaction

k_¥7 Facilitating Conditions

< -

Learner-Teacner

Person(s) responsible for
fnteracting with learner
to effect positive change

=

Reality orientation; Flexibii-
ity: Respect; Empathic under-
standing; Support; Protective
limits; Consistency; Apprecis-
tion of feelings; Posiiive
modelling & Expectsiions;
Involvement

Learner-Curriciilum

Taske, materisls, and
problems planned for
mastery

Reasonable challenge;
Relevance; Relatedness; Self-
direction; Meaningful choicer;
Feedback

Learner~Peer Group

Other atudents interacting
with lesrner on reguler
basis

Mutual respect & sharing;
Openness; Cooperativeness;
Apprecilation of differences;
Balanced groupings; Stability;
Support; Feedback

—— p——

Learner-School
System

Rules, attitudes, values,
and people oxganized to
support the teacher,
curriculum, and students

Cooperativeness; Interdepen-
dence; Openness; Mutual
respect & sharing; Clarity
of responsibilities and
policies; Self-renewing;
Orderly change mechanisma;
Participatory decision-
making; Appropriate
consequences for :leviant
behavior; Positive modelling
and Expectations

R4




TABLE 2
RELATIONSHIP OF COMPETENCE GQALS T0O
TEACHER TRANSACTIONS IN A PSYCHOEDUCATTOWAL
ENVIRONMENT
COMPETENCE GOAL
Assessment | Personal/
TRANSACTION & Interpersonall Curriculum Indiv. Behav.| Systems
Prograrming | Sensitivity 1Instruct. Manaz.] Analysis
Tescher-learner X X X X X
Teacher-Curxiculum X X X X
Teacher-Group X X X X
Teacher-System X X X
%:‘“ — ——
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TAELE 3
FUNCTIONAYL, GOALS AND SUBGOALS OF

MARK TWAIN SCHOOL STAFF_DEVELOPMENT
FROGRAM

Goal A - To develop nkill in psychoeducational assessment and programming.
Subgoal 1. Ability to complete a psychoeducational profile, including
lesrner strengths and weaknesses, style, and interpersonal
functions,
Subgoal 2. Ability to interpret and integrate diaguostic findings,

Subgoal 3, Ability to use assessment Iinformation for psychoeducational
programming and planning.

Goal B - To develop personal sensitivity and interpersonal effectiveness.
Subgoal 1. Ability to comprehend and communicate effectively with others
(on both the cognitive and affective levels); to perceive
accuratsly one's reaction to and effec: upon others.

Subgoal 2, Ability to interact with warmth, openness, ewpathy, flexibility and
self-confidence,

Subgoal 3, Ability to express freely positive and negative emotions.
Subgoal r, Ability to use and provide supervision constructively,

Subgoal 5. Abiiity to promote mutual understanding and resolution of
problems,

Goal C - To develop skill in implementing a psychoeducational curriculum for
adolevcents who have problems in academic tasks, human relaticuships,
and self-organizaticn,

Subgoal 1., Ability to develop or utilize curriculum to meet explicit
psychoeducational ohjectives,

Subgoal 2, Ability to employ a varfety of educational techuiques and
methods in implementing curriculum,

Subgoal 3. Abfility to employ curriculum and teaching procedures to meet
the cognitive end emotional needs of the learner.

3




Table 3 continuedv

Goal D - To develop skill in fndividurlizing instruction for adolescents who
have problems in academic tasks, humun relationships, and self-
organization,

Subgoal 1, Ability to present educational material and tasks at & level
of ryoasonable challenge fo: each child in the classroom.

Subgoal 2, Abiiity to fouter student initiative in planning and directing
an individualized learning program.

Subgcal 3, Ability to develop individual performance objectives and
evaluate student progress.

Subgoal 4. Ability to stimulate independent study aad responaible
participation %. the teaching-learning process.,

Subgoal 5. Ability to implement remedial and programmed instruction
epproaches to individualizad learning,

Goal E - To develop skill in hehavior management.

Subgoel 1. Ability :to establish and model realistic behavior standards
in an educational setting.

Subgosl 2. Ability to identify, support, and promote positive group and
individual behavior.

Subgoal 3, Ability to develop and uac techniques of teacher intervention
to protect the group and individual fron disruptive school
behavior.

Subgoal 4. Ability to use inappropriate school Lehavior to tesch new
skilis for coping with interpersonal, work, and acndemic tasks.

Goal ¥ =~ To develop skill in systems analyeis.

Subgoal 1, Ability to formulate &'d communicate concepts of how family,
social, and educational systems Iinfluenca school lehavior
and adjustment,

Subgoal 2, Abilfity to relate individual che_.acterilstics and hehavlor to
group and system transactions.

Subgoal 3. Abilitv to identify inatitutional policy and pra:tices, and
their effect on student behavior.

RY
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TABLE %

OVERALL MODEL FOR EVALUATION OF STAFF DEVELOFMENT

2. TRAINEE 1. COMPETENCE O3JECTIVES «
DIMENSIONS Assescment _wmnmoumw Sensitivity !
and ! and Curriculmom Individualizing | Behaviox Systems
Programming | Interperscnal Effectiveness | Implementation |Instruction Management Analysis
1
Attitudes
3. FUNCT.ON OF EVALUATION SOURCE
A. Direct - Indirect
Knowledge
B. Dynamic - Static
Benavior




School Disruption - An Overview
Henry~E. Colella
Board of Cooperative Educatio~al Services, Nassau County, New York

The major problems of our society are reflected in its scheols,
and in the lives of its young people. Teenagers are living with the prossure of
an unvowular war and drafs, with the rain cf pqverty and the guilt of affluence,
vith racism's mutusal corrosion of black and white people and with the
consiraining effects of acdult-run burewucracies., Young'people are naturally
restiv;::, with their nced for cha: e, {or increased liberty.and with society s
frequent estrangement from its own young people.

Our schools are a vulnerable and accescible foccus for sore of
these disaffections. They also heighten and trigger such issues in particulariy
volatile ways. Student concerns with societal and school fesues are always
present, but they gain broad puklic attention when expressea in ways that
disrupt orderly school processes. Student frustration and ang'br erupt and
create "crisis"” for school authorities.

The existence of certain conditions constituies continuing
crises in the lives of students attending secondary schools,

Fecent events make it plainly evident that rcpre'ssing, suppressing,
denying or net responding to key educational issues only offer rapid cscalatlon
of tension and conflict. l{ﬁ‘trwpic_%;,o_fj_{gir - disruption as an oprerturnity
for chenge and of sgc;i_ng-_é.m_nsg as vital, that permits more creative response
to scheol crises. Reducing the level of overt conflict in the midst of crisis
is the primary goal of the school administrator whose role is rapidly becoming
that of "a manager of con'lict”,

In April of 1969, olert I'inch, fermer Sceretery of Health, Pdueatien
and \WrXare, warned that "we nast e prepared for much areater disorders in
Q

EMC‘secondnry fleld than in the colleges”.
:
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According to a report of over 1006 principals cuericd at rarndom
by the National Association of Sccondary School Principals, sixiy {60 per cent
of all the hiyh schools of America have experienced soh.c }:inQ of student
protest within the past year. In fact, no greater social 1ssue disturbs teachers
more profoundly than youths ' c_hal]enge to the established order in a country

where outside agitators crozs state lines to incite riots, desecrate the American

flag and violently disrupt a legitimate political process.

If vwwe examine the newspapers and listen to riedia regorts, we
find tta t high school students are indeed leamiﬁg from the ir college brethren
that disruption brings results. The majority of high school students arc

angry, frustrated and increasingly becoming al.enated by the school. They

are asked to form an aliegiance to a democratic systen in their daily lives

IR
.o

tnoschoots when they do not experience democratic actiorig Needless to say, o
when curtents of frustration are prevalent in ¢'r schocls, we snould not be

surprised when students withdraw through drug abuse or disruptive attacks

Tt

on scheol and society.

Disruption in our schools is current, is widespread, and it is
serious. It is best defined as any event which significan?ly interrupts the
education of students, Most common among school disruptions are student
boycotts or walkouts, rroperty damage including arson and vandoilsm, rioting
and fighting, physical confrontations ketween students and staff, picketing ard
unauthorized parading, the nresence in scnoeo! of unruly, unauthorized, >
non-school persons, and lastly - abnetmal unruliness amena students.

It is noteworthy that, to date, few articles appear in professional

j?;rnals on the sub:ject of disruption, AMuch of the nore relevant wordk appears
O
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ir. mewspapers and television,

In a comprehensive survey study concucted by the House Sub-Committee
on General Lducation for the school vear 1968-69, of 29,000 hich schools, the
major issues of protest were disciplirnary rules, dress codes., school services
and facilities and curriculum policy.

The survey consi-dered racial issues in a separate category and found
that “his was a factor in more than fifty (56) per cent of the protests in schools with
more‘ than 1000 students and in thirty (30) per cent of the'a smaller scho‘ols. Racial
issues were involved in city school protests about four :imes as often as in
suburban or rural scheols.

Of all the schools responding, twenty (26} per cent haa had a
significant increase in minecrity group enrcllment in the past five years. Of this
group, twenty two (22) per cent had experienced student protests compared to
only sixteen (16) ver cent i‘n schools who had not had a signiflcant increace in
minority group involvement.

A study cc..iucted In 1970 by Syracuse University of 27 hich
schoels in 19 states serving 60,000 stud'ents irdicated that ; . operty damage
and presence on school property of unauihrrized, unruly persons was prevalent
in over fiity {50) per cent of high schools.

Espccilally important ameng the conclusions of this survey were
the following-

1. the size of the student body is a more important variab le
thon the size of the city in which the zcliool is located. larger schools have

more protlems.

¢. Disruption is wusitively te"ated to intecoration, In other woids,
Q
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schiools which arc almost oll white or @il tlach arc less likely to Le distupted.,
3. integrated schools with higher percentages of black students
are less lilely to be disrupted if such schoels also have high percentages of
black staff{s. Conversely, scheols with high percentages of blacks, but with
predominantly white staffs are more likely to iae Ggisrupted.
4. Disruption and average daily attendarce are directly related. X
Waere average dally attendance is lower, disruption is hlighe: and vice versa; and
5. Principals with the least experi.ence in their office
a. report greater black enrollments
b. endorse a more active response to disruption
c, report a greater concern for positive preventive
training programs, and
d. are more hesitant to project the blame for disruption
onto externa ] non- school factors.
Urban riots have beceme almost commonplace since the first serious
eruntion {n Watts in the summer of 1963, Legitimate violence in the form of the

war in Southeast Asla is part of the daily media diet of high school students.

e

T"he medium of telesision has brought violence into almost every
hor:e In the nation. A high scheol riot in Brooklyn has Lieen vividly portrayed to
T.V. audlences In California and Georgia,

Moreover, robody in Anerica knows viclence more directly thor.

e e

the urban poor, plack or white, becadse the incidence of physical crime is
the highest in large cities, Teor uthan yeoutt betweea the ages of 15 - 24

are the most orime-prone seament &) the American pojulation,

ERIC
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The success of the Civil Richts protests of the 1960's, the
vigsability and apparent s .ccess of college protests, slum life styles, black
revenge, white racism, the television generation, ant . new publi- permissiveness
have all been external factors contrituting to the anxicties of high scheool youth.
Within the school itseli, student invelvement in policy,
espccially concerning social coles of dress and ¢rooming regulations |,
cuiriculunm planning, restrictions on benhavior énd the goliticalizatien of sthools
all centribute to school unrest. ,
Restricticns on smeking continue to anuoy students who smoke,
Hall passes irritate students. Rules such as automatic expulsion from a class
after a maximum number of ab sences have produced sericus quarrels, In addition,
students who foel compelled to become involved in the political issues of the day
exrect the school to take a stronger stancc on community, sociat activity.

This latter poin* nas particula: sigaificance bedause politicized

students can wield little leverage in broxd politics but can turn to the school

to ventilate their political feelings on salient sccial issues. The managerﬁent of these

imponant social conflicts within @ school is prebably the toughest problem
administrators face. Again, the high wchool principal of today nmust become
"a manager of conflict".

The most traditienal vavs (;f dealing with school disruntion are
vunitive, for example suspersion, expulsion, police armest, detention and
referral to parental discipline, The vse of these measurces to control disruption
appears to produce minimal results.

The use of uniforried police is often a causge rother than a deterrant
cf scheol disrurtion.

Reduction of academic rigidities, understending and honoring

Q _ural diffcrances, recruitinend of black stall in a prede: inantly black schenl,
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crlarging student involvement, decerntralized cecision maning, exnanding the
krnowledge of administration through in-service training in conilict resolution -
all appear to predune positive results in curbing school diSr:tip[iOn.
The role of the nigh school principal has dramatically changed.
The traditional authoritarian "'.:.’ho sits behird a desk issuing ultimatums
and disciplining students and staff in his'office" is gbsolete. In striking
cont'rast is today s principal who rust become personally involved vith
many people within and outside of his schnol.
Perhaps. the times are best reflected in a comment of a
high school principal;
"I have an endless number of face to face, one to one
relationships They never stop. And I want to be warm,

sincere and sharp for every ona of them. Therg are oniy .

24 hours 1n any day, and 1 am really pooped.

Can't you get me a grant to go off and study ¥

something somewhere? ™

ERIC

91




Yyt o

USE OF PEER ATTENTION TO INCREASE
STUDY BEHA‘r'IO}.]
2
Saul Axelrod, R, Vonce Hall, ¢nd Ant.ony Maxwell

University of Kansas

Previous studies { Hall, Lund, and Jackson, 1968; Becker, Nadsen, Amold,
and Thomos, 1967 ) have demonstroted that contingent teacher attention can eﬁécf
significant increases in appropriate student behavior, The technique invelves the
teacher making social respesus foward the pupil ( e.g. smiling, eye contact, and verbal
praise ) when he is behaving preperly and ignoring him when he is not, The senicr
author has fcund, howevar, that many teachers have difficulty oarrying out the necessary
piocedures. The problem may result from the fact that students otten provide an extemal
stimulus (e.g. a foud noise ) for the teacher's attention when they perform inoppropriaie
behaviors, but do not provide such @ stimulus when they are involved in study behaviors.

In the present investigotion the first and second authors devised a technique
which wos intended to increase the probobilify of the teacher attending to a student when
he was engaged in study behovior. The teacher, however, did not carry out the procedures.
The experimenters then decided to determine the effect of having an outstanding student
administer contingent social reinforcement to o clas.mote who was performing non=study
behaviors at a high rate. [t was found that paer altention produced a significant
increase in study behavior conparad to tha baseline rote ond that the removal of -
attention resulted in the frequency of the behavior returning approximotely to its

-

~original level,
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METHOD

Subjeci and Setting

Jimmy, a 10 - yeor - old Negro boy, was chosen as the subject for the study
due to his teacher's complaint that he "didn’t ssttle down and do his work."” The

ex;:eriménfer observed that Jimmy frequently fought with his classmates and that

~ the school principal often reprimanded him for his misbehaviors. The study was conducted

in the regular fourth - grade classroom of an elementary school in Kunsas City, Kansas.

All students in the schooi were Negro. Measurements were taken approximately between

10:15 and 11:15 a.m. ond between 12:00 noon and 1:00 p.m. During the morning sessions

the students were usually involved in reading and arithmetic fasks, whasreas the afternoon

sessions involved geogrophy and history lessons. A L test indicated a nonsignificant

"+ difference { p» .05) between the number of study behaviors during the muming and

afterr.con sessfons for each experimental conetition,

Ob:ervations
Study behavior was definad as orieniation toward appropriate obisct or persbn:

assigned course materials, lecturing teacher, or reciting clac .23, as well os class
H N

% participation by the student when requested by the toacher ad out of seat with

permission ( Hall et ol;'l%a). The expelrlmenters initially irtended to obkin an
- — . 1\_),’ MR TR A

absolute frequency of tb.e contirgent sociol reinforcements which !he teacher axhibited
toward Jimmy. As a result, Jimmy's behavior,was only rted ot tworminute Intervals,
The data steets consisted of 30 blocks with o "2!" apnearing above 'hf ﬂ'm block, o "4“
above the second block, a 6" above the. third block, etc. . At .each two = minute mark
Jimmy s _beha_vior was 'gt_:_ied os p.lt?'l if ba; was engnged in o study bohavior and u minus

i
1
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if he was not. During the first [0 sessions a record of the number of social reinforcements 1

which the teacher exhibited foward Jimmy following a study behavior was noted, The

observers tabulated the time the event occurred according .o stopwatches which were
synchronized at the beginning of the period. The same procedure was employed when
a clossmate, Anthony, was admiiistering social reinforcement.

A tecond observer performed reliability checks eighr times during the study.
Except for one session the observers were separated form each other by the wall of the
clockroom. One observer sat in 2 corner of thc .oom, whereas the other observer was
located abeut two feet inside the cloakroom, This arrangement prevented the observers
from sesing each otheran was intended to increcse the iikelihood of independent
scoring. The reliability index on Jimmy's study behavior was tesukated by dividing the
number of ugreements by 30, Reliability indices ranged from 83.3 to 100 % with an -
avarage of 85%.- T-be teliability on contingent social respoises was calculated by dividing
thu number of agreements hy ihe total number of agreements and disagreements, An
agreement v-33 defined ©s g oase in which onn ohserver ncted o contingent sociol
response as occurring within five seconds of the record of the ¢ther observer. Sessions
in which neither observar recorded a continger.t social reinforcemert were considered
to have & reliability index of 100%, Reliability indices on contingent sociol

reinforcement ronged between 70,0 and 100% with a mean of 84.2%.

K
¢

{

Experimeniol Plwses

Boselina . For the tist five sossions tha experimenters requested that the
teachar raspond to Jimmy in her usual manner and that she attempt to ignore the presence

of the obsorver {s). DuringSessions :Ix; seven, and elght the teacher was askad to attend
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to Jimmy with praise, o smile, a pat on the back, or some other social response when

she noticed he was engaged in siudy behavior. When it was observed that the teacher

—

did not carmry out the instructions, the experimenters obtained tho teacher's permission i
to cue her, by raising a pencil in the air, ot a yime when she should respond to Jimmy,

This pnﬁceduire produced no change in the teacher's behavior during Sesstons 2and 10,

The experimenters then decided not to attempt their -original experimental technique,
and considered Sessions 6 through 0to se an extension of baseline, During Session (0
Jimmy completed a class assigament and brought it to the teacher for grading, When |
tho teacher ignored him, he brought thef paper to Anthony, a student considered to be
outstanding and who had scored highest in the class on the Stanford Achievement Test.
‘ Anthgny graded the paper os 100% correct and Jimmy went back to his seat. Moments
later Jimmy retumed to Anthony and asked him to write ¥ Very good " on the paper. - .
The experimenters hypothesized that Anthony‘s social responses had remforcmg
\mlue for Jimmy, ana aey.wd to determine what effect these reponses would have on
Jimmy's study behavior. During Sessions il, 12, and l3 Anthony was asked to sit next
to Jimmy and baseline measurements were continved. [t wos found that the new
seating arrangement did not produce a qhange in study rate os compared fo previous

baseline leve).

Peer reinforcement. Anthony accepted the experiimenters' request to "help make

'Jimmy a better smc‘ient." During Sastions 14 through 22, the sa‘niorcufhor sot behind the
two boys. Severol times during a session the experimenter topped Anthony on the back
ot times when Jimmy was engaged in sfu‘dy behavior. Aniiiy would then ploce his hard
on Jimmy's shoulder and moke a commmt such as " Jimmy, you're doing @ good i;b,; o
or " Keep up the good work, " AnIhOny was vrged to vary the content of |he prise and

[Kc
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to make his remarks appropriate to the situation in which Jimmy was engaged. Gradually,

Anthony wos encouraged to administer social reinforcement in situatizns which he himself

censidered appropriate. Beginning with Session 23 ct{oing was discontinued and the

senior author returned to his original observation site. During Sess'ons 23 through 33 ‘

Anthony reinforced Jimmy without ﬁssisto nce. o
Baselinez. Commencing with Session 34 Anthony ‘:-,m teld tha; it was no longer

necessary to praise Jimmy when he exhibited _study behaviors. Anthony was asked to

treat Jimmy in the same mon'ner,.clss he di‘d before the Pear Reinfcrcement :tage'of the

study. This condition was in effect for six sessions,

No retum to the Peer Reinforcement phase was carritd out due o the <lose of

school for summer vocation,

RESULTS
The data for the threa phasas of the experiment ure depicted in the upper

‘portion of Fig. |, During Baseline) the median rate of study behavior was 60,0%,
“whereos the mean rate was 60,3%. During Sesslons 11, 12, and 13 when £ thony's seat
~ was moved next to Jimmy's, the rte of study behaviors was 60.0% each session.

The median percentage of study behaviqr increased to 83.3 % during Peer Reinforcement

with the meon.mte increasing to 81.0%. Thus by elther meas;are of central tendency the

frequency of non = study behaviori decreased tc less than half of the boseline rate. The
-consistency of the effect was demounstroted by the fact that the mte of study behavior

on [9 of the 20 Peer Reinforcement n.ssiom ;xceaded the mediarn rate under Baseline,
S vo~ditions, During Boultnoz the modtan mto of sludy behavior wos 58,7% and the
mean rate \n;as 54.5%, o
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The lower portion of Fig. 1 indicates the number of contingent social reinforcers
administered to Jimmy. During the 10 sessions in which teacher behavior was measured
and the 3 sassions in which Anthony's behavior was being measured, no contingent social
reinforcement was observed . The meun rate during Peer Reinforcement was 9.2.(
with an ov-eroge of 8.7 when cueing was wiedand 9.7 ofter cueing was discontinued; )

" During the six sessions of Baseliney only one contingent social reinforcement was recorded.

DISCUSSION
An important factor in the present s-ludy was the skillful manner in which

Anthony applied the reinforcen-;ent orocedures, Although he received a minimal
amount of ins:rucﬁo.n, he demonstrated an excellent mostéry of operant conditioning
techniques. Several times during Peer Reinforcement, the senior outhor signaled Anthony
to reinforce Jimmy. - As Anthony began to lean over and praise Jimmy, however, he

" . noticed that the subject ceased h%s study behavior. At these times, Anthony declined to
carry out the reinforcement procedures and instead waited until an appropriate occasion
arose. In oddition, Anthony repectedly Tgnored Jimmy when the sujbect attempted to
talk to hum at lmproper times. Another example of Anthony'r +kill occurred during
Sessuon 25, when Jimmy wos engaged in non = study bebovsor dunng most of the first
few minutes. Anthony waited until Jimmy performed st.udy behaviors and then
reinforced him three times In less than %hreo minutes. This rate of reinforcement
wos consideably hlgﬁer than the puvléus av;f;:go rate { which was opproximately one
reinforcement avery six minutes ). : o

i
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Anthony was frequently informed of the progress of the study and was complimented *

and paid for his performance ofter a good session, In addition, Anthony often turned
toward tns senior au’hor after he compl;imented Jimmy at which times the senior author

" would nod ond smile at kim. Thus it is éossible that the success of the experiment wus
partly under the control of the ;einforcgment thot Anthony received for performing
appropria fely . ‘

it is also likely that the outcome of this study depended on the relotionship
that already existed between A.mhony énd Jimmy. The initial indication that Anthony's
responses had reinforcing valua for Jimmy was given when Jimmy osked Anthony to
grade his pﬁper and write " Very éood “.ot the top. Other evidence of their relationship
cccurred ‘whan the teacher announced that Anthony's seat would be moved next to Jimmy's .
Jimmy responded by’clopping his hands and yelling " Oh, man, thot's greatl” It was also
found that the boys were friends outside of sc.hool and that they f.requently took trips
with each other's families. Whether a similar effect on study behavior could have been
achieved with a less reinforcing or outstanding classmate, remains a question for further study.
| As has been previously notéd by 8ro-den, Hall, and Mitts (1970) and Kuypers,

Becker,ond O 'Leary { 1968) it is sometimes diffi‘cuh to induce teachers to carry out
systemalic procedures designed fo Increase appropriate classroom behavior. In such |
cases it is. important to attempt to deyis;e alternate srrnteg.is; that are effective, -The

- rasults of this study indicated that use of clagﬁatos to canmy out systematic reinforcement

. pmcedures,might be one suc;h opprd‘ach; R ‘
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Fi gl.:;re Caption -
Fig. 1. The dpper portion of tha figure depicts the percentage of times in
which Jimmy enguged in study behavior during each experimental session. The horizontal
lines indicate the median rate of study behavior for each phase. The lewer graph reprasents
tie frequency of social reinforcers whiih the teacher (tirst [0 sessions ) or Anthony
administered (remaining sessions ) while Jimmy was engaged in study behavior. The

experimental conditions were: Baseline; = no contingencies in affects Peer Reinforcement -

social reinforcerment frou Anthony when Jimmy was behaving apprepriately; B::se!ima2 -

{
rotum to Baseliney conditions,
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