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ABSTRACT

Presented in the first of a two volume series are
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used with severely handicapped children and six workshop experience
kits for training personnel to instruct inservice teachers.
Directions are given for use of the kits, media, and a series of kits
for evaluating, planning, or delivering information. The first
section of each kit (for the leader) contains an overview of the
activity, objectives, teacher prerequisites, time required, materials
needed, step-by-step procedures, a discussion guide, and an
evaluation torm. The second part of each kit (for the trainee)
contains materials for the activity, worksheets, a content evaluation
form, a workshop evaluation form, and supplementary information on
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WORKSHOP TRAINING KITS
INTRODUCTION

Effective use of instructional materials for handicapped
children depends on far more than availability and quality of
those materials. The person who provides or prescribes the in-
struction for the children (teacher, para-professional or parent)
needs to be aware, knowledgable and motivated. Teachers (or other
adults) will use instructional materials and media only to the
extent that they are "comfortable" with the materials and media.

The Instructional Materials Center for Handicapped Children
and Youth at Michigan State University has been committed t~
more effective instruction for handicapped children. We have
discovered through experiences here and elsewhere that dissemin-
ation of instructional materials depends heavily on the reduction
of teacher anxieties and the increase of teacher awareness and
skills. To accomplish these goals, no better way has been found
than involving teachers in mediated learning experiences with in-
structional materials. Teachers learn about instructional mater-
ials through instructional materials; teachers learn to use in-
structional materials through experiences in which they, them-
selves, learn by using and experiencing effective learning through
instructional materials.

BACKGROUND ON THE DEVELOPMENT OF THE WORKSHOP TRAINING KITS

During the winter of 1969, the Instructional Materials Center
for Handicapped Children and Youth at Michigan State University
designed its first "teacher training kit" for special education
teachers. This first kit was created in an attempt to assess the
need for such products in the Michigan-Indiana-Ohio region. The
kit consisted of a detailed description of exactly what went on at
a particular workshop. It appeared as a booklet and included copies
of all of the worksheets that had been used.* The activity described
in the kit was rather unique as compared to the "typical" woxkshops
that were being offered in the region.

--it didn't need an expert to be successful (anyone could
run the workshop).

--it could be used by a local person without hav1ng to run
to East Lansing for instruction.

--it was built around participant involvement.,

--the "message" that was being taught was communicated by
the activity itself .ather than by a post-activity lecture.

*
"Empirical Study of Instructional Materials Evaluation in Special

Education," Monograph Series No. 3, by S. Joseph Levine, USOE/MSU
Regional Instructional Materials Center for Handicapped Children
and Youth, April, 1969.




--the activity used aspects of simulation as the vehicle
for involvement.

The results of this first attempt at a training kit were
scattered at first, but eventually feedback from throughout the
United States started to filter back to us. This initial kit was
being used extensively. The reaction of local users was positive.
They liked the idea of being able to run their own workshop on a
topic about which they did not feel particularly strong. They
wanted niore!

In the five years that have elapsed since the development of
this first kit, over 75 different teacher training kits have been
developed by the Center at Michigan State University. Numerous
topic areas in special education have been covered. Formats
ranging from simplistic games to role playing and detailed simu-
lation have been experimented with and used. Workshop participant
reactions have been studied along with participant change. A model
for the design of workshop training materials has been gradually
refined. The current state of development of these workshop training
kits is found in this two volume set of training materials. In-
cluded are 16 different self-contained workshop training materials
that can be used to cover a variety of topics.

USING THE WORKSHOP TRAINING KITS

ORGANIZATION OF THESE VOLUMES

The 16 different "kits" in these two volumes have been organized
into three different "series." Each series focuses on a different
area of instruction for a specific type of participant.¥*

SERIES 1 - LOW FUNCTIONING LEARNERS

A set of four workshop experiences designed to focus on
the development of teacher skills necessary for working
with children who are severely handicapped. The focus

is on precise instructional procedures through the use

of task analysis, clearly defined behaviors, reinforcement
techniques, and graphic recording to assist in decision
making.

SERIES 2 - IN-SERVICE TEACHER TRAINERS

A sct of six workshop experiences for training personnel
involved with in-service teacher training. The separate
activities include the use of media for communicating
with teachers, how to evaluate workshop materials, and
techniques for planning and conducting workshops.

*The selection of these three areas of focus has been made in con-
junction with the State Departments of Education in Michigan,
Indiana and Ohio. The three areas were designated by these agencies
as high priority areas for training activities.



SERIES 3 - CHILDREN WITH LEARNING DIFFICULTIES

A set of six workshop experiences designed to focus

on the development of teacher skills necessary for
working with children who have isolated learning
problems (learning disabilities). 1Included are
activities ranging from the understanding of termin-
ology, the necessity for appropriate planning, and

the use of specific diagnostic/prescriptive procedures.

Each of the 16 kits has two different sections. The first
part of each kit is the Leader's Guide. 1Included in this section
is an overview of the activity, the objectives, any special teacher
or trainer prerequisites, the time that will be needed, the materials
that will be needed, special considerations regacding physical
arrangements, the step-by-step procedure for conducting the activity,
and a discussion guide.

The second part of each kit contains master copies of all
materials that are needed to concuct the activity. The Leader's
Guide provides specifications regarding how many copies of a partic-
ular master will be needed, how nany copies to pass out, and which
masters should be used for making overhead transparencies. For some
kits, a Supplementary Information handout has been included in the
second section. This has been included to provide the workshop
leader with background information on the topic covered in the kit.
The Supplementary Information sheet may also be used as a handout
to the participants at the conclusion of the activity.

All pages in the entire two volume set have been clearly
numbered and identified to assist in the organization of the
materials. The pages of each Leader's Guide are numbered in the
upper left corner.

Polar Algebra
Leader's Guide
Page 3

,a_/’""—’\\’/

At the top of each page to ke used as a master for a worksheet,

handout, etc. there appears the kit title and the duplicator page
number. '

Discussion Leadership Simulation Duplicator Page #5

At the top of each page to be used as a master for a transparency
there appears the kit title and the transparency page number.

Polar Algebra ‘ Transparency Page #1

VA\/\*\/



USE OF MEDIA IN TEACHER TRAINING

The use of media in teaching has recently become one of the
most popular topics for in-service teacher training workshops.
This topic has been stimulated by the fact that designed use of
mediated experiences in the education of handicapped children can
promote learning through increased involvement, motivation, and
a higher degree of reality in the instructional environment. Rather
than providing a kit that specifically focuses on "How To Use Media,"
the use of media has been carefully interwoven in almost every one
of the 16 activities. This non-direct approach to teaching the use
of media for instruction is based upon Marshall McLuhan's statement
that the "medium is the message." McLuhan's statement refers to
the concept that the most influential message that can be communi-
cated is that which is found in how you are actually communicating.
To talk about the use of a tape recorder communicates the message
"talk." To have participants experience a tape recorder communicates
the message "tape recorder."

For example, in various activities the participants will find
themselves being instructed through the use of an overhead projector
(they will be learning the instructional use of an overhead pro-
jector); they will be responding on an acetate worksheet that will
be projected to the rest of the group (they will be learning how to
prepare overhead transparencies); they will be viewing a videotape
(they will be learning the instructional use of videotape recordings);
they will be creating a cassette tape recording (they will be learning
the instructional use of tape recorders); they will be involved in
simulated environments (they will be learning the use of instructional
simulations); etc. This procedure for involvina media as a part of
the training experience has been carefully plar :ed to truly communi-
cate the instructional uses of media to the parcicipant. Don't be
misled because no single activity is labeled as a media teaching
activity. They all are!

SOME SUGGESTIONS ON USE

There is a great temptation with any group of prepared material
such as this set of training kits to use them exactly as specified.
This can lead to problems when the specifications of the kit do not
exactly meet your own specific needs. All of the kits may be altered
to better fit your specific needs. Examine the kit and make modifi-
cations or corrections so that it will work in your situation. Many
of the kits provide instructions on how to modify or change them
vased on differing situations. Others have been designed for the
most typical uses. However, groupings may be altered, topic areas
changed, instructions modified, or handouts included which will cus-
tomize the kit to your situation.

You will note that all of the kits follow a basic delivery format.

INTRODUCTION = ACTIVITY —p-| DISCUSSION




The workshop begins with a short introduction to the participants.
This is used to establish the objectives in the participants' minds
and serves to provide them with an advance organizer of what will
be the focus of the session. The main body of the session is an
activity. All of the activities involve some form of instructional
game or instructional simulation that has been designed to communi-
cate the ideas, procedures, or information for the session. The
session is concluded with a discussion period. The discussion is
used to reinforce the learning presented during the activity.

Take advantage of the activity time during the workshop. The
activities are designed so that once the participants have begun
there is little need for intervention from the leader. Use this
time to spot check how the participants are dcing. If needed,
assist individuals or groups that may need help. Observe interactions
and make notes on what is occurring throughout the room. Go over
once again the Discussion Guide to refresh your memory on the focus
and procedure for the concluding discussion. While the participants
are involved during the activity, invest your time in guaranteeing
a conclusion to the activity that will provide the participants with
the closure that is so necessary.

Prior to using any of the kits, take time to carefully read
through the Leader's Guide and all participant worksheets. Make
sure you understand the topic area, the learning that will be under-
taken, and all of the mechanical aspects of the workshop (what work-
sheets are needed, when are they to be used, how will th° partici-
pants be seated, etc.}). Be prepared so that the workshop will run
smoothly. The kits have been designed to provide you with a clear
presentation of exactly what is needed to run the workshop. In many
cases the leader's role has been so designed that only a minimum of
preparation is needed. Extra preparation, however, will always help
in making the workshop even more successfull

WORKSHOP EVALUATION

Provided with each of the 16 activities are two masters for
duplicating copies of two different evaluation forms.

The Workshop Evaluation Form has been included to elicit partic-
ipant feedback on the overall workshop experience. The responses to
this form will assist you in making decisions regardlng how the par-z
ticipants perceived the workshop.

The Content Evaluation Form includes items used in our formative'
testing of the workshop content. Responses on this form will allow
you to make decisions regarding the participant learning that has
taken place during the activity. You will note that the Content
Evaluation Forms have been designed to be used both prior to the
activity (Pre Test) and following the activity (Post Test). An
examination of the difference between Pre Test and Post Test scores



will provide an indication of the learning that has taken place.

You will also find on the page following the Content Evaluation Form
a completed form with the italicized answers that frequently
occurred during our field testing of the kit. This will provide you

a guide for analyzing participant responses.

Room has been provided on all evaluation forms for the addition
cf extra items that you might want to add to gather data on areas
not covered with the existing items. (i.e., modifications to the
kit, specific requirements of your school system, etc.)

REPRODUCTION OF THESE KITS

Care has been taken in the design of these materials to provide
for ease of duplication. Permission is given to any individual or
agency to reproduce the materials in any desired quantity for local
use. However, at no time shall the materials be sold or any fee
charged a participant attending any workshop that is conducted with
these materials. A charge may be made to recover actual costs in-
volved 1in duplication if such a charge is absolutely necessary. At
no time shall a profit be made on the use of these materials. When
duplicated or used after revision, full credit must be given the
MSU Center and the primary author(s) as found on the title page of
each individual kit.

USING A SERIES OF KITS

To teach handicapped children or train teachers at a workshop
necessitates three separate but interlocking abilities. The good
teacher or teacher trainer is able to plan the instruction for a
learner, actually deliver the instruction, and then evaluate the
learning. Workshops usually focus on one of these three areas with
probably the greatest attention given to delivery. Of course, de-
livery is highly dependent on planning which in turn is derived from
evaluation which is based on delivery which is highly dependent on

lanning, etc., etc. What we have is a cyclical movement through
the three abilities.

_~»Evaluating -+ Evaluating

Delivering Planning Delivering Planning

Of course, it is completely arbitrary where the process begins. In
fact, we are often involved in all three processes simultaneously
for a particular learner.



The 16 training kits each can be viewed in regards to their
individual focusr on evaluating, planning, or d«llver%_g It is
suggested that when two or mcie kits are to be used in a series
(eitlier on the same day, successive days, successive weeks, etc.)
they be selected according to hor they complement each other ac.ording
to this cyclical model. In othe: words, if you choose a delivery
activity to begin, you should fol.,ow it with an eva.uation activity.
If a third workshop is to be offzred, it should relate to planning.
Ideally, a series of workshops should cons. st of at least four
successive steps in the cyclical model. 1In tiiis way the participants
will have an opportunity to practice each separate process and also
have an opportunlty to see the eifect of each process on the one
following it. The following chart shows the process for each of the

kits.

Planning Delivering Evaluating

Series 1l:

Task Analysis Game : X X

Describe Your Learner : X X
Reinforcement Mystery Games . X X
charting Behavior ’ X X

Series 2:

Planning With Teachers X -

Creating Discussion Tapes X X X
Discussion Leadership Simulation X

Structured Scripts X X

Evaluating Workshop Materials
The Leader Acts...

Series 3:

Educational Planning X ‘ ' X
L.D. Planning Priorities Game X

Polar Algebra X X
The Analogy Game X X

L.D. Card Game X ‘ X

Teaching Children With
Communication Handicaps X X




A QUICK LOOK AT THE KITS

The following short descriptions will provide you with a quick
overview of the 16 kits that are included. Turn to the Leader's
Guide for each kit for a detailed overview of each activity.

Series 1: Low Functioning Learners
Task Analysis Game - Small group interaction

in sequencing chjectives and activities in a
task ordered arrarngement.

Describe Your Learner -~ Self-paced activity
" that leads participants through a series of
worksheets in specifying countable behaviors.

Reinforcement Mystery Games - Set of three
demonstration/involivement activities for
understanding the dynamics of reinforcement
in learning.

Charting Behavior - Small group activity built
on analyzing and constructing systems for
charting behavior.

Selected Bibliographical References on Behavior
Modification with Low Functioning Children - A
listing of Professional References, Journals

and Bibliographies; Idea Books for Teachers;
Mediated In-Service Training Materials; Instruc-
tional Materials.

Series 2: In-Service Teacher Trainers

Planning With Teachers - Group role playing
experience demonstrating three approaches to
conducting a planning meeting prior to a work-
shop.

Creating Discussion Tapes - Participants design,
use, and evaluate an instructional tape recording
that stimulates discussion.

Discussion Leadership Simulation - Practice in

the.use of three different discussion leadership
styles.,

Structured Scripts - Designing and using a tape
recording to disseminate information about in-
structional materials to teachers.




Evaluating Workshop Materials - The use of
four criteria in identifying the strengths
and weaknesses of teacher training materials.

The Leader Acts... - Analyzing the demonstrated
behaviors of a workshop leader.

Series 3: Children With Learning Difficulties

Educational Planning - A three part decision
making activity that focuses on educational
responsibility, educational placement, and
educational programming. \

L.D. Planning Priorities Game - Usiig the diag-
nostic/prescriptive process.

Polar Algebra - A simulation of a learning dif-
ficulty and an opportunity to select appropriate
remediation.

The Analogy Game - A competitive game built arouind
the construction of analogies.

L.D. Card Game - A team game using dierubstic terms,
symptomology, and remedial strategie..

Teaching Children With Communication Handicaps -
A gimulation of three different forms of sensory
deprivation as related to learning.

Selected Bibliographical References on Learning
Disabilities - A listing of Professional References
and Journals; Idea Books for Teachers; Mediated
In-Service Training Materials; Instructional
Materials. '

" A WORD (OR TWO) ABOUT THE AUTHORS

Three members of the staff of the MSU Center, Ted Wward,
S. Joseph Levine, and Nancy Carlson have been primarily responsible
for the development of these kits. All three have had extensive
background in the development of designed experiences for in-service
teacher training. As you will notice, each kit notes the "primary"
author(s). This is so indicated because all three designers were
involved with the design of almost all of the kits. For each kit,
however, a primary author(s) was responsible for that kit to see
that it was designed, field tested, revised and re-tested.
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TASK ANALYSIS GAME
--LEADER'S GUIDE--

‘OVERVIEW

The TASK ANALYSIS GAME is a set of two small group
sorting/ordering/matching exercises designed to create an
awareness of the role of task analysis in the teaching of low
functioning children. The two exercises are drawn from
actual teaching procedures used with deaf/blind children. 1In
each of the two exercises the groups are presented with a
pair of envelopes. The first envelope contains a set of
objectives. The groups must sort them .out and put them in a
sequential order going from the lowest (earliest) objective
to the highest (latest) objective. When completed, the group
compares their construction with an overhead transparency.
Then they go to the second envelope whiclhh provides a set of
teaching activities that will fulfill the objectives. They
must match the activities to the objectives.

After a short discussion, the groups move on to two
further pairs of envelopes. This pair shows a further advanced
instructional task and also contains a larger group of objectives/
activities.

This second pair of envelopeé also asks the groups to

generate two "extra" activities to help fulfill two of the given
objectives. :

OBJECTIVES
Through the activity the participant will

--organize and sequence a set of instructional objectives.

--organize and sequence a set of instructional activities.

At the conclusion of the activity the participant will

--be able to list the sequence of events that make up a
systematic instructional task analysis.

PREREGUISITES

There are no special prerequisites for either the leader
or participants to successfully participate in this activity.




Task Analysis Game
Leader's Guide

Page 2
[IME NEEDED
Approximately one hour is needed for the activity.

Introduction 10 minutes
Exercise One 15 minutes
Exercise Two 20 minutes
Discussion 15 minutes

MAT NEEDED

l. TO BE DUPLICATED:

All pages to be duplicated are marked "Duplicator

Page # " in the upper right hand corner. Use the
pages in this kit so marked as masters. The pages
marked "Transparency Page # " should be used as

masters to process overhead transparencies.

ONE FOR EACH GROUP:

--Exercise 1 Objectives/ Duplicator Page 1
Activities*

~--Exercise 2 Objectives/ Duplicator Pages 2-4
Activities*

ONE FOR EACH PERSON:

--Content Evaluation Form Duplicator Page 5
--Workshop Evaluation Form - Duplicator Page 6
—-Supplementary Information Duplicator Pages 7-16

2. OTHER MATERIALS:

~--Task Analysis Transparency Page 1
~-~-Exercise 1 - Feedback Transparency Page 2
--Exercise 2 - Feedback . Transparency Fage 3

--Envelopes (4 per group)
--Overhead projector

*NOTE: The numbers and letters 1 the card have been randomly
inserted and serve only for thr .articipants to quickly check

their arrangements.

PHYSICAL ARRANGEMENTS NEEDED

Tables and chairs sufficient to organize participants in
groups of three or four with each group at a separate table. By
providing a separate table for each group, the groups will have
room to arrange their objective cards and activity cards on the

table top.




Task Analysis Game
Leader’'s Guide
Page 3

PROCEDURE -

l. If you will be using a pre-test (Content Evaluatlon), you
should administer it at the very beginning.

2. Introduce the concept behind task analysis. Use Transparency
#1 to provide an overview of the four main points.

--Goal

--Level at which student is currently
functioning

-~-Sequence of objectives that must be
used to reach goal

—-Instructional activities that will
fulfill each objective

Reinforce the concept that task analysis must consider all
four. Many teachers only consider task analysis in terms
of the instructional activities that will be used. This is
a very shallow approach.

Discuss the necessity and importance of each of the four
stages in working with low functioning children. The advan-
tages of task analysis include:

--higher assurance of reaching goal if inter-
mediate (enabling) objectives are understood.

--higher assurance of reaching goal if objectives
are sequenced in order of difficulty to the
learner.

--higher assurance of reaching goal if learner
enters the instructional sequence at a point
commensurate with his functioning level.

--higher assurance of observing learner change
if all steps are known.

3. Divide and seat participants around tables in groups of 3-4.

4. Provide each group with two envelopes. One envelope, labelled
"Objectives," contains the objective cards cut up from
Duplicator Page 1. The other envelope, labelled "Activities,"
contains the activity cards cut up from Duplicator Page 1.

Instruct the groups to open the "Objectives" envelope and
arrange the objectives in sequential order, beginning with
the lowest level objective and ending with the highest level
objective. Allow about 5-7 minutes.

5. Project only the left side of transparency #2 and have groups
check the order of their objectives. (Cover the right half




Task Analysis Game
Leader's Guide
Page 4

of the transparency with a piece of paper.) Discuss any
problems or guestions. Before continuing the activity,

make sure al. groups have the objectives in the correct

order.

6. Instruct the groups to open the "Activities" envelope and
arrange the activity cards with the corresponding objective
carcé,. Allow 5-7 minutes.

7. Project all of transparency #2. Have groups check their
card arrangements and discuss any problems or questions.

You may want to mention that the objectives and activities
are designed for a low functioning child and consequently
are at a very low level.

8. Conduct Exercise 2 in the same manner as Exercise 1.

9. At the end of Exercise 2, have the groups create two more
activities that would help fulfill the objectives. These

can be written on blank slips of paper and inserted at
the appropriate places in their arrangements.

10. Large group discussion.

1l1. Post test (see the last pages of this guide for content
evaluation and workshop evaluation forms). '

DISCUSSION GUIDE

You will probably have short discussion periods at appropriate
places during the activity. The following topics should be brought
out either during the activity or at the conclusion.

--It is important to first understand the objectives
before designing instructional activities.

--How did the objectives in the second exercise differ
from the first exercise?

--Why did the first objectives in the second activity
have the child place the objects on chairs? (Make
sure the child is able to sort.)

--Stress the idea that (1) more than one activity can
be used in fulfilling an objective and {2) an
activity can assist in fulfilling more than one
objective.




Task Analysis Game.
Leader's Guide

Page 5
—--Have groups read the activities -they designed in
Exercise 2. Do the activities they have created
really fulfill the selected objectives?
-~-What rationale did the groups use in selecting the
activities that they designed in Exercise 2?2
--What have the participants learned about task analysis?
EVA ON

Two forms are provided which can be used to help you gather
data on content learning and the workshop activity itself. On the
content evaluation form we have included in italics those answers
most fregquently occurring during our field testing of the kit.
Perhaps they will assist you to evaluate your workshop responses.



Task Analysis Game Transparency Page #1

TASK ANALYSIS

TASK ANALYSIS CONSISTS OF EXIT
SELECTING A GOAL (TASK) THAT BEHAVIOR
IS APPROPRIATE FOR A LEARNER,

OBJECTIVE ACTIVIT

10
DOOO0

UNDERSTANDING THE LEVEL AT OBECTIVE - -
WHICH THE LEARNER IS
FUNCTIONING,
OBJECTIVE | ACTIVITY
DEFINING THE STEPS (OBJECTIVES) ' OBJECTIVE ) - - < ACTIVITY

THAT THE LEARNER MUST
SEQUENTIALLY ACCOMPLISH,

OBJECTIVE - - ACTIVITY
AND THEN DESIGNING THE ACTIVITIES =TRY

THAT WILL ASSIST THE LEARNER IN BEHAVIOR
FULFILLING EACH OBJECTIVE.

-0
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EXERCISE 1—FEEDBACK

OBJECTIVES ACTIVITIES

L e p

T A
9 f--------- Z
: f
| 1
2 |- - K
N\ /\
| |
7 --------- F
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EXERCISE 2—FEEDBACK

OBJECTIVES ACTIVITIES

6 T J
A A
g8 |----- -1 E
A A
2 |------ D
A A
13 |------ M
A : A
-5 =;::=— - K fom - ==
A TTT AT T T L
10 |------ F .
A A
1 {j-—~~~°~- A
A B A
14 - F fem—mm
A Sille” Sl R
9 . |------ W
A A
11 |-~~~ - - H
A A
3 j------ C
A A
15 |------ T
A A
b |----"- R
A A
| / |- ° - - °- Q
A A
12 |-~~~ °~- B




Task Analysis Game

OBJECTIVE

WHEN GIVEN AN OBJECT, THE CHILD WILL BE
ABLE TO RESPOND IN A SPECIFIED MANNER.

OBJECTIVE

WHEN GIVEN A SECOND OBJECT THAT IS DIFFER-
ENT FROM THE FIRST, THE CHILD WILL BE ABLE
TO RESPOND IN A SPECIFIED MANNER THAT IS
DIFFERENT FROM THE FIRST.

OBJECTIVE

WHEN GIVEN A THIRD OBJECT THAT IS DIFFERENT
FROM THE FIRST TWO, THE CHILD WILL BE ABLE
TO RESPOND I[N A SPECIFIED MANNER THAT IS
DIFFERENT FROM THE FIRST TWO.

OBJECTIVE

WHEN GIVEN EACH OF THE THREE OBJECTS IN
THE ORDER ORIGINALLY PRESENTED, THE CHILD
WILL RESPOND IN THE CORRECT MANNER FOR
EACH. THE OBJECTS WILL BE GIVEN ONE AT A
TIME AND THE CHILD WILL RESPOND TO EACH
BEFORE GIVEN THE NEXT OBJECT.

OBJECTIVE

WHEN GIVEN EACH OF THE THREE OBJECTS IN A
RANDOM ORDER, THE CHILD WILL RESPOND IN
THE CORRECT MANNER FOR EACH. THE OBJECTS
WILL BE GIVEN ONE AT A TIME AND THE CHILD
WILL RESPOND TO EACH BEFORE GIVEN THE NEXT
OBJECT. :

Duplicator Page #1

ACTIVITY

GIVE THE CHILD A SHOE. HAVE THE CHILD TAKE
IT, SLIDE ALONG A BENCH AND PLACE IT ON A
CHAIR AT THE END OF THE BENCH. MOVE WITH
THE CHILD UNTIL HE IS ABLE TO DO ALONE.

ACTIVITY

GIVE THE CHILD AN ORANGE. HAVE THEt CHILD
TAKE 1T, WALK ALONG AN OUTSTRETCHED
CLOTHES LINE AND PLACE THE ORANGE IN A
WASTE BASKET AT THE END. MOVE WITH THE
CHILD UNTIL HE IS ABLE TO DO ALONE.

ACTIVITY

GIVE THE CHILD A BOOK. HAVE THE CHILD TAKE
IT, CRAWL ON TOP OF A ROW OF TOWELS AND
PLACE IT NEXT TO A BOX. MOVE WITH THE CHILD
UNTIL HE 1S ABLE TO DO ALONE.

ACTIVITY

GIVE THE CHILD A SHOE AND HAVE CHILD RE-
SPOND ACCORDINGLY. MOVE WITH CHILD IF
NECESSARY. THEN GO ON TO THE ORANGE (SEC-
OND OBJECT)' AND FINALLY THE BOOK (THIRD
OBJECT). :

ACTIVITY

GiVE THE CHILD AN ORANGE AND HAVE CHILD
RESPOND ACCORDINGLY. MOVE WITH CHILD IF
NECESSARY. THEN GO ON TO THE BOOK (THIRD
OBJECT) AND FINALLY THE SHOE (FIRST OBIECT).
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Task Analysis Game

OBJECTIVE

I
I
I
WHEN A PLATE IS PRESENTED TO THE CHILD, THE |
CHILD WILL TAKE 1T AND PLACE IT ON THE FIRST ‘
OF FOUR CHAIRS. :
|
|
|
I
|

OBJECTIVE
WHEN A CUP IS PRESENTED TO THE CHILD, THE

I
|
}
CHILD WILL TAKE IT AND PLACE ITON THE SECOND |
- OF FOUR CHAIRS. ,
I
I
|
I

OBJECTIVE

I
|
| I
WHEN A SPOON iS PRESENTED TO THE CHILD, I
THE CHILD WILL TAKE IT AND PLACE IT ON THE |
THIRD OF FOUR CHAIRS. |
I
|
|
I
|

OBJECTIVE

|
I
I
WHEN A NAPKIN IS PRESENTED TO THE CHILD, THE |
CHILD WILL TAKE IT AND PLACE IT ON THE FOURTH |
CHAIR. I
I
I
I
I
I

OBJECTIVE

WHEN A PLATE, CUP, SPOON AND NAPKIN ARE

PRESENTED TO THE CHILD (ONE AT A TIME IN

THE ORDER ORIGINALLY PRESENTED) THE CHILD

WILL RESPOND BY PLACING EACH ON ITS APPRO-
Q PRIATE CHAIR. (THE CHILD WiLL TAKE ONE OBJECT
KCAND PLACE IT BEFORE BEING PRESENTED WITH
e 1 HE NEXT.)

Duplicator Page #2

ACTIVITY

HOLD UP A PLATE. SAY THE WORD “PLATL” 10

- THE CHILD. GIVE THE PLATE TO THE CHILDY AND

MOVE WITH THE CHILD AND PLACH ON THI FIRSI
CHAIR. CONTINUE UNTIL CHILD 15 ABLL TO) DO
ALONE.

ACTIVITY \

HOLD UP A CUP. SAY THE WORD ~CL'P" TO THE
CHILD. GIVE THE CUP TO THE CHILD AND MOVE
WITH THE CHILD AND PLACE ON SECOND CHAIR.
CONTINUE UNTIL CHILD IS ABLE TO DO ALONE.

ACTIVITY

HOLD UP A SPOON. SAY THE WORD "s5POON"
TO THE CHILD. GIVE THE SPOON TO THE CHILD
AND MOVE WITH THE CHILD AND PLACE ON
THIRD CHAIR., CONTINUE UNTIL CHILD 1S ARLI:
TO DO ALONE.

ACTIVITY

HOLD UP A NAPKIN. SAY THE WORD ""NAPKIN"
TO THE CHILD. GIVE THE NAPKIN TO THE CHILD
AND MOVE WITH THE CHILD AND PLACE ON
FOURTH CHAIR. CONTINUE UNTIL CHILD IS ABLE
TO DO ALONE.

ACTIVITY

HOLD UP A PLATE. SAY THE WORD TO THE CHILD
AND HAVE CHILD PiCK UP AND PLACE ON FIRST
CHAIR. CONTINUE IN SAME WAY FOR OTHER
THREE OBJECTS.
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Task Av Ivsis Game

OBJECTIVE

WHEN A PLATE, CUP, SPOON AND NAPKIN ARE
PRESENTED TO THE CHILD (ONE AT A TIME IN A
RANDOAM ORDER) THE CHILD \WILL RESPOND 8Y
PLACING EACH ON ITS APPROPRIATE CHAIR. (THE
CHILD WILL TAKE ONE OBJECT AND PLACE IT BE-
FORE BEING PRESENTED WITH THE NEXT.)

—— — — — — — — —— — — —— — —— {— — — ———" C—a—

OBJECTIVE

WHEN A PLATE AND A CUP ARE BOTH PRESENTED
TO THE CHILD, THE CHILD WILL TAKE THEM, ONE
AT A TIME, AND PLACE THEM ON THEIR CORRES-
PONDING CHAIR.

OBJECTIVE

WHEN A PLATE, CUP AND SPOON ARE ALL PRE-
SENTED TO THE CHILD, THE CHILD WILL TAKE
THEM, ONE AT A TIME AND PLACE THEM ON THEIR
CORRESPONDING CHAIR.

OBJECTIVE

WHEN A PLATE, CUP, SPOON AND NAPKIN ARE
ALL PRESENTED TO THE CHILD, THE CHILD WILL
TAKE THEM, ONE AT A TIME, AND PLACE THEM ON
THEIR CORRESPONDING CHAIR.

OBJECTIVE

WHEN A GROUP OF PLATES, CUPS, SPOONS, AND
NAPKINS ARE ALL PRESENTED TO THE CHILD, THE
CHILD WILL TAKE THEM, ONE AT A TIME, AND

. PLACE THEM ON THEIR CORRESPONDING CHAIR.

Duphicaton Page 13

ACTIVITY

HOLD UP A CUP. SAY THE WORD TO THE CHILD
AND HAVE CHILD PICK UP AND PLACE ON SECOND
CHAIR. CONTINUE IN SAME MANNIRWITHOTHER
OBILCTS. PRESENT OBJECTS IN RANDOM ORIDER.

ACTIVITY

HOLD UP A PLATE AND CUP. SAY THt \WORD
“PLATE” TO THE CHILD AND HAVE THt CHUILD
SELECT PLATE, PICK UP AND PLACE ON FIRST
CHAIR. (CONTINUE IN SAME WAY FOR CUP.)

ACTIVITY

HOLD UP A PLATE, CUP AND SPOON. SAY THI
WORD "PLATE” TO THE CHILD AND HAVE CHILD
SELECT PLATE, PICK UP AND PLACE ON FIRST
CHAIR. (CONTINUE IN SAME \WAY FOR OTHEIR
TWO OBJECTS.)

ACTIVITY

HOLD UP A PLATE, CUP, SPOON AND NAPKIN,
SAY THE WORD “PLATE"” TO THE CHILD AND HAVE
CHILD SELECT PLATE, PICK UP AND PLACE ON FIRST
CHAIR. (CONTINUE IN SAME WAY FOR OTHER
THREE OBJECTS.)

ACTIVITY

HOLD UP 3 PLATES, 3 CUPS, 3 SPOONS AND 3
NAPKINS. SAY THE WORD "PLATE” TO THF CHILD
AND HAVE CHILD SELECT ALL OF THE PLATES
AND ONE AT A TIME PLACE THEM ON THE FIRST
CHAIR. (CONTINUE IN THE SAME WAY FOR THE
OTHER OBJECTS.)

—— d— — — — —— - — s o — —— — — — — —— —— et o
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Tash Analvais Game

OBJECTIVE

WHIN A PLATE 1S PRESENTED TO THE CHILD, THE
CHILD AN TAKE 1T AND PLACE 1T ON THE DIN-
NER TAHLL,

OBJECTIVE

AWHIN A CUP IS PRISENTED TO THE CHILD, THE
CHILD \WILL TAKE IT AND PLACE IT ON THE DIN.
NER TABLE, ABOVE THU PLATE.

OBJECTIVE

WHEN A SPOON IS PRESENTED TO THE CHILD, THF
CHILD WILL TAKE IT AND PLACE IT ON THE DINNER
TABLE, TO THE RIGHT OF THE PLATE.

OBJECTIVE

WHEN A NAPKIN IS PRESENTLD TO THE CHILD, THE
CHILD \WILL TAKE IT AND PLACE IT ON THE DIN-
NER TABLE TO THE RIGHT OF THE SPOON.

OBRJECTIVE

WHEN A PLATE, CUP, SPOON AND NAPKIN ARE
PRESENTED TO THE CHILD (ONE AT A TIME IN THE
ORDER ORIGINALLY PRESENTED) THF CHILD WiLL
TAKE EACH AND PLACE IT ON THE DINNER TABLE
IN THE APPROPRIATE POSITION. (THE CHILD WiLL
TARE ONE OBJECT AND PLACE IT BEFORE BEING
PRESENTED WITH THE NENT.)

e e G AL ALY s Wn A acega — e - o i s i G it s

A
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Duphicaton P #14

ACTIVITY

SEOMW Fite CHIED A DRAWING O THE DINNEK
TABLE WITH THE OUTUINE Of A PEATE DRAWN IN
HOLD UP A PLATE, SAY THE WORD 1O THE CHLED
AND HAVE CHILD PICK UP AND PLACE ACCORD-
ING TO DRAWING.

ACTIVITY

SHOAW THE CHILD A DRAWING OF THE DINNIR
TABLE WITH THE OUTUNE OF A PLATE AND A CUP
DRAWN IN, HOLD UP A CUP, SAY THE WORD TO
THE CHIED AND HAVE CHITD PICK UP AND PLACT
ACCORDING TO DRAWING,

ACTIVITY

SHOW THE CHILD A DRAWING OF THE DINNER
TABLE WITH THE OUTLINE OF A SPOON DRAWN
IN. HOLD UP A SPOON, SAY THE \WWORD TO THE
CHILD AND HAVE CHILD PICK UP AND PLACE
ACCORDING TO DRAWING.

ACTIVITY

SHOW THE CHILD A DRAWING OF THE DINNER
TABLE WITH THFE OUTUNL OF A NAPKIN DRAWN
IN. HOLD UP A NAPKIN, SAY THE \WORD T THY
CHILD AND HAVE CHILD PICK UP AND PLACE
ACCORDING TO DRAWING.

S S S R S — .y S———— —— T —— —— — N ——— — — — — —

ACTIVITY

HOLD UP A PLATE, SAY THE WORD AND HAVE THE
CHILD PICK UP AND PLACEF. IN CORRECT PLACE ON
DINNER TABLE. CONTINUE WITH EACH OF THE
OTHER THREE ITEMS IN THE SAME MANNER.

A A e A b e A — ——— Mt s M S S et St e e



Task Analysis Game Duplicator Page #5
. ——Pre — Post
CONTENT EVALUATION FORM

TASK ANALYSIS CONSISTS OF SELECTING A
THAT 1S APPRCPRIATE FOR THE

LEARNER,

UNDERSTANDING THE | AT

WHICH THE trARNER IS FUNCTIONING,

DEFINING THE THAT THE

LEARNER MUST SEQUENTIALLY ACCOMPLISH,

ANDC THEN DESICNING THE

THAT WILL ASSIST THE LEARNER IN FULFILLING
EACH
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— Pre . Post

CONTENT EVALUATION FORM

TASK ANALYSIS CONSISTS OF SELECTING A

goal (task) THAT IS APPROPRIATE FOR THE
LEARNER,

UNDERSTANDING THE level AT

WHICH THE LEARNER IS FUNCTIONING,

DEFINING THE steps THAT THE

LEARNER MUST SEQUENTIALLY ACCOMPLISH,

AND THEN DESIGNING THE activities

THAT WILL ASSIST THc LEARNER IN FULFILLING
EACH objective
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WORKSHOP EVALUATION FORM

1. The experience was:

a) worth the time spent
b) too long

¢) too short

2. Do vou think you were adequately prepared for the material presented?

Yes ___No If no, explain.

3. How does this workshop enhance the skills of a teacher of low functioning children?
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SEQUENTIAL TEACHING OF THE TRAINABLE
MENTALLY RETARDED CHILD

TASK Reducfion of a learning situation into its component parts or
ANALYSIS task analysis can be extremely effective in working with
trainable mentally retarded children. By applying the principles
of task analysis "...it is possible for the teacher to break the
task to be learned into small sequential steps and to implement
the appropriate methodology to help the child climb to the next
higher level of performance."

Keeping the baseline behavior (the child's existing skills) in
view, a series of sequential techniques can be developed. The
following steps can assist in the development of sequential
techniques: )

1. The pupil is given only one new item to learn at a time.

2. A new step is not added until the old one has been
thoroughly learned.

3. Any task to be taught is carefully analyzed and reduced
g to a series of the smallest possible steps.

Each child begins a sequence with a different composite of
entering behavior. Consequently, some children move smoothly
from step to step in a sequence, while others may run imto
difficulty along the way. When thic happens, the teacher

must reexamine the task where the child failed, and teach what-
ever behaviors may be missing, whether it be understanding of
the commands, ability to manipulate objects, or any other
factor. This is not a digression from the sequence, but a
normal part of it.

EXAMPLE:" It will be assumed for this example.that the students can hear),

SORTING sit in their seats, and attend for short periods, and that they
are motivated by the materials used. If they cannot do these
things when the sequence 1s begun, then teaching these behaviors
must be included as part of the sequence. :

i

N = (A
rmch
*Member — Special Education ?/11 [ l\§ Network — Bureau of Education for the Handicapped — U.S. Office of Education— An Equal Opporlunity Emplover



Task Analysis Game

TASK 1

TASK 2

Duplicator Page #8

Poker Chips. (The children—-and the principal--may be told
that these are counting discs!) .

1. Each child 1s given a pile of 20 to 30 red and white chips.
The class is told not to touch them until they are told to do
so. On these first activities it is most important to develop
the concepts of "begin" and '"stop." A compromise at this
point will cause problems later.

2. The teacher says, '"Pick up one red chip." TFor the child who
does this correctly, one of the foilowing assumptions can be
made: (a) he understands the entire instruction and is able

to carry it out; or (b) he is able to copy someone who did it
correctly., TFor the child who does not succeed, the following
assumptions might be made: (a) he does not hear or is not
attending; (b) he does not want to do it (for many possible
reasons); or (c) he does not know the meaning of one or more

of the words in the command (red, ocne, chip, pick up).

When the task has been successfully accomplished, children can
work in pairs. '"Working cooperatively iz an important ability
and must be included as part of the sequence." The desired
learning may not occur- if all of the steps are not accounted
for in the analysis.

Beads of different colors and shapes were presented to the
children. They were then asked to remove only the red ones.
New commands were not added but new instructional materials
were. A new set of instructions for teaching other colors can
now be implemented. '

The attention of the pupils is next drawn to the three shapcs,
one. at a time. When first told to remove all of the balls from
the pile, some children will remove all of the balls while some
will remove balls of only one color. If a child does the
latter, he may not yet have generalized the concept of ball to
colors of balls.

When the three shapes are familiar, the pupils are told: ''Remove

~all of the red cubes from the pile." Some children will remove

all red beads, some will remove all cubes, and some will perform
as instructed. Removing 'i2d ones and yellow ones" is easier
than removing '"red cubes." The former involves removing any
thing that either word applies to; the latter involves removing
only those beads that fit both parts of the command.

The next task introduced bolts, nuts, and washers each being
presented in two sizes and shapes. These were first sorted
according to type of fastener, then to shape among one type and
finally to size among one type.

—
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TASK 3 The third task was to assemble nuts, bolts, and washers of
the same size.

IMPLEMENTATION The above examples were provided so that the child can learn
to completely finish a given task. The next step would be
implementation of a task which allows the student to work
alone or the concept of self-direction. This can be carried
out in some type of on-campus work experience program.

The framework of this sequence is as follows:

Task 1. Work individually, in a restricted area, with direct
and constant supervision.

Task 2. Work alone in a restricted area with infrequent
supervision.

Task 3. Work alone in a less redtricted area with unobservable
supervision.

Task 4. Work with others in one particular unrestricted area
with infrequent supervision.

Task 5. Work independently, moving from place to place, as
necessary to perform the task, with unobservable
supervision.

Task 6. Work in smdll groups, moving from place to place, as
necessary to perform the task, with unobservable
supervision.

The ability to function successfully on Task 6 will be considered
terminal behavior for this example. As with the other examples,
this terminal behavior can serve as entering behavior for many
different learning experiences. Some of the most relevant
sequences are increased independence in the home, the use of
public transportation, use of community recreational facilities,
and limited employment.

The above description of task analysis is to serve as model for
the types of experiences necessary in working with the trailnable
child. : ‘

SUMMARY : A comprehensive program for such children does not have time
for long rest periods and extensive legsons on the effective
utilization of egg cartons. But there is time for training
these childrei. to function in such a way as to be participating
members of our society. To exist in society, trainable individuals
must feel that they have a place. What better way is there to
make & person feel that he is worthwhile than to make him able
to do something useful?

Task analysis is a tool for the teacher to be able to analyze
learning situations to assist in guaranteeing success by the
learner. '
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The material for Sequential Teaching Of The Trainable Mentally Retarded
Child has been extracted by Mrs. Emilie Martin (MSU-IMC) from the following

sources:

Jordan, Laura J., "Classroom Techniques'" Education and Training of the
Mentally Retarded, Vol. 3, No. 1, February, 1968.

Lance, Wayne D., "School Programs for the Trainable Mentally Retarded,"
Education and Training of the Mentally Retarded, Vol. 3, No. 1,
February, 1968.

[
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INDIVIDUALIZED PROGRAMS FOR
MULTIPLY HANDICAPPED CHILDREN

CONCEPT Concept deficit seems to be an area in which many multiply
DEVELOPMENT handicapped children are weak. An appropriate goal would then

to be "facilitate the child's acquisition of organizing principles
with which to comprehend and respond to his envirounment."

"The initial problem for the teacher is to analyze those concepts
ins;which deficlencies are noted to determine their Jensory-
motor components. Problem solving and discrimination tasks are-
then constructed so that this basic sensory-motor component is
isolated and experienced by the child and the appropriate
concomitant verbal label or verbalization is introduced.
Gradually, tasks are presented in which the sensory-motor cues
are diminished and the verbalization is accentuated until problems
. are golved using only the verbal components. For example, 1if
the concept 'shape' has not as yet developed, one might begin
by presenting spherical objects differing in size, material and
weight and introduce the term 'round.' After two or three
specific ghapes have been learned, discrimination problems are
presented. Until this point, merely pointing to the correct
object or labeling a specific shape is required. However, once
discrimination between shapes has been demonstrated, one can
then proceed to tasks requiring the child to verbalize
similarities and differences in shape. Thus, when given several
objects, all £gquare but differing in size, texture, etc., the
child 1s asked, 'How are all these the same?'"

A more difficult variation of the problem is to present several
objects which differ along every other continuum except that
three are round and one is square, In this task, the question
is asked, "Which one doesn't belong and why?" The child must
then check to see that the abstraction or hypothesis holds for
three of the items but not the fourth. The solution of such

a task requires not only deductive and inductive reasoning but
also the process of inclusive and eliminative thinking, that iy,
the formal testing of an hypothesis.

A good test of whether or not a verbalization is truly a
concept or a symbol, as contrasted with a sign or sample
agsgociation, 1s to introduce items verbally with which the
child has had previous experience, but which were not training
objects,

 Mumbier = Stecial Lducetion
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DAY Children who are diagnosed as multiply handicapped and often
TREATMENT viewed as autistic/schizophrenic or profoundly retarded would
PROGRAMS not fit into the above program. These children will demonstrate

little or no receptive or expressive language and few self-care
skills. A day treatment program is helpful for this type of
child. Such a program requires a large room with several
individual cubicles so that the therapists can work in a group
or individual setting.

"The training and treatment programs are predicted on a
thorough diagnostic evaluation. In developing an individual
treatment plan, it 1s important to determine those sensory

and response modalities best developed by the child, as well as
those available to him. We have found, for example, that a
given child may perform more adequately when presented with an
auditory cue and asked for a vocal response, than when presented
with a tactual cue and asked for a motor response. Another
child, equally devastated intellectually, will perform in exactly
the opposite manner. The goal in this program 1s to develop
organizing principles, not at the level of concepts, but rather
more simply as reliable responses to a wide range of environ-
mental and internal cues. If recognition of object constancy

or similarities in situations and the communicative verbal
labeling of such events can be facilitated the program is
considered a success."

Since each child is an individual and is unique it is extremely
difficult to outline a specific program plan.

"In general; the child 1s presented first with tasks requiring
the sensory-motor response mode best developed in order to
broaden his experience with a variety of stimuli. Gradually
tasks will be introduced which require intersensory integration
and multiple modes of respomse. While the cues and responses
selected are dependent upon the literature in child and cognitive
development, the manner of presentation and task situations are
derived from learning. theories, primarily classified, instru-
mental, and operant conditioning."

GOALS : The goals of this type of program are:
1) service, 2) research, and 3) demonstration of results

The children served are rarely seen outside of a residential
setting. However, some are not institutionalized. This facet
brings another aspect of service into view - that of working
with parents. Since any appropriate new behavior must be
continually reinforced both in school and at home, it is
necessary to be in close communication with the parents.
Sound-film recording made during training sessions can be
extremely helpful in presenting behavior models to parents.

The material for Individualized Programs For Multiply Handicapped Children

has been extracted by Mrs. Emilie Martin (MSU-IMC) from the following
source: '

Mattis, Steven, '"An Experimental Approach To Treatment Of Visually Impaired

ERIC Multi-Handicapped Children," The New Outlook For The Blind, Vol. 61,
Pt~ Ph No. 1, January 1967.
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SKILL DEVELOPMENT IN
DEAF - BLIND CHILDREN

Many methods and techniques must be employed to create a learning
situation for yorng deaf-blind children. These children need a one
to one ratio for every activity.

".a working with young deaf-blind children stress is generally placed
on self-help skills, motor skills and communication skills. FEach
skill must be carefully analyzed and then carried ocut precisely with

the child.
SELF~HELP Self-help skills include such activities as washing, eating, dressing,
SKILLS and toilet training.

Washing hands is a task which requires several skills performed in a
sequential order. It requires the multi-handicapped child to locate
the sink, then the faucet, turn it on, get the soap, rub his hands,
rinse them, turn off the faucet, get a towel, dry his hands, and
discard or hang up the towel as the case may be.

The task should be started from the first step and proceed to the end
of the activity.

"It is quite possible that a child will be able to perform only one
isolated part in the complicated process. It is most important that
he always be allowed to perform that one task when it appears. For
example, 1f all the child can do is pull the towel from the container,
then by all means always have him do it. At the same time, he re-
ceives physical cues with the other parts of the task and then cues
are gradually faded until he can complete the task independently."

- The development of eating skills must take 1n the simple act of sﬁal—
lowing and - chewing and have an end result in independent feeding.

It takes a lot of time and many different tasks for a child to learn
how to dress and undress himself,

With each successful step involved in toflet training, praise the
child in a way he understands. Do not punish fdilures, but do not
reward them. '

*Member — Special Education ?/A | NS Network — Bureau of tduration lor the Handicapped — 1.5, Oftice ol fducatiun = An laual Opportundy § mplover



‘Task Analysis Game Duplicator Page #14

. ;
It is highly unlikely that sequential order will be used in acquiring -
this skill. A child may first learn to flush the toilet, or pull
down his pants. For this reason the measurement of his ability is

.~ needed on each step of the skill.

MOTOR SKILLS The multiply-handicapped child requires the same motor skills as any-
other child but his multiple handicaps often prevent them {rom de-
veloping at a "normal" rate.

Through the activities of balance and posture the child determines
where the line of gravity is and the direction of its force. He is
also able to develop a point of origin for the relationships in the
envivonment around him. .

Locomotion includes these activities which result in moving the body
through space. With these activities the child investigates the
relationships between objects in space. '

Contact and Manipulation--Includes skills of manipulation by whicn
the child handles objects and explores their nature. Contact skills
usually involve the hand.

Receipt includes those activities in which the child must relate to
an object moving toward him. The child places his body in the path
of the movement, as in catching and stopping. Propulsion includes
those activities in which the child must relate to objects moving
away from him as in pushing, throwing, and batting.

Movement Exploration-—The complet: awareness of one's own body and
its possibilities of movement and performance are necessary for
correct body image.

Laterality can be characterized as an internal awareness of the sim—
ilarities and differences between the two sides of the body.

COMMUNI CATION While the deaf-blind child is handicapped in the senses used as mediums
SKILLS for communica*ion he may have some usable sight and hearing. This
residual sight or hearing should be used whenever possible.

- "The following communication systems are used with the deaf blind:
(a) speech and vibration, (b) fingerspelling, (c) gestures, (d) sign
language, and (e) commvnication using a machine.

Internationally, in most deaf blind departments, speech and vibration
are stressed as the main form for communication. However, there are
many children who never will learn to speak and, therefore, must use
one of the other systems.
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Vibration: The sense of touch, is used for receptive language. The
student puts his hand on the face of the person to whom he is talking.
The thumb covers the mouth and feels the movements of the lips, jaws,
and tongue. The four other fingers are spread over the cheek and

jaw to pick up vibrationms. :

Fingerspelling: Each letter in the alphabet has a specific finger
position. The letters are spelled into the hand of the deaf blind
person and the deaf blind person spells out his ideas to the person
with whom he is talking.

Gesture: The ncrmal young child finds movement and language inseparable.
To the young deaf blind child, language must also be movement, and

there is meaning in language for him only insofar as it includes move-
ment. The natural method of expression should, therefore, be movement
for the deaf blind child as well as for the seeing and hearing child.

The young deaf blind child may express himself then, in natural gestures.
This spontaaeous gesturing is rare in the congenitally deaf blind child
and he must be taught to use gestures as one of the first steps in
learning language. Where the young seeing and hearing child shows his
desire for a ball by making a gesture for a bouncing ball, this is an
opportunity for adults to present speech for the child. The child
should be allowed to use these natural gestures as a rogd-breaker for
speech, but later the child substitutes the spoken word for the natural
gesture. The same principle holds true for the young deaf blind child:
natural gestures are necessary, but not as the final goal.

Sign language: In sign language, each word has as its symbol a move-
ment of hands and arms. Movements are combined to form a language
used mainly by deaf studemnts. In some instances, deaf blind students
can uge this system, but speech and fingerspelling are more often pre-
ferred.

Communication using a machine: Two machines will be mentioned: the
Tele Touch machine and the Artificial Ear. The latter was introduced
by a Danish firm some years ago and translates sound into vibration
patterns in a number of keys. However, it has not yet been adequately
evaluated through research. -

The Tele Touch machine consists of a typewriter keyboard and a braille
cell. The deaf blind person puts his finger on the braille cell; the
person talking to him uses the keyboard. For example, pressing 'A'

on the keyboard makes the braille 'A' appear. This system is usually
used by the deaf and blind people who become handicapped after school
age. It can easily be used without specialized training on the part
of the hearing and seeing person who needs only to know how to spell.

The method most widely taught in schools is speech with vibration. 1In

some instances several methods such as speech, vibration, and finger-
; spelling are combined. It is sometimes necessary to use every availa-
(. ble method to communicate with a deaf blind person."”
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The material for Skill Development in Deaf-Blind Children has been extracted by
Mrs. Emilie Martin (MSU-IMC) from the following sources:

The Educational Program for Deaf-Blind Children at the Michigan School for the
Blind. Michigan Department of Education, Michigan School for the Blind,
Lansing, Michigan,

Guldager, Lars. ''The Deaf Blind: Their Education and Their Needs,'" Exceptional
Children, Vol. 11, No. 69, pp. 204-5.

Professional Preparation of Teachers of the Multiply Handicapped with Special
Concern Directed Toward the Child with Both Auditory and Visual Impairments.
Proceedings of the Special Study Institute (Pittsburgh, Pennsylvania,

June 28-August 6, 1971).
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DESCRIBE YOUR LEARNER
--LEADER'S GUIDE--

OVERVIEW

This is a self-paced activity whereby the participants,
working in pairs, complete a series of short worksheets. Through
the activity the participants will be forced to examine the be-
havior of a child and then eventually select out those behaviors
that are countable and specific. Finally, they will create a
chart for examining the behavior over a period of time. The
activity concludes with a discussion of how to select and chart
specific behaviors of children.

Three different "stimuli” can be used for the activity.
Participants can focus on a child presented via a written case
history, on a videotape, or they can use a real child that they
presently have in their classroom.

The unique aspect of the design of this activity is that you

can focus on the behaviors of any type of handicapped child. The
uilus t

focus is dependent on the stim at you use.

OBJECTIVES

Through the activity the participant will

--participate in the selection and analysis of learner behaviors.

--select behaviors that are specific and countable.

--develop a chart to record the occurrence of a specific
behavior.

At the conclusion of the activity the participant will

--be able to define in writing a "specific behavior."

--be able to select a group of specific behaviors from a list
that includes non-specific behavioral descriptions.

PREREQUISITES

For the leader: Familiarity with the definition of a specific
behavior. Ability to differentiate specific behaviors from non-
specific behavioral descriptions. (NOTE: A reading of Robert
Mager's book, Preparing Instructional Objectives, should assist in
better understanding what 1s a behavior.)
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For the participant: If you will be asking the participants
to focus on a student that is currently in their classroom, it is
advisable to inform the participants prior to the workshop to bring
with them samples of the particular student's work. This will
assist the participants in focusing on a specific student.

TIME NEEDED

Approximately one hour is needed for the activity and
discussion.

MATERIALS NEEDED
1. TO BE DUPLICATED:

All pages to be duplicated are marked "puplicator
Page # " in the upper right hand corner. Use. the
pages in this kit so marked as masters.

ONE FOR EACH PAIR:

--An envelope that contains Duplicator Pages 1-3
the six worksheets (Be
sure to separate work-
sheets since two are
printed on each duplicator
page.) ' S

--A case hisiory (to be used Duplicator Page 4
if you are not using a '
videotape or having par-
ticipants focus on their
own students)

ONE FOR EACH PERSON:

--Content Evaluation Form Duplicator Page 5
--Workshop Evaluation Form Duplicator Page ¢
~--Supplementary Information Duplicator Pages 7-13

2. OTHER MATERTALS:

--Videotape (showing a child in a teaching/learning
sitvation. About 10 minutes of tape is needed.
This apwroach is optional. If you have access
to a tape, however, you will be able to stimulate
‘greater interaction among the participants.)

-~-Videotape recorder
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PHYSICAL ARRANGEMENTS NEEDED

Tables and chairs sufficient to organize participants in
pairs. If you use long tables you will be able to organize two
or three pairs at each table.

PROCEDURE
1. You should have envelopes prepared prior to the activity.
Each envelope should have all six worksheets in it. By
cutting off one end of the envelope, the title and number

of each worksheet will be exposed. Pairs can draw out one
worksheet at a time without seeing the next worksheet.

I

2. If you will be using a pre-test, you should administer it
at the very beginning.

3. Or§anize and seat participants in pairs.
4. Begin by introducing the activity.

"You will be given a case history about a student."
"You will be watching a videotape of a student."
-—-or-- ’
"You will be focusing on a student in your own classroom."

"With this particular student in mind, you will be

working with your partner to complete a set of six work-
sheets. Make sure you complete one worksheet at a time.
Do not move to the next worksheet until you have completed
the one you are working on."

5. Hand out envelopes with worksheets. Tell participants to take
out only the first worksheet.

6. Provide stimulus for the activity. (Show videotape, hand out
case history, or ask participants to take out work samples of
their student.)

7. Begin activity. During the activity you should move throughout
the group to see that each pair is progressing with the task.
You may have to tell pairs to go to the second worksheet when
you see they have finished the first.
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8. Allow about 40 minutes for the activity or enough time for
participants to complete all six worksheets.

9. OPTIONAL: You may want to extend this activity by including
a seventh worksheet. This would provide the participants
an opportunity to actually design some activities for the
behavior that they have focused on.

OPTTONAL WORKSHEET
VII., CHANGING YourR LEARNER

Design a group of learning activities that:

a) will promote the specified behavior
' change

b) will provide occasions for you to
observe the incidence of the behavior

10. Group discussion.

1l1. Post test (see the last pages of this guidé for content
evaluation and workshop evaluation forms).

DISCUSSION_GUIDE

The easiest way to conduct a meaningful discussion of the
activity is to use the different worksheets as a guide. Ask
different pairs of participants to:

--name the specific behavior that they focused on.

--read some of the statements from the first worksheet
that were not specific behaviors.

~-describe their observation procedure.
During the discussion you should reinforce the necessity of

examining spec1f1c behaviors. . If we do not focus on specific
behaviors, it is very hard to see change in students.

EVALUATION

Two forms are provided which can be used to help you gather
data on content learning and the workshop activity itself. On the
content evaluation form we have included in italics those answers
most frequently occurring during our field testing of the kit.
Perhaps they will assist you to evaluate your workshop responses.
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Deseribe Your Learner

. Describe a Learner

In the spaces below, write a series of short statements that describe a specific learner.
Use whatever available information vou have on the learner. (i.e., easily distracted,
1Q = 80, seldom initiates speech, dressed neatly, walks with a limp, ete.)

II. Examine Your Learner

Go back to the first page. Puta “B” in front of those statements that are truly behaviors.
Next, add an “S” in front of those behaviors that are specific enough that vou could
actually see change in them during the next month. (i.e., B—walks with a limp; SB—
seldom initiates speech.)
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{l. Your Learner And Change

From vour total list of specific behaviors, select 3 in which vou would like to see
change in the next month (from the first page).

Duplicator Page #2
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IV. Zeroing'In
Pick one of the specific behaviors (from III) that is observable and countable.
CSB
Exactly what is it that you'll be watching for?
<
N
m
=
Q
Z
0
Z

Describe Your Learner




V. Planning Your Observation Procedure

The observation you will make should:
.a) be “recordable” during the learning activity -
)) provide for quantification (counting)
) allow quality judgments to be made at the time or later
d) allow comparison with the standard or evaiuative goal.

~

Duplicator Page #3
mn

Describe vour ohservation procedure. Tell how it will allow you to evaluate.
) 1
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VI. How Will You Know If Your Learner Chang'ed?

In the space below design a simple checklist, chart or other recording procedure that
will allow vouto record yourlearner’s behavior (from IV) overa period of time.

Examples: |[ZQH LRy . :"_ e :"~ N ?IL',:_ [T —.j:.lr..i.
“lorivierl | ) adit et o Tl 4] 414
= [ L IR X il O ‘ 1 -i=]e ]+
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CASE HISTORY OF VICTOR H.

Victor H.is a 10 year old hoy who has been expelled from school on three different ocea-
sions. He has also had over 23 contacts with the police for various delinguencices. These include
fire setting, destruction of property, incorrigibility and gnestionable conduct.

Victor's teachers complain that he is constantly disturbing the other children. He calls them
names under his breath, makes remarks about members of their families, and bumps, touches,
or hits other students when going to and from his seat. He never raises his hand in class and he
vells ontwhether he is called upon or not. He has also been involved in fights on the playground,
stealing money from the teachers’ purses, and refuses to do his school assignments.

In spite of the many delinquencies, the hoy is cooperative at home, helps with thc house-
work, and gets along well with his mother and brothers and sisters.

Victor is a small, thin, and rather pale voungster who is friendly, polite, and ingrati.ting. -
During the psychological examination he appeared completely normal. He sat quietly, an-
swered questions readily, and showed a normal range of emotional responsiveness. There was
some anxiety, but generally he remained calm and composed. He tended to minimize his diffi-
culties, to find excuses, and to project the blame onto others. There were no wmpt()ms of more
serious personality disturbance.

The conditions under which the family lives are most unsatisfactory. The three-room apart-
ment is ina deteriorated area noted for its high rate of juvenile delinguency. The mother, who is
divorced from her first husband and separated from her second, is a neat appearing, narcissis-
tic, and meticulously dressed woman. She works irregularly as a waitress, with the family sup-
ported by unemployment compensation and a small alimony from ber divorced hushand. The

father is an unstable man who has been married six times. The mother is openly hostile toward

herchildren, and quite frankly says that she did not want any of them. The boy’s brotherand two

“sisters were bom illegitimately.

The impression of the Psychologist is that the voungster’s numerous delinquencies grew
ou of the combination of stress sitnations including a broken home, an overly rejecting mother,
sub-standard living conditions, and a high delinquency neighborhood.
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— . Pre —— Post
CONTENT EVALUATION FORM

1. What is a “specific behavior?”

2. Check (below) those examples that are specific behaviors.
—__ hyperactivity .
— — laughing
—  talking
—— group interaction
— . sitting in a corner

— . aggressiveness
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= Pre 0 Post
CONTENT EVALUATION FORM
1. Wh-at is a “specific behavior?”

A behavior that can be observed and counted. A behavior
that two different observers will label as the same.

(It is specific enough to eliminate any confusion in
observation. )

2. Check (below) those examples that are specific behaviors.
—— hyperactivity
_-X_ laughing
_ X talking
—_— group interaction
¢ —X_ sitting in a corner

— . aggressiveness
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WORKSHOP EVALUATION FORM

I. The experience was:
—— a) worth the time spent

—__b) too long

¢) too short

2. Do vou think you were adequately prepared for the material presented?

_— Yes —.— No If no, explain.

3. How does this workshop enhance the skills of a teacher of handicapped children?
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A MULTI - DISCIPLINARY APPROACH TO
THE MULTIPLY HANDICAPPED
1
Concern for the education of children exhibiting more than one
handicap, or multiply handicapped, has led to various programs.
The requirements for admission into such a program are that the
children must have at least two handicaps, one of which is physi-

~cal, i.e., visual or aural impairment, physical disability, or

any combination of the three. The secondary handicap might be
emotional or developmental. The ilmportant factor to consider 1s
that any other placement of a child with a combination of handi-
caps would be i1nappropriate.

While each child 1s an individual with a unique set of traits and a
dif ferent combination of handicaps there are a few characteristics
which are indicative of the general class of young multiply handi-
capped children. Many are content to be involved in self-stimulation
activities. They avoid contact with people and manifest behavior
designed to keep people at a distance. Developmentally they exhibit
poor, or nonexistent, obility skills, are not toilet trained and
lack meaningful symbolic communication skills.

Since each child is a unique individual it must be remembered that

the list of characteristics which we associate with a certain degree
of hearing loss, type of brain injury, or particular physical dis-
ability, when viewed in isolation, does not have the same significance
when that particular disability occurs simultaneously with one or

more other severe disabilities.

"It is because of the complex behavior patterns of such multiple
disabilities that a multidisciplinary evaluation team consisting of
speclalists in pediatrics, neurology, ophthalmology, psychology,
speech pathology, audiology, social work, and special education
should examine each child."

A multidisciplinary approach to the child helps to establish an indi—
vidual program for each child.

"Teachers should spend sufficient time on assessing an individual
child and working with the parents to gain an understanding of the
child and his needs."

Network —Bureau of [duralion for the Handicapped — U.S. Office of Educalion— An Equal Opportunily Emplover
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OBJECTIVES Specific objectives of a diagnostic program for multipty handicapped
children are:

1. To gather and prepare Laseline data

2. To coordinate the findings of the various consultants with
the educaticnal evaluation.

3. To summarize and present the findings of the entire diagnostic
team to the staff for recommendation of educational place-
ment and program.

4. To assist the child, the parents to integrate the child into
the educational program.

The assessment of the child's baseline behavior by a group of special-
ists paves the way to an individualized program dependent on each
child's needs.

EXAMINATION PROCEDURES FOR THE MULTIPLY HANDICAPPED

Many multiply handicapped children demonstrate some degree of verbal
disability and some are essentially nonverbal. This lack of communi-
cation makes it difficult to attempt to develop and use & rigid, formal
clinical test battery. These children are usually far below measura-
ble intellectual or social performance levels.

INFORMAL A series of examinations in different settings hasg proved effective

OBSERVATION for working with multiply handicapped. The examination may begin
"in a large play room in the presence of not only the unfamiliar
examiners, but also the parents and caseworkers with whom the child
is usually more at ease. Frequently the professional staff observes
through the one way mirror system while the parents are encouraged
to let the child 'show off.' This examining room is large, relatively
indestructible and offers the child a variety of opportunities to
demonstrate skills in step climbing, block activities, doll play,
table games, balancing, rocking, sliding, and in general, to perform
as he might in an unstructured soclal free play situation.

Children seeri in this first cxamining room are observed for gross
speech, language, and hearing characteristics and are classified in
one or two gross categories: (a) those who show a pattern of apathy,
immobility, unresponsiveness, and inhibition; and (b) those who are
aggressive, highly mobile, distractible, and have short attention

spans."
UNRESPONSIVE The children initially diagnosed as apathetic or unresponsive are then
CHILDREN placed in a room free of outside distractions and equipped with speak-

ers, Various stimuli such as the clicking of keys, the barking of

a dog, and a car engine starting are presented with a long interval
between each to see if the child does respond or if he does initiate
activities himself. The examiner may also initiate activities with
the child.
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DISTRACTIBLE Children initially classified as aggressive or highly dis-

CHILDREN tractible are placed in - different environment, one free of
all distracting objects and containing only two chairs and

AR a table. Many of these children demonstrate variouns ritual-
istic behavior patterns or types of self-destructive behavior.
Viriual and auditory stimulli are introduced in an attempt to
br:ak the behavior pattern. Essentially new techniques are
- In-roduced in an attempt to fatigue the child's hyper-

irrvtable behavior.

SENSORY The final evaluation consists of looking at the individual

EVALUATION child in a more specific manner, Tactual, auditory, visual,
gross motor and verbal receptive systems are examined along
with his interaction (responses to sensory stimuli) moti-
vational aud personal reference systems in an attempt to
determine his behavior patterns.

An evaluation, such as the one suggested above, 1s valuable
in a variety of ways. It not only gives insight into a par~
ticular child, but can ke used as an initial therapeutic
attempt or better as a guideline to plan a program for each
child. - : :

The waterial for A Mul:i-Discipiinary Approach to_the Multiply Handicapped has been
extracted by Mrs. Emilie Martin (MSU—IMEjifrom the following sources:

An Educational Program for Multi-Handicapped Children, East San Gabriel Valley
School, Office of the Los Angeles County Superintendent of Schools, Los
Angeles Schools, April, 1972.

Cur:is, W. Scott, "The Evaluation of Verbal Performance in Multiply Handicapped
Blind Children," Exceptional Children, Vol. 32, No. 6, }:bruary, 1966.
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A TOTAL APPROACH TO THE EVALUATION OF THE
TRAINABLE MENTALLY RETARDED

TERMINOLOGY In discussing the evaluation and trailning of special groups of people,

we are usually faced with a problem of definition or diagnosis. Ini-
“tially this problem appears to be one of semantics. Is the person
mentally retarded? Is the person dyslexic? Is the person a patient,
a client, or a student? Many times we are concerned with finding

the appropriate term for what i1s wrong with special children that we
call exceptional, handicapped, or developmentally disabled. Taking

a further step and being concerned with not only ewvaluation results
or diagnosis, but program planning, education of, treatment of, ac-
tivities for, etc., we must then be concerned with a different level
of evaluation or, back to the realm of semantics, a different termi- °
nology. Is a child developmentally disabled and will that, therefore,
define how to meet his needs? The term "developmentally disabled"
provides a framework for understanding many children in a new way.

In working with a mentally retarded child, we are not concerned with
the child's retardation and educating him to be more retarded or less
retarded. We are concerned with finding out what assets the child
does obtain and educating the child to his ‘maximum level of potential
with the assets that he does possess.

When we talk about a child or-a.student in which we are concerned
primarily with most effectively meeting his educational needs, we

are concerned with his level of functioning in a variety of areas—-
in his motor areas, in his interaction with others, in the areas of
his intellectual abilities, in the area of his achievement, in the
area of his vision and auditory abilities, and speech and language.

In other words, we are looking at the child in a developmental frame--
work.

" EVALUATIVE ""The evaluation of exceptional children necessitates the utilization

METHODS

of several evaluative methodologies. The instruments and methods of
evaluation vary depending on the type of child, age of child and the '
various assessment needs that have been indicated by people working
with the child. All of the specific areas of child evaluation can be
accomplished by utilizing the following methods:

*Member — Special Education 7,0 C \\§ Nenvork — Bureau of Education for the Handicapped — 0.5 Office of fducanon— An Equal Opportuniy Emptoyer
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Formal testing
Informal testing
Informal observations
Structured observations
Parental interviews

Some selected areas which can be evaluated in the above ways
are: hearing, motor ability, speech and language, vision, and
personality. When individual test results are obtained, these

results can be formalized into an assesament of the total child.

"Once we can see this child as a total child, functioning at
different levels in different areas of training and program
activities can be implemented along the lines of normal child
d-velopment."

The material for A Total Approach to the Evaluation of the Trainable Mentally
Retarded has been extracted by Mrs. Emilie Martin (MSU~-IMC) from the following
source:

Book of "roceedings, Workshop for Severely Developmentally Disabled, Ellisville,
Mississippi, January 11-13, 1972.

~———

—
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CHARACTERISTICS OF AUTISTIC CHILDREN

Autism 1s a relatively uncommon condition which occurs in about
three or four children out of every 10,000. It is three or four
times as frequent in boys as in girls and there 1s a definite
tendency for autistic children to come from a middle class-—-and
perhaps especially a professional--background. The majority of
children appear to have had the discrder from early infancy and
in all but a few the condition is manifest by the age of two or
2 1/2 years.

CHARACTERISTIC The two most characteristic features in early childhood are the

FEATURES difficulty in forming relationships with other people and the
severe retardation in the development of language. The third
almost universal feature of the disorder is the presence of
various ritualistic and compulsive phenomena--what Kanner called
aii "obsessive desire for the maintenance of sameness'". More
than other children, the autistic child tends to be very good
at some activities but very poor at others. This great variability
in intellectual functioning has heen shown to be related to
language development—-the autistic child is particularly handi-
capped 1n anything which involves verbal skills.

SOCIAL The autistic child' 8 difficulty in forming relationships with
RELATIONSHIPS other people may be viewed in a variety of ways. Kobler suggests
that an autistic child has lost centact with the world because
he has lost contact with himself, Since he is unable to carry
on an inner dialogue with himself, he cannot relate to people.
He sees the task as one of helping the child to establish a
relationship with himself,

"The autistic child's social difficulties are, of course,
important in their own righft but also they have implications for
schooling. In the first place his social withdrawal may mean
that there will be problems in motivating him to learn. For the
ordinary child, praise nnd approval from adults whom he loves
and respects are powerful mctivating forces. But, at least in
the younger autistic child, this may not be sc. Social '"rewards"
and pressures have less effect and great patizance may be needed
in building a relationship with the child so that these social
influences may be used iIn the teaching situation. Although
autistic children have considerable difficulties in forming
relationships with other people, they can do so."

*Member — foecial Education 2/‘ .CJK\§ Network ~ Ayreau of £ducation for the Handicapped — U S. Office of Education — An fqual Opporiunity Emplover
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PROBLEMS 15 The most severe handicap of an autistic child is his inadequate
COMMUNICATICN language development. It affects his intellectual functioning
and his ability to relate to other people.

...the autistic child, unlike the child with most other dis-
orders of language, has difficulties in all forms of communication
not just in speech.

"...the speech of autistic ({psychotic) children 1is generally
characterized by low developmental level, lack of questions and
informative statements, few personal pronouns, greater use of
imperatives, limitations in verbal output, and more frequent
idiosyncratic uses of words. There is little comprehension of
the speech of others, little gestural reinforcement of speech,
and there are many deviations in articulation, pitch, stress,
rhythm, and inflection, as well as poor coordination of speaking
and breathing."

"It has also been found that nonspeaking children demonstrate
less verbalization in infancy, are less alert and less responsive
to sound in infancy, manifest more autistic behaviors, engage

in more self-mutilative behaviors, 2ad show more evidence of
other perceptual deficits. It is thus clear that diificulties

in language development are not an isolated phenomenon but,
rather, relate to difficulties in other areas ¢f functioning

and characterize lower-functioning psychotic children."

RITUALISTIC "The autistic child often has repetitive and stereotyped
AND COMPULSIVE activities of his own, collections or extraordinary objects,
BEHAVIOR and rituals which he may impose on other people, including his

pareuts and his teacher. The screaming sessions which may follow
any attempt to interfere with his routines can cause immense
discori and distress in everyone in the vicinity. Nevertheless,
it may be essential to change the ritualistic and compulsive
behavior. Otherwise the autistic child's preoccupation with

this behavior may lead to the exclusion of ‘all other activities,
so preventing any opportunity of meaningful schooling."

"Several studies have been specifically directed to the measure-
ment of ritualistic or repetitive behavior. Although individual
differences in quantities and patterns remained stable over both
prolonged and repeated observations, and variations in quantities
were unrelated to elapsed time or envirommental events.

The material for Characteristics Of Autistic Children has been extractéd
by Mrs. Emilie Martin (MSU-IMC) from the following sources:

Hingtgen, J. N. and C. Q. Bryson, "Recent Developments in the Study of
Early Childhood Psychoses: Infantile Autism, Childhood Schizophrenia,
and Related Disorders,'" Schizophrenia Bulletin, Issue #5, Spring, 1972.

Kobler, Richard and Edith Kobler, A Technological/Academic Approach to the
» Treatment of Autism, Speech given to the National Society for Autistic
Children, Nashville, Tennessee, June 26, 1971.

-Rutter, Michael "Autism: Concepts and Consequences," Special Education,
Q , Vol. 59, No. 2, June, 1970.
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REINFORCEMENT MYSTERY RAMES
--LEADER's RUIDE--

OVERVIEW

This activity consists of three separate phases which
provide the participants an opportunity to practice and analy:ze
the use of reinforcers in learning.

The first phase calls for a demonstration game in front of
the group followed by the participants playing the same game in
pairs. This phase demonstrates selective reinforcement whereby
the learner is only reinforced when the correct answer is given.
For this phase it is assumed that the learner wants the rein-
forcer that is used.

The second phase also uses a demonstration followed by
group play. This phase, however, demonstrates selective rein-
forcement when the appropriate reinforcer is not known.

The third phase is conducted entirely by the participants
working in pairs. 1Individual instruction sheets are provided to
each member of the pair. This phase uses non-selective reinforce-
ment (all responses are given a token). The focus, though, is on
discovering what the "learner" perceives as a reinforcer. It is
up to the "teacher" in each pair to discover the unknown reinforcer--
what the "learner" wants as reinforcement.

- OBJECTIVES

Through the activity the participants will

~-become aware of the use of selective reinforcement to
influence behavior.

-~-become aware of the necessity of discovering a léarner's
reinforcer to effectively use reinforcement techniques.

At the conclusion of the activity the participant will

--be 'able to list different types of reinforcement.

--be able vo ¢ite the most important aspect of developing a
‘reinforcement procedure--discovering the student's reinforcer.

PREREQUISITES

For the participants: It is suggested that the three phases
be used in order. If the participants have any problems with
Phase I or Phase II, they will experience very great problems with
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Phase III. In such a case it is suggested that the activity be
terminated with a discussion at the end of Phase II. To be
successful with Phase III, the participants must bhe willing to

truly understand the concept ®f discovering what is reinforcement
for a student. Many participants have a pre-conception that their
selection of what is reinforcing will be reinforcing to the student.
Also, that the use of the reinforcer will cause a certain behavior
to occur. The behavior, however, must occur by accident the first
time! Then, through reinforcement, it can be made to occur again.
A behavior will not occur just because a reinforcer is provided.

TIME NEEDED

The entire activity will take approximately 90 minutes.

y Introduction - 5 minutes
¥y Phase I ' 20 minutes
Phase II 20 minutes
Phase III 30 minutes
Discussion 15 minutes

MATERIALS' NEEDED
1. TO BE DUPLICATED:

All pages to be duplicated are marked "Duplicator

Page # " in the upper right hand corner. Use the
pages in this kit so marked as masters. The pages
marked '"Transparency Page # " should be used as

masters to process overhead transparencies.

ONE FOR EACH PAIR:

--Number Chart & Reinforcers Duplicator Page 1
--Materials for Phase III Duplicator Pages 2-4

ONE FOR EACH PERSON:

--Content Evaluation Form " Duplicator Page §

--Workshop Evaluation Form Duplicator Page 6

-~-Supplementary Information - Duplicator Pages 7-11
2. OTHER MATERIALS:

--Number Chart ~ Transparency Page 1

--A number of coins {pennies)
--Overhead projector
-~A number of blue, green,
i : and pink tokens (small
squares of colored paper)
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PHYSICAL ARRANGEMENTS NEEDED

Tables and chairs sufficient to organize participants in
pairs. 1If you use long tables you w1ll be able to organize two
or three pairs at each table.

PROCEDURE

1. If you will be using a pre-test (Content Evaluation), you
should administer it at the very beginning.

2, Introduce Phase I activity.

Select one participant to assist you in front of the
group. Project the transparency showing the four rows
of numbers. Select a number from the chart. Ask the
participant to say out loud a number from the first
row. If he says your selected number, reward him with
a penny and ask him to select a number from the next
row. If he responds with the wrong number, say nothing
and ask him to select a number from the next row. Con-
tinue having the participant select numbers from each
row. Every time he is correct, reward him with a
penny. Continue the activity until the participant is
consistently selecting your number.

3. Divide the group into pairs.
- 4., Provide each pair with a copy of the chart (Duplicator Page #1).

5. Have members of pairs play the Phase I game with each other.
Allow about 10 minutes.

6. Discuss with the group the objective of the game--selective
reinforcement and how it is possible to shape a person's
behavior by reinforcing certain responses. Also discuss the
use of tangible reinforcers (penny) versus non-tangible
reinforcers (smile, pat on the back).

7. Introduce the Phase II activity.

"Our next activity is similar to the first, but we will
have to also find out in this activity what is a rein-
forcer for the learner. In many instances we may be
using a penny with a learner, but it has no reinforcing
effect. The learner would prefer a smile.”’

Select one participant to assist you in front of the
group. Ask the participant to select one reinforcer
(either a penny, a smile, or a star) and NOT TO TELIL
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10.

11.

12.

13.

14.

YOU OR ANYONE ELSE WHICH ONE HE HAS SELECTED. Project
the transparency and select a number as before. Tell
the participant that his goal is to collect as many of
his selected reinforcers as possible. Continue as in
the Phase I activity. Systematically attempt different
reinforcers until you discover the learner's reinforcer
and have him consistently selecting your number. (Use
Duplicator Page #1 for the smiles and stars.)

During this demonstration in front of the group it may
help to direct "aside" comments to the group while you
are working with the volunteer. (i.e., "It looks like
pennies aren't working very well. I think I'll try
stars," or "I don't think he knows my number yet," etc.)

Have members of pairs play the Phase II game with each
other. Have them use the smiles and stars at the bottom of
Duplicator Page #1. Allow about 10 minutes.

Discuss with the group the objective of the game--selective
reinforcement and identifying the appropriate reinforcer.
Ask participants to describe the systems they used to
identify what their partner's selected reinforcer was.

At this point decide whether to end the activity or continue
with Phase ITI. If discussion is lively, you might want to
close the activity at this point and resume with Phase III
on another occasion.

Introduce the Phase III activity.

Hand out Duplicator Pages 2 and 3 to one member of each
pair. Also, give that member a stack of blue, green,

and pink chips. .Give the other member of the pair
Duplicator Page 4. Tell the participants to read the
instructions carefully. ‘The goal for the teacher is to
guess the color reinforcer that the learner has selected.

Begin the Phase III activity.
2llow about 30 minutes for the activity or until pairs
are finished. For those pairs that finish early, have
them switch roles and try the game over.

Large group discussion.

Post test (see the last pages of this guide for content
evaluation and workshop eévaluation forms).
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DISCUSSION GUIDE

The following. ideas should be bréught out in the discussion.

--Investigating appropriate reinforcers is a matter of
examlnlng the recurrence of correct behav1or not
examining incorrect behavior.

--One strategy that can be used to discover a reinforcer
is to consistently and systematically use only one
reinforcer. TIf the behavior does not recur through
the use of that reinforcer, then discard that reinforcer
and try another one. A random use of reinfcrcers does

‘not allow the opportunity to assess the effect of the
reinforcers.:

--A person may provide occasionally correct response
behavior without in fact having this behavior learned.
This is simulated in the game by the person playing
the role of the learner having the freedom to respond
correctly or incorrectly as he happens to feel like
unless it is an item that he responded correctly to
and was reinforced correctly for.

--When working with low functioning children, the most
difficult task is that of systematically chaining a
correct response with a correct reinforcer. By changing
or switching reinforcers, you may end up confusing the
child. Necessarily, a certain amount of initial behaviors
may go by unreinforced while you are attempting to select
the most appropriate reinforcer.

EVALUATION

Two forms are provided which can be used to help you gather
data on content learning and the workshop activity itself.’ On the
content evaluation form we have included in italics those answers
most frequently occurring during our field testing of the kit.
Perhaps they will assist you to evaluate your workshop responses.
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PHASE III—TEACHER

You are the TEACHER. Your objective is to discover the color token that the learner has se-
lected as a reinforcer.

You must go through the series of addition problems once, asking the learner each problem in
turn, and reinforce all responses with a single token. The color token you use for reinforcement
affects the learner’sresponses. The learner has selected one of the colors as the one he/she wants
as a reinforcer. You may NOT ask the learner his color preference!

After going through the list once in order, you may ask the learner any problem from the list. You
do not have to go in order. Continue asking problems until you are sure of the color token the
learner has selected as a reinforcer.

Use the Scoring Sheet in any way that you wish to help you in charting the learner’s progress.
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PHASE 1li—SCORING SHEET

Q,’t@ ‘gfa

A g;\) ?ﬁgﬂe‘
343 ()

42  (B)
242 (4)

3+ (W)

541  (®)

441 (5)

241 (3)

243 (5)

1 W) 5
5+41  (B) | .
4l (5)
241 (3)

2+3  (5)

+1 )

5¢1  (6)

4+1  (5)

2+1 - (3)

243 (5)

341 ()

5+1  (B)

4+1  (5)

241 (3)

243 (5)

(From now on you
: may skip around in
Q the list.)

IS ONE TOKEN A EETTER REINFORCER FOR YOUR LEARNER?
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PHASE 11l—LEARNER

DO NOT LET YOUR TEACHER SEE THIS PAGE!!

You are the LEARNER for thiis activity. You will be asked by the teacher to answer simple addi-
tion problems. Following each answer, the teacher will reinforce you with a token.

The color of the token you would like as a reinforcer is:
(circle your choice)

BLUE GREEN PINK

The teacher will attempt to find out what yoﬁr color preference is. Do not TELL your teacher
your color preference.

HERE.- ARE YOUR RULES:

1) Youmay give corrector incorrect responses on all but the first three problems. (Cn these
you must answer correctly.)

2) You will be reinforced with a token following each of your responses.

3) When you give a correct response and it is reinforced with your color preference, circle
that problem. (From then on you must always answer that problem correctly.)

4) You must always ar.swer a circled problem correctly.

PROBLEMS:

(3+3>®®3+1 5+1 4+1 241 9 +3

RRLV
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Pre —— Post

CONTENT EVALUATION FORM

L. List two different types of reinforéement that can be used with a learner.

2. What is the most important concern in develo

ping a reinforcement procedure for a particu-
lar student?
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— Pre —_ Post

CONTENT EVALUATION FORM

1. List.two different types of reinforcement that can be used with a learner.
--selective
--non-selective

--periodic

2. What is the most important concem in developing a reinforcement procedure for a particu-
lar student?

--knowing what the student perceives as reinforcement -
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WORKSHOP EVALUATION FORM

1. The experience was:
—— a) worth the time ‘spent
—— b) too long

— ¢) too short

2. Do you think you were adequately prepared for the material presented?

__ Yes —— No If no, explain.

3. How does this workshop enhance the skills of a teacher of low functioning children?
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OPERANT CONDITIONING OF
DEAF - BLIND CHILDREN

BEHAVIOR Behavior modification (or operant conditioning) is,a method of

MODIFICATION changing undesirable behavior in a child. Parents and teachers
have used behavior modification techniques with children for
many generations. The real key to using these techniques with
deaf-blind children is a highly organized plan with a clear
understanding of your goal for the child. This is particularly
important with deaf-blind children since changes in behavior
are often very subtle and sometimes missed if not carefully
observed.

"™Most people have heard that there is a thing such as operant
conditioning. Unfortunately the image you probably recall is
somebody ivssing M&Ms to children."

"Understanding what goes beyond M&Ms and a belief in operant
conditioning is the key to building a program which contributes
to the habilitation of the impaired person."

"The word was passed that if a person did something and you
rewarded him for it, he was more likely to do it again. This

is true. We get in there quickly because immediacy is important,
and we immediately reward him in some way for his behavior."

SYSTEMS . In working with low functioning children the envirorment of the

ANALYSIS ' - child must be structured so that the child will acquire the
appropriate behavior. To guarantee that the child acquires the
"appropriate behavior" and not an unwanted behavior, the task
that is to be accomplished must be broken down into its component
parts or a '"'systems analysis."

"This is simply a way of analyzing a task, breaking it down into
its components, arranging it sequentially and presenting the
components in order of occurrence."

"The first step...consists of a pretest. Where is the child now
and what is she doing?"

E MC *Member — Special cducation
A Fuiext provid ic

2]1 C \\§ Network — Bureau of Education for the Handicapped— U.S, Office of Education—~ An Equal Opporiunity E m>iover
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After the pretest (baseline behavior) and the cémponent parts
of a task are analyzed ''we need to motivate children to do the
things w2 want them to do. We want them to do these things
again and agaln, and eventually to do them on their own."

REINFORCERS The use of reinforcers (rewards) for deaf-blind children must
often be very practical., You must carefully examine what the
child wants. Many children do not respond to food as a primary
reinforcer (reward). ZLight, however, is often rewarding. Things
pleasant to touch, such as a velvet pillow, can also be useful.

"For the greater number of these children, light 1s stronger
primary reinforcer than food and appears to be very rewarding
to some children."

"There is always a way to get the child to respond 1f you wili
use the ideas that you have and understand the situation and
the child."

At times 1t 1s necessary to decide that you know the éhings
that could be an appropriate reward for a child and encourage
that reinforcer until it, in fact, does become rewarding for -
him.

This method for training deaf-blind children can be successful.

"It really works if you break everything down into small easy-
to-learn steps and then do each step over and over again as

a child learns it. As soon as the first step is learned go

on to the next one, and soon the child will be able to move
along the sequence of steps and will be able to accomplish the
cor;lete task."

The material for Operant Conditioning Of Deaf-Blind.Children has been
extracted by Mrs. Emilie Martin (MSU-IMC) from the following sources:

Aycock, Pat "Shaping Behaviors of Deaf-Blind Crib Patients,' Behavior
Modification Programs for Deaf-Blind Children, Edwin K. Hammer, Ed.,
Pineville, Louisiana,. 1970.

Calvert, Donald R., et al, "Experienceé With Preschool Deaf-Blind Children,"
Exceptional Children, Vol. 38, January, 1972.

Lent, James, Ph.D., "Principles of Behavior Modification And the Habilitation
of Deaf-Blind Children," Behavior Modification Programs for Deaf-Blind
Children, Edwin K. Hammer, Ed., Pineville, Louisiana, 1970.
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THE PROGNOSIS OF AUTISTIC CHILDREN

There dre four factors which show an important association in the
prognosis of social adjustment of autistic children:

I.Q.
language development
severity of disorder

schooling

I.Q. Predictor #1 - The I.Q. level is most important in relation to the
children who do very badly. The child who is completely untestable
on any I.Q. test (that is, untestable by expert psychologists who are
able to see the child for several sessions and try several different
tests of cognitive functions) is almost always very poorly adjusted
at a follow-up study cited by Rutter. Among those children who are
testable, the I.Q. score is also an important prognostic factor.

In general, the higher the child's I.Q. score the better is his
adjustment in adolescence or adult life.

LANGUAGE . . Predictor #2 - Language development is an importamt factor in the

DEVELOPMENT prognosis of autistic children who make the best adjustment. In a
follow-up study described by Rutter, all children who made a good
adjustment had shown an appreciable response to sounds in early
childhood and all were speaking at five years. The children who
showed so little responce to sounds that deafness was suspected and
who did not speak at five years did not adjust really well. Many
improved ‘a great deal and achieved a "fair" level of adjustment but
none did really welL

""The several methods of speech evaluation which have been emp loyed
are usually based on spontaneocus or elicited speech productions during
free play or structured observation sessions.”

"The basic nature of language deficit, however, is still a subject
of controversy."

"Although one might expect intellectual and language development to
increase as symptom severity decreases, there is little or no evi-
dences of such a relationship."

*Member —5pecial fducalion //‘ C \S Network — Bureau ot Education for the Handicapped — U.S, Offrce of Educalron~ An Egual Opporlumity Employer
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SEVERITY OF
DISORDER

SCHOOLING

 FORMAL
TESTING

Predictor #3 - Children who do not.speak will not make a good adjust-
ment and will show more pronounced types of inappropriate behavior.

_ Nonverbal children tend to engage in more severe types of behavior

such as self-mutilation, head-banging, and variety of types of inap-
propriate gross motor activity {(postural deviancies, shuffling type
galt, etc.)

"Apart from the language items no single symptom has a significant
association with outcome although there is a general tendency for all
symptoms to be less frequent and less severe in those who are well
adjusted at a follow-up study cited by Rutter. Where the symptoms
are added together to produce a total score the association with
outcome is statistically significant."

Predictor #4 - Many autistic childrem can be successful in the class-
rocm. When trained for speech in a special education classroom,
children with significant impairments in language development who
exhibit other autistic behaviors can still be prepared for entry

into an appropriate public school program.

The structuring of the environment in the social context of the peer
group, where speech shaping occurs, fosters the humanization of the

children. This appears to be an important consideration in readying
the autistic child for public school entry.

Reading level, as related to chronblogical age is generally lower

in autistic children than in other clinical groups. However many
autistic children do not receive as much schooling as other groups.
While some autistic children do not learn to read, many do. Various
studies have indicated that ‘the educational behavior of autistic
children is below the ‘average but they have made measurable progress
in overall improvement as well as scholastic achievement.

1t has frequently been .assumed that autistic children are untestable
by standard psychological tests* but do in fact have normal or above
normal intelligence. This assumption is based on indicators such

. as lack of cooperation, lack of attention to test materials, absence

of physical stigmata, and relatively normal gross motor skills.

More and more children are belng tested, however, and evidence of
severe deficits in many areas of social, intellectual, ‘and percepfua]\
functions is accumulating.

Many researchers have attempted to obtain test scores with autistic
children and ''the increasing administration of standardized psycholo~
gical tests indicates that: 1) infantile psychotic children are
testable if low-level items are employed; 2) relatively few paychotic
children obtain IQ scores within tne normal range, and most function
at a severely retarded level; 3) IQ scores are remarkably stable over



Reinforcement Mystery Games Duplicator Page #l11

either brief or prolonged periods of time, regardless of
clinical changes in behavior; 4) scatter within subtest
scores tend to be largely a function of poor language
comprehension and does not diminish the validity of total
I1Q scores; and, finally, 5) nbtained IQ scores are pre-
‘dictive of later adjustment. More comparisons between
psychotic and other clinical groups on standard and
specially designed tescs‘will be necessary, however, in
order to determine whether the test patterns reported are
specific to childhood psychosis.

*Standardized tests frequently used: Vineland Social
Maturity Scale, Sequin Formboard, Weschler Intelligence
Scale for Children, and the Illinois Test of Psycholinguistic
Abilities. :

The material for The Proggpsis of Autistic Children has been extracted
- by Mrs. Emilie Martin (MSU-IMC) from the-follcwing sources:

Rutter, Michael, "Autism: Concepts and Consequences,” Special Education,
Vol. 59 #2, June, 1970. '

Hingtgen, J. N. and C. Bryson, 'Recent Developments in the Study of Early
Childhood Psychoses: Infaniile Autism, Childhood Schizophrenia, and
Related Disorders," Schizophrenia Bulletin Issue #5, Spring, 1972.

. '4
Halpern, Werner I. 'The Schooling of Autistic Children: Preliminary Findings,"
American Journal of Orthopsychiatry, Vol. 40 #4, July, 1970.




-

WORKSHOP
TRAINING

CHARTING BEHAVIOR

PRIMARY AUTHOR

NANCY CARL50ON

7

USOE/MSU  REGIONAL
INSTRUCTIONAL MATERIALS CENTER

FOR HANDICAPFED CHIIDREN AND YOUTH




KIT

CHARTING BEHAVIOR

PRIMARY AUTHOR

- NANCY CARLSON

o,
A

USOE/MSU REGIONAL
INSTRUCTIONAL MATERIALS CENTER

~ FOR HANDICAPPED CHILDREN AND YOUTH




CHARTING BEHAVIOR
--LEADER’s Guipg--

OVERVIEW

This activity is designed so that workshop participants
in dyads can evaluate two case studies of low functioning
learners. Each case study contains a number of charts in .
differing formats which contain behavioral data on that child.
Each dyad is asked to complete a worksheet and to discuss
their responses in the large group. Participants are asked
to utilize skills of analysis and decision making and to con-
struct some charts based on the data given.

OBJECTIVES

Through the act1v1ty the participant will

~-be able to interact with a partner in a problem-solving
situation.

~~-be exposed to a variety of charts in dlfferent formats
containing behavioral data.

--when given behavicral data in one form, construct at
least one chart in another form on a low functioning
learner.

At the conclusion of the activity the participant will

--be more aware of the value of charting withllow functioning
learners. "

--be able to list at least two characteristics of behaviorai
data.

--be able to list at least three formats in which behavioral
data can be depicted.

PREREQUISITES

For the leader: Familiarity with information presented in
this kit. The leader does not have to be an expert in Behavior
Mandgement, Charting or low functioning learners. It would be
helpful to carefully read the Dlscu551on Guide section.

For the participants: Since the material in this kit is
specific to low functioning learners, it can be assumed that the
majority of participants will have a knowledge!of or interest in
low functioning learners. - In any case, the material Is specific
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enough -for participants to learn as they do. It is not
necessary for participants to have any prlor Pnowledge or
experlence w1th charting.

TIME NEEDED

There are two case studies. If botii are used, the total
time will be two hours. Fach activity is self-contained, how-
ever, ana the leader could schedule two one-hour sessions on
different days.

MATERIALS NEEDED~

i. TO BE DUPLICATED.:

All pages io be duplicated are marked "Duplicator
Page # " in the upper right hand corner. Use thce
pages in this kit so marked as masters.

ONE FOR EACH PERSON:

+~-Introduction Duplicator Page 1
~-~-Bobby (Case Study) Duplicator Pages 2-7
--Bobby (Worksheet) - Duplicator. Pages 8-9
--Lorna (Case Study) : Duplicator Pages 10-15
~ --Lorna (Worksheet) Duplicator Page 16
' --Content Evaluation ' Duplicator Page 17
~--Workskop Evaluation Duplicator Page 18

~=-Supplementary Information Duplicator Pages 19-28

~ '2. OTHER MATERIALS:

-~-blank transparenciszs
--overhead projector

PHYSICAL ARRANGEMENTS NEEDED

Tables and chairs sufficient to organize part1c1pants in
pair-. Each person should have his own materials for study
purposes, but worksheets are filled out together.

PROCEDURE -

l. Arrange seating so thele is suff1c1ent space betwean pairs
of pdrtlhlpants

_ 2. Prior to beginning the activity, talk through with partici-
Q pants what theyv will be expected to do and what you expect
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6. Conduct dlscusaion,

7. Administaer post bost,

DISCU S S10N GUIDE

- :
Ask participants to shave cheiv responses to the questions
on the worksheagi ifosou wish, you could list the responses on
a blank transparency. Pher "corvoot" responses. ERach
pair of participants will he their own set of responses which

will contribuke” to bthe avong Learvning.

The focus, s mentioned hefore, s cn CHARYTING., For your
information’, Bobby oxhiili’he many the behaviors seen in children
classified 2s trainable tseverais) ratarded. Lorna exhibits many
of the behaviors in child-on classifli od as severely emotionally
disturbed or aobistic. dinoe 1L
low functioning ohitdraosn,
the children depicted in

— O

£en not to classify or "label"
sludlies.

The "iwdirost" teachuing in thig activity is concerned with
behaviox m"ncgnnhnt Lehavior wodification. There are sufficient
examples cited to enable a icader ro focus attention on these

aspects 1f desired.

EVALUATION

Two forms arce providod whiiaoh can b used to help you gathe1
data on content loarning and whe workshop ackivity itself. On the
”ﬁﬁtent evaluation Loy wo have iooluded in italics those answers

F l(?t freqgirently wﬁcuriing duIAﬂq'”ui Id testing of the kit.
chaps they will assistc vou te ovaluate your workshop responses.
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—Witii Low Functioning Leamers— '

INTRODUCTION

Children thatare classitied as low functioning learners have certain characteristics in com-
mon. If we understand these characteristics, we are hetter able to transter educationa! informa-
tion about assessment, mstluctmnal strategies, cvahmtmn ete. to our low functioning learners.
These characteristics are

o MINIMAL RESPONSE LEVEL: bel:. ioral response to stimulus is apt to be limited,
whether it is movement, speech, etc.

¢ NEED FOR EXTRINSIC REINFORCEMENT: an appropriate hehavior is more apt to
be continued it reinforcement is given immediately and in some tangilzle form. At
the same time, inappropriate behavior is more apt to be eliminated it it is either ig-
nored or reinforced negatively. (This is not to be viewed as an argument for corporeal
punishment.)

¢ BEHAVIOR PRIMARILY SENSORY-MOTOR LEVEL: This implies that the learner
mustACT on his environment in order to learn (change behavior). It would be appro-

priate for the teacher of low fu nctioning ledmu s to hecome well acquainted with this
developmental level.

Low functioning leamers, therefore, exhibit certain kinds of behaviors. How do these spe-
cific behaviors lend themselves to charting? In other words, what is the VALUE of charting
with low functioning learners?

-Charting is of value because:

o the behaviors can be specifically described

e the behaviors are observable

e the behaviors are countable

o the behaviors cen be reinforced

e the behaviors are at times so infinitesimally small they MUST be charted to verify
progress

The word “chart” can be used to describe different formats tor depicting hehavioral data.
You will be using several different types of rharts in this activity.

ERIC
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BOBBY

Bobby isa 10 yearold male,who has just heen enolled ina'school setting. He spent the first
nine vears of his life inan institution, His primary activities theve were sitting i frontof a tele-
vision setand occasionallv listening to arccord plaver, whenan attendant umld be found to start
the machine.

Bobby hus no scelf-help skills, he must be Lathed, dressed, and fed. He throws atemper tan-
trum when he is taken into the bathroom. (A guess would be that he had some unfortunate ex-
periences in regard to toileting at the institution.)

He has almost no verbal communication skills. When he wants something (which is seldom)
he indicates sonon-verbally. The-vocalizations heard are confined to agrunts, whines, and cries
The single exception is sub-vocal swearing. He seems to have an enormous vocubulary of swear
words, whlch he seems to use appropriatély but not aloud.

Social interaction skills are also at a minimuam. His interactions with other children ave
Iimited to pushing, hitting, punching, etc., or taking away their toyvs or papers (which he usually
rips up). His response to adults is confined to staring biankly at them. Occasionally he looks out
of the corner of his eye to see if an adult is watching.

The only manipulative materials he shows familiarity and ability with are the blocks and
balls. He is able to stack up to five blocks, and can roll a ball with accuracy at a target. He can
throw, but not with strength or accuracy, and is completely unable to catch anything. (In fact,
shows fear in the situation.) He can run and walk but cannor hop, jump, skip or do any other
more complex motor activity. He goes up and down stairs in a foot-to-foot manner, clutching
at the railing.

He has spent one month in the classroom. Attached are behavioral records of some of the ac-
tivities which were observed. The first week orso was an obsc -vation period. During the second
week, more formal conditions were set up for modifying some of his behavior; this included the
selection of specitic behaviors to be modified and the recording of base line information in chart
form.

O

ERIC
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Day 1

Day 11

Dayv I11

Day IV

Day v

ERIC

Aruitoxt provided by Eic:

Behavior ‘ : Duplicator Page #3

Name: Bobby
Dates: 1/22/73-1/26/73

ANECDOTAL REPORT OF BOBBY

WORKING WITH FORM BOARD PUZZLES

Bobby was given a formboard-type of puzzle during a “time out’ pcn()d following
an act of u rgressive behavior during free play. The puzzle was a simple one requir-
ing him t«. »lace the sume shapes (5 circles) into the appropriate hole depending
upo: the size of the cirele (shape constant, size varied). He sat and stared at it for 10
minutes and then threw it on the floor. -

The teacher chase a time when Bobby had heen responding well in class. She
brought the saine formboard to Bobby ai.-l both gave him simple instruactions (put

" the circle 1n the hole where it fits good®™ and then showed him (modeled) what to
g

do. Bobby began the activity immerately and finished, correctly placing the 5
circles in 5 minutes. He used a trial ard error approach. The teacher rewarded him
immediatelv with a cracker.

Bobby l)rom_r,ht the same ﬁ‘nnl)()m'd puzzle te the teacher and ndicated nore-ver-
bally that he wanted to do the puzzle. The teaclier said “puzzie’” and pointed at the
formboard. Bobby said “puh” and the teacher gave him cereal and said: “Yes, that’s
right—"puzzle.”” Bobby worked at the puzzie for 8 minutes, correctly completing
it twice, still using a trial and error approach. At the end of the second completion,
he looked around for the teacher and indicated non-verbally that he was finished.
The teacher said “Done?” Bobby repeated “Done,” and clapped his hands. The
teachersaid, “You did a good job!" and gave Bobby a crackerand a fruit loop.

Bol)];v hegan working on the same folml)omd puzzle completely independently.
The teacher noticed, but waited a few minutes until Bobby had successtully com-
pleted the puzzle. She then went over to him with a similar formboaid with squares
instead of circles. She verbally veinforced Bobby for completing the formboad
and asked him if he would like to try a different one. Bobhy looked at tli teacher
blankly, so the teacher removed the cirele formboard and placed the forniboard of
squares in front of kim. She showed him how-to do it and said, “Now vou do it.”
Bobby completed the formboard in 5 minutes. This time, however, he picked out
the largest square and put it in, and then the smallest square and putitin. The three
remaining squares were placed in a trial and error manner. When he had finished
the square formboard the teacher gave him a cracker and said, “Good, Bobbyv.”
Bobby said, “Good” and smiled. The teacher gave him a {ruit loop.

Bobby went to the shelt where the formboard puzzles were, but seemed unable to
decide which to take. He finally picked up: both and took them to the back table. -
First he did the circle formboard and then the square formboard, both times imme-
diately placing the largest and smallest forms, but utilizing more random proce-
dures for the middle three. The teacher reinforcéd him verbally for completing the
two puzzles and then worked with him on the circle formboard. The teacher struc-
tured the work situation by saying things like: “Where does this circle go? Show
me. .. Take your time. Show me where th is circle goes ... Good, you knew it went
there because it’s lw'{_(ar than tnis one.” The teacher verbalized a structure for
Bobby to use. Then she let Bobby do it himself. Every time Bobby paused before
he put the cirele in, she said ¢ good Four of the 5 circles were placed correctly on
the first trial When finished, Bobby said "good" and smiled. The teacher gave him
a cracker and \dl(l That was a good job.”
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Bobby

BEHAVIOR O3SERVATION RECORD

NAME : ‘?54%"7";/ yidd SEX: M_ DATE OF BIRTH: 4@_/43

DATE OF OBSERVATION: ///0/7.3

OBJECTIVES: % P2 . 2’-/2 o it )

" OBSERVATION:

. ' Duration .
. Subject STart End s Frequency '2\? Base Rate
Type of behavior: _ _ Deficit X Interfering
Descrig .ion of behavi _: 7% ,ﬁ ,2'2‘52 p 7 eq. QAL (W&ww)
L/yéj.c A2 21'7/ L2 /S | 40 38 120 pegs, 2= 2 ZWL-
Typre of behavior: Deficit  _x 1Interfering
Description of behavior: o Demes ATAREN, 1l e
ant /[l éT 11230 138 mem. /a2 “ S’/%/L/.
Type of behavior: X Deficit Interfering
Description ¢f behavior: M/‘- ﬂzo(jﬂ/f W{&/ng,
.
v
\tpceal Bedle | 100 | 146" | 48 ppun, /7 3 s
ELTCITORS APPROPRIATE | HIGH PROBABILITY

BEHAVIOR RESPONSE ' REINFORCERS

AL el L L ‘
Md-%{ ‘ %’Me@@gﬁ&_ 1 5

Tt -//W@MM o
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Name: Bobby
pates: 1/8/73-1/31/73

A . B
f [k |

£ d1oo
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O \N//\ .
5 AV -

0“90 -\
= \
28
& 580
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< 3 70
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Q z 460
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02—150
=
o= 440
m"“T
Z52 30
AvE
’_]<"120
§E~
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=

1 '3 °'5 ' 7 9 ' 11 "13 ' 15 ' 17 ' 19 °'

DAYS
L A { = Base'line period -
b ! (no structured attempt to reward
or punish)
L B | = Reinforcement period

! L (structured positive and ne;: tive
reinforcement)
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Name: Bobby :
Dates: 1/8/73-~1/25/73

~12

—10

- IMITATIVE ATTEMPTS AT SPEECH
Observation made durirg 2 hour period in afternoon

T 7 3 ' 5 77 7§ "Il " 13 Vi85 "7 7T 19 7

DAYS
| A | Base line perio:1
' 1= (no structured attempts to
" increase vocalizatinn)
! B | - Reinforcement period
I —1 =

(reward (cereal) given, following any
v : : attempt at imitative speech. From

‘ day 9 verbal reinforcenmient given
(“good”) al~ng with cereal]
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Bobby

DAILY SCHEDULE FCR TOILET TRAINING

GOAL: Independence in toileting
OBJECTIVES: (for first two mouths)
1. that Bobby will be helped to overcome his reluctance to go to the bathroom.

2. that Bobby will be independent in the following activities:

a) standing in front of toilet
b) unfastening button or snap
1) with button board
2) with own clothing
¢) .zipper opening and closing
1) with zipper board
2) with own clothing

DAY TRIALS RESPONSE INCREMENTS
B
1 3k Standing three teet outside of bathroom door
2 1 Standing two feet outside of bathroom door
2 { Standing one foot outside of bathroom door
2 41 ¥ Standing at batht =om door
3 2 Standing at bathroom door _
3 ] Standing one foot inside bathroom door
4 1 Stunding two feet inside bathroom door
4 2 “Standing three feet inside bathroom door
5 2 Standir:g four feet inside bathroom door
5 3 Standing in front of toilet :
6 2 Standing in front of toilet
7 6% - Standingin front of toilet—teacher helps to unfasten clasp or button
8 S Standing in i ontof toilet—teacher helps to unfasten clasp or button
9 4 Standing in frontof toilet—teacher helps to unfasten clasp or button
1( 3 Standingin front oftoilet—teacher kelps to unfasten clasp or button
11 3 Standing in front of toilet—teacher helps te unfasten clasp or button
12 5 Standingin frontoftoilet—teacher helps to unfasten clasp orbutton and
unzip zipper '
13 4 Standing in front of toilet—teacher helps to unfasten clasp or button and
- unzip zipper ' '
14 3 Standing i {front of toilet—teacher helps to unfasten elasp orbutton and
unzip zipper
15 5 Standing in front of toilet with trouser button unfastened and zipper

s
open, student helps to push trousers down.

*indicates unwillingness on Bobby’s part to continue, procedure discontinued for thattrial.
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EVALUATION WORKSHEET

Discuss the case study materials with your partner and answer the following questions.

1. Which of the behaviors charted would you want to continue to modify? Why?

2. What modifications, if any, would you want to make in the ch.ting procedure for:
et

puzzles:
aggressive acts:
attempts at speech:

toilet training:

3. Which chart(s) gave vou the MOST information about Babby’s behavior?

4. Which chart’s) <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>