&

'fABSTRACT

'*****«»

DOCUMENT RESUME

~ ED 116 116 88 -7 cs 002259
AUTHOR . James, R*chard
TITLE - A Holistic Milieu Approach to ngh Risk S*udentS°:A
, ,' Title III ESEA Project, Hattoon, IllanIS.
INSTITUTION Mattoon Public Schools, Ill.
'SEONS AGENCY - Bureau of School Systenms (DHEW/OE), Hashlngton,'
' ' ‘D.C. !
"PUB DATE - Dec 75
EDRS PRICE  MF-$0.76 HC-$1.95 Plus’ POStage o
DESCRIPTORS ~ - Academic Achievemeént; Junior High Schools; *Program

Content; *pProgram. Descrlptlons' Progranm ‘
Effectiveness; *Social Adjustment; *Student
Adjustment; Student Behavior; *Jnderachievers

" IDENTIFIERS Elementary Secondary Education Act Title III; FSEA

i

mltle III- *Hollstlc Approach

This paper describes a- hollstlc milieu approach for

.'underachlev1ng, socially maladjusted students in a junior high school

in Mattoon, Illinois. It also reports on the effects of the program
on certain academic, affective, and behavioral measures taken on

. those students. The program, called the Intensive Care Unit (ICU),

included five teachers, two pupil personnel 1nterns, a media 1nt°rn,
and four aides. Out of the 98 students involved in the program, at
least 20 of- them had repeated a grade sometime ‘during their school

~careers. Initially, several baselining sessions were held and.

observers recorded the off-task behaviors of the subjects. After a
wide variety of pretest measures was collected, several ICU methods

‘'were instituted. These included individualized prescribed instruction

for each student in the core academic areas of reading, mathematics, '
and scie~ce. At the same time, b havior management techniques were
also ‘.. %.tuted. To shape behavior _+eachers combined continuous,
social . :inforcement with mater1a1 rewards. It was concluded that
students who participated in the ICU program did significantly better
academically and were better adjusted in the classroom than those who
did not participate in the program. (TS) :

***********************************************************************

‘ Documents acquired by ERIC include many informal unpubiished x
‘materials not available from -other sources. ERIC makes every effort *
to obtain the best copy available. Nevertheless, items of marginal *
reproducibility are often encountered and this affects the quality *
of the microfiche and hardcopy reproductlons ERIC makes available = *
“via the ERIC Document Reproduction Service (EDRS). EDRS is not *
*

*

x

e -responsible for the quality of the original document. Reproductions :

*;supplled by EDRS are the best that can be made from the original.
**********************************************************************

1




| I -\ . . . Lo o
S . ’ U.S.DEPARTMENT OF HEALTH, . ) . :
EOUCATION & WELFARE L : :
I NATIONAL INSTITUTE OF
SRR 1 : . EOUCATION :

THiIS DOCUMENT HAS BEEN REPRO-
DUCED EXACTLY ‘AS RECEIVED FROM
THE PERSON OR ORGANIZATION ORIGIN-
ATING-JT POINTS OF VIEW OR OPINIONS ) ..
STATED DO NOT NECESSARILY REPRE- . N
SENT OF FICIAL NATIONAL INSTITUTE OF Lo
EDUCATION POSITION OR POLICY.

ED116116

- : | A Holistic Milieu Approach
to High Risk Students:

. A Title IIT ESEA Project
o 1gt Matfoon; Illinois

DI‘. Richard James “PEAMISSION TO REPRODUCE . THIS COPY-
- : . : RIGHTED MATERIAL HAS REEN GRANTED BY

Dec. 2, 1975 - Richard James o > 

TO ERIC AND ORGANIZATIONS OPERATING
\ UNDER AGREEMENTS WITH THE NATIONAL IN-
i STITUTE OF EDUCATION FURTHER REPRO-
- DUCTION OUTSIDE THE ERIC SYSTEM RE-
o OUIRES PERMISSION OF THE COPYRIGHT
OWNER " - ’

Y

N
by
%
!
N
N
o

ERIC S

Aruntoxt provided by exic [N . ’ . .




E

[
-

Purpose-~ The purpose of this paper is two fold. First, it will describe:

a holistic milieu appro«ch for underachiev1ng, soc1al maladjusted. students -

-

in a junior hiph school in Mattoon, IllaniS. Second 1t will also report

the effects of the .program .on certain academic, affective, and bethioral

measures taken on’ those students. o - ‘

& <

3
v )

o ’!‘. . . )
‘Overview- The Intensive Care Unit (ICU) i%s exactly what the name implies.

* \

‘ Eight years ago it was decided that underachieving students should not

merely be assivned to' a section where they had no chance to raise them-v
\ . A

. e

~slﬁves academically. Rather, a provram was envisjoned that would rive

immediate and intensive attention to students academic and social adjust- <
\’, . -

- ment, and, as soon’as<possible, return them to productive and rewarding

educational experiences,
e .

Jlb " “For'the past eight years ongoing research’ has been maintained in an

‘.effortvto f£ind some workable answers to the preblems underachievers

encounter:{ This research has led.to.the uritinb of a proposal and the
awarding of over $330, 000 in pr?nts for innovative educational progcct
by the Illinois Office of Education Section ‘of Title III of the Federrl‘
Elementary and Zecondary Educatlon Act, ” |

.

This money‘b « enabled the‘project'to,implement a completely operational

'

programvat Jefferson Junior Hirh School and two pilot projeots at Hawthorne

and Washington Elementary Schools in Mattoon, I*linois. The Intensive Care

~ -

Unit team includeé-five\teechers. two pupil personnel interns, a media intern,
- and four aides at the junior high and four teachers, two pupil personnel
‘interns, and two aides at the elementary schools. This team serveé better
~than 160 students from grades one throufh eight. The main’ 1nnovations

}
'have been: parent education rroups, classroom meetings, affective education,

~ Behavior management systems, co* tingency contracting, proup counseling,

.
AR
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' v
pupil personnel interns, team staffings, and individualized prescribed |
: Co ST : o .
‘instruction in reading, methematics and science. ) ' :

The stndents are selected because they are underackievers; That is,

.théy have'average intellectual ability but ave below grade level in their

academic achievement.' ICY is not overly concerned ' with the many past reasons

for underachlevement What is of.interest is what can be done to correct'

present problems. Therefore, efforts are concentrated on a comprehenswve o

‘approact’ to:the specific problems th*t hinder academlc and scc1al rrowth
 of students. | |

-fhf.ne“ . MmALC.
‘Not only i=,an atfempt to work with the student's academic and social

prcblems, but 2lso with the teachers, parentg and othor students.who play
a,vital role in making the student-what hetis and what he is to‘hecome
One of the hardest lessons +hﬂt has been learned is that, reading v
?; proprams, counsellng se°51ons, and parent conferences alone are not enouﬂh
‘No single "ppg?nch is a panacea for the- 1lls of +he underachlever Only
a program that involves all facets of a student's 1ntellectual ‘and emo;

- t10nal make-up lel help the student back into the educatJonal melnstream.
Need— The need for a holistic milieu approach that 1nvolves all of the
51gn1F1cant others in a student's l1fe can be eubstantlated both from +he |

v;';literature and through local»research;
Wellincton and Wellivéton (1965? stndied,self-cOHCept'of underachievers
and found’thet a pcsitive chenpe in personollty and Self;cept was necessary
_ before academic performance woild 1mprove. Positive change wonuld orcur
onLy by attacking the total environment of the student Munger Winkler,

- and Teigland (1964) substnntieted the foregoin~ in their stndy of under-
achieving'fourth graders. They concludedvthet therapeutic, motivational

and speciaiized"prcgrams>did not boost academic ackievement, They stated
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that any effective attempt to chanee jacademic nerformance~ha+ to -invelve

o ri

.the'significant others in a student’'s life?—particularly-parents.

. . ' . i o :
‘Finally, Gilmore (1972) reviewed approximately 150 riesearch studies and

T,

found *that high achievers at all levels of. education hadfone common charact- . ¢

eristic, They had a more‘positive seli—ima?e and _more realnstic self-

evaluation of themselves tYan .did low achievers. Gilmore concluded +he+
hlvh achievers positive self esteem, high producLiVity, and altruiotic -
outlook on life were formed and~influenced'in the‘main-by’their environ- . .

ment, and that the family played a centrel role in that formation.
)
To substantiete the Research 1i terature, a locel Hesfarch Pr03ect
was developed and implemented durwng the l“70—71 school year.~ The

progect assessed the referral pa*fern of ruidance ‘services 1n one of two

junior high schools located in a small semi- urban community of 23,000 in
east—central Illinois. 'The total school populetion was 5.609o |
During the 16 seek period examined, 327 "inc1dents" oc curred involVing
“f 98 students or 3.2 incidents per child. There were three tyres of referrals
t -(l) a student( ) came into the counselor's office to discuss a problem
(complaining about a teacher or ano+her student, etc. ), (2) +eacher re= -

ferral, the student was - ctiny out. in class,'etc., and (27 the: counselor

knew of a problem and decided to intervene. The 327 1ncwdents vere

-

grouped into the following generel_categories:
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. _ . A . "‘ . Number of incidents dorin- 16 week period

, CLASSROOM DISCTPLINE - ' 99 -
o - ACADEMIC PROBLEMS L | S s
. IRACHLES AKE UNFAIR-RIDICULING STUDENTS " : R

" PRUANT 'mbémds | L Y

HME,HRBHMS,‘J _' R ' T
' INTERFERSONAL PHOBIEMS (Blaming othe s and naie culljng, 66

o : accu51ng) : . -
_ W%mawnmwﬁm' 3 . 1
v ,‘SHEALING‘ . - E ; o
,DALINU PRCBLEMS  ~ o | - | 6
TEACHER CONGERN WITH ENTIRE CLASS | S |
DRUG o . 1
DRESS 2
PHYSICAL COMPLEINTS - I 2
- , 3 - . v5327‘. ~
. Total . | o o

.The referra]‘rafevwas fifteeh»percent of *hé tofalhiunior hivh popu-
. ~ lation and c01n01ded with tre Office of Educatlon s statlstlcal charts on
| jproblem prevelanpy rates in school bnlldlnqs; Tbls chart olearly showed
~ the severity of- the underlying problem.. The data suggested that.a new

-

“approach. was needed beyond "counseling'kids aboﬁt‘their prbblehs" par-

ticularly in the academic skill defiéit areas of‘reading’and‘mathemé1ics.

'Sevcnty-two‘percent of all students referred to either the'principal’

‘or the counselor were at least one grade level below their current prade
’ tn’mvd’wﬂ :

placement in school. The data will. give a further moaddeun. The

remaining 28 peréent'of,the 98 students yére,either-at grade level or above.

Out of the 98 students, at leést 20 of them had repeated.ohe»érade some-

time during their school career. The data did not include the forty
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students who were in the very high risk Socially Maladjucted section.

at that time.

o

GRADES

7th . 8th  9th
Qne.grade 1e§el below - o 3 }2 r~4 B 9 or 9%
Two grade ievels below 11‘ 9 | 5 . %5 or 25%
Three grade_ieVeIS below 'io 8 . 6 24 or 24%
ggg;.gfadé~1evels=below ST 5 5. | 11 or 11%
:EEXE grede°leveis below 0 . 0 3. 3 or 3%

o

The behavioral characteristics of this érouprwere:

t'i.

e

‘The student had at least 2 two gréde level deficit-in
"the seventh and eighth grade and at least one grade level
.deficit in the primary grades as- measured by the Metro-

politan Achlevement Tests.

The studentfs personalvand sceial adjustment as messured by the
California Test of Personality fell below the 30th percentile.

The student's intellectual ability in the early'elementary'

. years was within one standard deviation of the mean on.

standardized intelligence tests; but this ability showed
progressive decay, especially in verbal measures, by the time of
entrance into the seventh grade.

. . The student_was non-compliant to written and statedvrequests

by teachers, parents, and other adult anthority figures. .

The student was dependent and lacked the confidence and/or

competence to complete tasks either in superv1sed or inde-
pendent study situations.

The student required excessive attentjon from teachers, parents,
and peers.  He could not stay on task:. This ranged from an
inability to independently respond to a simple problem in
division to more serious disruptive classroom behaviors.

vThe student was withdrawn and did hnt appear to be interested

in what, was occurring around him, whether it w=s in a structured
classroom settlng or ar unstructured play situation.
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- 8. ‘Conversely, the student may have exhibited overt-agressive
behavior toward ris teachers, parents, and peer group. lHe
may have been either verbally or prysically apresqlve de—
pending on the situation.

9. The student's abllity *o monitor his own social Eehevier was
- undeveloped or impsired, especially in communi*y situstions where .

the limits were more subtle and less self-structured.

10. The student had a poor self-lmace as demonstrated by
dependency, inability to compete, inability to accept
crltlnlsm and 1nab111ty to accept praise.

* The profile of the 98 students reviewed was a typical eomposite of

simiiar students throughout the United States. They exhibited a combinat§on-.'

of frustration and a lack of school success as identified by William Glasser

(1969) in his book, Schools Without Failure, Moreo?er, these unsuccessful

" children experiencedvdifficulties in interpersonal relatione with sdults

and their peer‘group ns.well.as marginal to serious academic probleme in
readlng and maﬁhematlcs. The fact that most of these ckildren were passe<d

on from one irade to- another merely compounded earlier prorlems that were

: identified'in the lower srades.

- Using the fifteen percent °+atis+ical composife fer this school system,
it could be said that there were at least 841 %tudenay’?h the high rjsk
cafegory or 197 in high sclool, 211 in bo1h junior highs and 431 ch:ldren in
the elementary schools in the Mattoon District., A program was needed which
went beyond current efforts. ™ost school systems are geared for defensive
reaetien; in othef words, afeer the.problem occurs, thexsxctem,reacts. Com-

mhnity #2's emphasis needed to address itself to the‘erimary'preVention-model
-

wkich wonld empha51ze early identification. and correenondlng Proy: ~ms--even

-going down to tre vre-school ~ge as .well as up to the educational ladder

4o senior hizh school.
Thus, while ‘'he research sugrested the need for "fittines *le kid" into

honorable and acceptable ways of achieving sucress within Fis total milien,

it.also deemed’equally.necessery the restructuring of that milieu if suecess-

with the high risk student were to become a reality. f;e
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The two major comporents of the ICU propram should be readil% apparent.,
First, if the high risk student in his total‘educational, social, rnd psy-
chological milieu is to ke considered any plan of action mus it e holistic.‘
A1l of the ianificant others and events in a.student‘s life siyle must
~'be taken into consideration. ‘Second, sich a plan must be sequen* ial and
deVPlopmcntal A crisis intervention model is not adecuate. A prevenkive
model utilizing the aiorementioned technicues is. necessary if remediﬂtion
T is to occur, Only a total sequential apnroach involving all of these
factors will insure a high degree of success. - ;*ff”'

Selection; Studenus were - admitted to the proeram "fter meetinﬁ certain
criteria. That criteria.was:

1. The studenu'was functioning at least two grade levels below

grade placement on standardized achievement tests in mathematics,

X~ resding, and/or science., - -

2. The student wss classified as social maladJusted by psychological
report.

3. The student was functioning in either a passively hostile or

agressively hostile manmer in school as substantizted by teacher -
.reports and observation.

Admission- #11 prospective candidates were sent - inVitations to p‘TthlpdtG.
A flyer explained the prosram as to wtat was eyoected fromﬁmudenls and par-
ents. Approximately fifty percent of all prospective candidates sismed
commitments. These commitments not only enrolled students in the.proéram,

but also committed parents ‘to an eigh? week series of meetings that

taught them behaVior manaﬂemcnt and communicstion skills.

o
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In-service Training: £1] staff membersvof the ICU team went'through é v
preschool Qorkshbp bf 120 ﬁdurs. The workshop'@aught.gehaVior‘management
techninues, communication skills, §nd diarnosis snd prescription for
academic remediatioﬁ. Teachéré, teapher gidés, and pupil personnel servﬁcei
interns all receited this instruction.

Mgzgggg- Before implementation of eny ICU methpds; a‘nuhber'of mes sures
were ﬁgkeh on students so that complete diavnostic'profiles could be ﬁade._

' In academic areas, students were given Stsnford Diagnostic Tests, Level II,

in Reading and }Yathematics and the Metropolitan Achievement Test, Advanced,

/B

Form F in Science. Coordinate with these achievement tests, the Ammons -

Quick TeSf of inﬁelligencé was also qiven;
| One‘of the méjor needs of'the projéét has beeﬁ to identify thosé stu-
dents wholweré actually underachievers and were not just’placed iﬂ the
program'due‘to low mental abiliiy. One step, then, iﬂ identifying the
“underachieversiwas to ascertain the’menfal abilities of the, students.

Past intellirence test scores uere ayaiiable in the cumulative recordg.
»'However,‘these scores wefe ﬁSually/twofto six years ola and were eroup intell-
.igénce tests.‘TThus, their accuracy gs. well as vaiidity-tended fo.be
qdeStioﬁable.A In adlition ‘to this, fest results?were_néeded,ear’y in thé
fall so that information for‘effective‘individualized academic prescription 
could be quickly utiliéed. | | |

Sincé schoollpsycholbrists.were not available. to the proeram to =ive
individual inteiiigence'fest to over 100 students; it was decided trat the

v -

 Ammons Quick Test of intelligence would he & fast, eff&cienh‘way of deter-

~ mining mentsl. age of the students enrolled.
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Two crifefia are met by this test. First, it is a fast way to obtain
a reliablg and valid‘mentel ace by individual tesﬁing. Secéhd,'aﬂminis+ratj0n
of the tést requires a minimal amouﬁt\of‘training in éoqurison 1o 6+her
individual intellectual“measures.

The sequence'followed in the testing program places the Ammons Quick

- Test at 1he end of the procedure This position serves as a reference or
comparlson for the teacher when comparing achievement level with mental abil-
ity level. To_il?ustrate ttis explanation only .one example, that of reading

achievement, will be used. The Stanford Diarnostic Reading Test is used to

measure achievement in reading. Qne'of the scores obtained from the Stanford

vDiagpoétic‘Reading,Tést ié‘a grade Level equivalency defived from the com-
prehension section of the test. - _ |

For inStanCe,_é'mental are of ten would.correspong to fifth gréde
ievel.. Thus a reading. grade level charted at-5.6 wbnld'cprrespond t; a
mental éqé of 10.6. HoﬁGVer, if the mehtal‘age.of the child»were actiuelly
12.6 one could clearly see 2 two year-deficif ﬁh reading achiFVement as.
compared with mentel ability. vThe mental.are'is'deriﬁed from the gmmégg =
.Quick Tést.
| ,'Thé sort‘of,studept déSﬂribed woul&'clearly be an underachiever 6r,'as
defined for the purpoées éf the Intensive Care Unit, a disabled feédef,.
Obv1ously, wkfn a teacher has this sort of information, compar:n? mentsl

age to achjevement level he 1s better able to plan the work load for a

student. o ‘ _ ) ' ' C . o F

The results aéhievgd with .the Ammons Quick Test_have heen determined

to-be as rccurate as other individual intelligence tests. This determination

rests on correlation of the Ammons scores' with WISC scores in randomly
. . . ' . . -

I

selected cases,
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These tests, along with other teacher constructed instuments allow

)

for effective academic disgnpsis and prescription,
gno |

The California Test of_Pereonélitx, Intermediate, Form AA was‘ueed to
ascertaih:persbnai and sociai:edjustgent.g The teet defieee_perSOnelify
as not somethiné apart»ffom ability or achievemen£ but iﬁciusive of hfem,
It refers to the'manner #nd effectiveness with @bich the-whole'individual
meets hlS personﬂl and socncl problems and 1nd1rectly the manner in which
he . -impresses his fellcw: The subJect's ability and past achlevemente are
a V1tal component of his current attempts to deal witk rroblemq Jntel1lgeetly.

The term personallty test as 510n1f1ed here is an 1nstrument for 1denflfy—

ing the more trnplble elements of a total complex of feeling, thinking, and

acting. Orga?izationally, the California Test of Personalxjy is built a- o
found the concept of.life adjustment as a balence befween personal and social
adJustment (Thorpe, Ulark, & Tlegs, 1953) Forethe purpOSe‘othhjs study
only the subtests of Personal Soclal and Total Adgustment were nsed |

l

. The Bonney—Fesnehden Socioqraph was used_to determine degree end kind

i

of peer relationships, This test was developed because of fhe qrowﬁngfawareé
vness that individual status of group members rnd the interpersonal relation-
Ships.ofvthese members‘are,imperfant iﬁ maxima 11y effective groupbactivity.
Two of the pfimary uses of the sociograph are'discoveriﬁg socio—phychelogical
'characteristics ef ngups =nd improving interpersonal toierance and»under-
standing (Bonney & Fessendeﬁ, 1955), For.the pufpo;es of this study; two
SOCiegraphs were taken., The first sociograph examined peer preference on

an academic zctivity. Tbe'segond soclograpt examined.peer pfeference on a,

~social activity.
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The raison d'etre of behavior baselining as & measurement tech-
N N . . 2

nique has been that one of the main obstacles to determination of change

is the lack of definition and absence of agreement as to what is chsnging.

Intangible entities such as ego strength, emotional stability, and_work".

.habits have been mentioned by therapists as measures of chanse, . Some of these

I3

changes are more easily observed than others, but whatever the dlfPlcultleo,

~therapeutic intervention has notvbeen_carefully moni tored (Tharp & Wetzel, 1969),'

Eysenck (1952) reinforced tris idea when he sugrested that the absence of

' F' © quantifiable data,indicated that traditional therapiee were not effective,

o S , The comnon denominator’tO'quantifying-behavior is 0 be able to onsefvev

it. The rrocess of determining behavior change becomes a process of courting .

precisely definedwbehavior,beithef automatically or with human cbservers

’

(Tharp & Wetzel 1969).

O

g' - Basellne Deflnltlons-‘ Following are definitions of the target behrv1ons

- o

" that were recordedi I - _ ‘ KR , T
Approprlate Sltuat1onal Behavior--- : :
1. Responses in Academic Discussions—- Any attempt by ?he subqect to
' be¢ome involved, in a positive manner, in academic classroom dis-
, cu551ons, whether it be by a raised hand or verballzatlon (wlth-
B . " out regard to content valwe)

A o : 2 a

o , Inapproprlate Sltuatlonal Behav1or---' ; oo - SR e
o S ‘1., Out of Seat--any unauthorized movement out of, .ﬂor away from the
. . , sub]ect's desk : .

S 2. Off Task—unot attendlno to the work t?sk as a551gned by the tescher,

'3, Talklng Out-nany unautnorlzed verballzatlon d1rected towwrd the
. teacher and/or peers. :

_ . Acting Oub Peers—-any unauthornzed phy51cal contact wlth peers

Te : and/or peer possessions. . . -

e T P Actlng Out Self——any unauthorwzed physical movement, sounds, or

Uestures not 1nclud1ng peers or- peer p050e351ons.

- . . \
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. Baselining Procedures- 'Tovohtain a quantifiable measure of the subjects!

‘behavior, each baselining session was djvided into'l5—second intervals. The

observer has a watch with a sweep second hand and recorded whether the subJect i

-

was out of seat~ talking out, acting out- oeers, actlng out self, or was off
task at any , time durlrp the 1nterval ﬁslng th1s method of recording behav1or

for 20 subJects, durlna a 42 minute class perloQ. 1t was Dosslble for a re-

sponse to be_recorded,el ght +1mes per subJect dnr:ng the entire session.

It was’y therefore, poss1ble 0 obtaln ‘@ maximum of 160 1ntervals conta:nlnc

the reaponses that were to be recorded _

Tle observatlon perlods Were selected by 1n+erv1euinc the teachers re-
‘garding théﬁclass periods with the.highest frequency‘of target behav10rs. .
The baselinekperiod was for five consecutive school days, following a two=
week latency period to allow the-studentSvto adjust to a rew perSon'ini' R
"the ciassroom.jmThe ohserver'recorded the'behavidr of 21l Squects'for one}'
class period each day (42 minutes). The subjects were involved in the sane‘

school activity each day during the recordinn'sessions.

Basel;nes were taken three different tlmes during the year. A pre- N

treatment base11ne was ta“en hefore any ICU methods were 1nst1tuted A

; treatmen* baselnne was taken durlnp the token relniorcement phase of the pro-

Y

‘gram, A posttreatment basellne was taken two months after token relnforcement

diccontivued. ' r : :
was dzgpaed and only socizl relnforcement was being used The sanme procedure
wWas used for each baseline.

} o 'The-fOregoing procedure is in accord with the single organism within
sub3ect deslvn that includes: & period-of observation of behaviOr-freouencies
(baseling, and 1ntroduct10n of dome factor believed to 1nfluence tehavior’

S a~mbd

frequenCJ (experlment«l procedure), a return to baseline conditions (Tharp

& Uetzel 1969)
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The monitors fcr this baseline procedure were four Intensive Care Unit;
'Tltle III ESEA; aldes who had been treined in b sellnlnﬂ procednres. All of
the aides were involved in.s three week inservice tralnlnp prorram in be-
hav1or modlflcatxon before the start of the propram.. This 1nserv1ce
tralnrng program was conducted by the'staff of the Adler Zone Center, Illlnois
State Department of Mental Health. Basellnlna of beh«v1or was comprehensively

”taught durlnc inservice tralhlng.' An 1nter Judge re11ab111ty coefflClent %

”n

‘on 51m11ar1ty of ‘baselining procedures of .88 was. obtained on the aldes
by the Adler Zone Center‘staff. This was a high and,rellable asreement
between scorers. | |
| A wide variety of measures‘was used intthe study. Tﬁe rationale for the
.ﬂ-. use of such a wide variety ~f instruments cen be ascertained from a review
of the literature. Personalfty‘tests (Carkhuif & Blerman,.l970 Hereford 1963)
R ’sociometric deviges (“Hereford' 1963), achievement tests’ (Dee, 19703 Perklns
L & ﬁicas, 1971; Karrcher, 1972; Gilmore et al., 1971), bbhavior oaselines {————
: : McWhirter & Cabanski, S
'71972),5and attendance (Shaw, 1968; Perkins & Wicas, 1971) hsve all been
- used to.detect change in underachieving students. A wide varlety of
measures.was‘also'nSed becausefit was felt that as comprehensiVe an effort
‘as possible should be made‘invtrying to.detect_particularafécets Of.ﬁhe stu-

dents that changed due'to.involvement in the program. . ) .'n o - ' .

Whlle these 1nstruments vere being given, no ICU methods were being used.

This, alona wlth a control rroup which recelved the same 1nstruments allowed v«
for precise measures to be taken wlth tlttlevblas involved.,:

Once all- pretest measures were collected, & variety of methods were L

instituted. Individualized prescribed instruction for erch student in core

academic areas of reading, mathematics, and science were constructed.
o g . . . : :

These methods were coordinated betueen the classroom teacher #nd the media
- intern in the learn ' | ' o N R
EMC | Intern in- the learning resource center, . 15 . S T




e
Techniquee included both commercially s#nd teacher prepared prescrip-
tion - “erials. This approzch allowed the project to teke’the student from.
whereVer he wes academically and proceed with a variety'of ingirdctional
techninues geared to his appropriate achievement level,
. : 4 e ) _
In reading, commerically prepared curriculum materirls suck as _grggt

-‘Clue, Checkered Flag, Kaleldescog_, and the Reader's 1ges§ _klll Bgllde__g

were utlllzed to build readlng comprehen51on (llteral and 1nferenf1°l)
vocabulary, Syllabination,'sound discrimination, blending, and rate of
reading. These commercial programs were supplemented witﬁ individually '

‘prepared teacher materials,

In mathematics, SRA'Computapes and Mathtapes were programmed a]onq'with..

individually prepared teacher materials to build number'concepts,-compu—t

taion skills end nuﬁber facts.

In science, prosramming was -based on a learn‘ng by experimentation

approéch. Wong's, Ideas and Investigations in Science..provided stu-
dents with "handsyonﬁ experiences daily. | | |

Io each of the euoject matter areas, students were diagnosed for
academic problems.and then anpropriate materiéls were'orescribed; For each
student, 1nd1vidual prescrlptlons were placed in folders every day. The
d1a9n051s and‘brescrlptlon process was contnnuous to fhe end of ‘he school
'_"year.‘ By coordinating actlvit;es hetween subject matter areas and the
.‘learning resourceacehter, students were provided with a wide variety of
.cdrriculum materiEle thet gave them a variety’of learning experiences.
At the same time that academlc prescruptlons were being implemented,

cu',\o

behav1or menavement technlques wereAlnstltuted To shape behavlor, teachers S

comblned contlnuous, positive social relnforcement with ma+erlal rewards.

16
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Basellnes were taken on teac hers to determ1ne degree and kind of socirl

reinforcement used. During start-up, a minimal acceptable level of positive
. . b

o

social reinforcers would be forty specific reinforcing events per: forty-two

minute period. Teachers were video-taped on frequency of use of positive
A \ . . . . !

social reinforcers. Verbalizing, smiling, gestures, eye contact and touching

were all teacher behaviors that were'monitored.

As behavior was shaped, two changes took place. First, continuous

social réinforcers were chanced to intermittent ones. Second, material

reinforcers beceme more sophisticated. Students were weaned:from basic’

.material reinforcers such as candy. They had to do’more work.to receive

materialereinforcement. 'Material reinforcers slso became more soCial in

'nature. Felnforc1nc evente such as free*mme for preferred academlc.

activities and tutorlns other students took the place of mo re basic materlal
reinforcers. The transition was not an' immediate process., It could terke
a student as lohg as three months to become totally.reliant on social'reina
forcement In a few severe cases‘it‘took an even longer period_of time to
COmplete transltlon‘from materlal to snc1al relnforcement The'ultimate
p01nt was that students world become re1nforc1ov agents unto themselves .
and would be able to functlo; with a mlnlmal level of external reinforcers.,

" Cng partlcularly effective waJ of accomplishlng this was by use of

contlngency.contracts. “hese contrac“s were agreements sirned’ by both teacther

and student in regard,to specified amounts of work and reward. Homme's (1970)

Contingency Contracting in the Clagsroom details this procedure io its

_entirety. In the beginning, contracts were almost wholly teacher constrncted.’

Teachers decided bofb deprep and and of effort end revard. As students'

demonstrated more and more respons1b111ty they were given fhe opportnnlty




and goals had to be clarlfled and concretlzed. .-": o ‘ T

“behaving, whereas the affectlve technloues are the ones that create long

lastlng behavioral changes through the values they promo+e

~-1h-

to exert more eontrel‘ovef thein_aentraets.. At theﬁend of the year,emost
students were operating on contracts thet were whdiiy student controiled.;
Contracts.coveredvtwe specific situations. First, contracts cduld be
eonstructed fer individuals: This was the most common procedure. Second,
contracts could be_constructed for a-grqup; - This was an esneejally desirable
approaeh when the teacher was interested.in usinglthe group'to act as a po—
tent relnfor01ng aﬂent for some deslrablt general behav1or oT in relnfor01ng
des1rable specific behav1er in a partlculnr1y difficult student
The f1nal part of the curriculum 1nvolv1na students was affectlve
education, As prev1ously»1nd1cated all members of the ICU team were
tralned in a variety of communication skllls. A1l staff members conpleted
the Danish (1971) Bﬁﬁlg Hglpgng Sg:llg format Inservice trainine in‘qroup
process, dynamlcsand 1eadersh1p was given, Trlal runs with each team. mem-
ber serving as 1eader were v1deo taped and cr1t1qued At the end of inser-
vice each’member was equipped with ba51c listening skills that enabiedv
them to beeome effective greup leaders for affective education with their

-

students.

~ The se1f~concept of the ICU students was usually woefully 1nadequate

Thus, before academic success could be experlenced, student values, needs, j

i
4

) \ -

‘This is a 1og3cal extension' of behrvior manaaement techniques. Behavior®

management technlaues could be ci*ed as the 1mpetus that gets students to start

This was done by a variety of affectlve techniques. Pupnl personnel

interns,. teacher a1des, and teachers were all utilized ss group_leaders

in this endeavor.' The - main thrust of affective education was the classroom

18
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‘meeting. Based on Glasser's (1969) Schools Without Failure, the classroom

/

meeting explored lopical conseguences of actions. The curricnlum used in

the meetings was yenerated from a number of sources. The HELP program

(1974) from Herrin, Illinois, The Rockford Harlem Affective Education’

,Program;for Middle Schools (1971), and Simeon's‘(19725'Value‘Elarification

were all~utilized These approaches Fave 2 variety of structured affective

techniques that could be used on a dai]y basis. in classroom meetinFs.

'Freewheeling in nature, these technioues were modified and supplemented as

the needs of the students demanded.
while‘approximately two class hours per week were set aside for

classroom meetings pupil perSOnnel.interns also utilized one to one &nd

'vsmall group counseling seSSions to work on developmental problems. These

sessions were eclectic and were geared +o probLem.prevention rather than

Lo

crisis intervention. - -

Coordinating,o these actiVities was of critical importanoe. 'An;
"all hang together or hang separately” attitude had to prevail ?upil
personnel interns served as coordinators of student problems. The' interns

came from the disciplines of school psychology, counseling, and soc1al work

They served a one year residency Jnihe program.‘ Besides working with students,

n o~ -7

they were directly involved in the proVision of consulting serViees to teachers.,

As a result much of their time was spent in the classroom working directly

-
-

» These actiVities were culminated by weekly staffinps that included all

of the Title III teaching team. \These staffinvs were geared foward a

case study‘format Sfudents problems were tackled. and specific resolution

{




of those problems’by all team members was attempted. Since stsffings
occured on 'a Qeekly besis, a'constent updete.on problem resolution
'was possible;d.
" As with acadehic prOblems, hehaviorel-oroblems were diapdosed.endl
presCriptioos were written. Couched in objectlve terms, behav1oral diagnosis

\ -and prescrlptlon sheets asked for' o ' o z:

l;'_the preserting problem (Who was involved and what is the spec1f1c
' concern9)

2. baseline dat& to sup‘ort 1tem # 1 (Vhat rate 1s it occurrlng' when
and where is it occurr1ng9)

3. at least two positive assets that can be used to deal with the
problem :

. 4. program prescription . :
\ a, functional assessment (What can.he or she do or rot do?)

: b.>.Poal (What is your purpose SO thet 1tem # 1 ecrn be resolved?)

€

c. Please outline. ‘he specific prescrlptlon methods you wjll
use to resolve item #l

d. Vho is providing backfup consultation to you in this matter?
o . - .
5, time limitation (How long will you use item # 4 in order to

‘ S ; - _elimlnete the . problem or, if’ needed, changesthe program?)
¢ . -
' 6. lValuation (What occurred as @ result oflthe,ihtervention?) K

7. cCaSevTracking v o -

ae Fﬂl&qm R _ . . . . -

b. 1If item # 1 was not resolved, recycle for a new propram
(Please indicate that you w1ll recycle )

As may readily be- ascertalned very 11ttle vas left for puesswork Problems
were stated concretely.and were approached on thet basls.} Of all “he ‘compon-

. ents of the,program;'this was‘oerhaps»the most criticel. _Withoﬁt'oonstaht

. . +h : L '.' ‘
update and feedback, none of ouT techniques would have been of much .use.
[ . . o . :

s
20
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The final component of - the ICU prégram was the Parent Effecti#eness
Program.  The prbgrém-strived to teach parents behavior manarement techniques
and communication'skills; . Rehavior manarement was taught with Becker's (1971).

Parents Are Teachers and cemmunication skiils with Downing's (1970) Parent‘

. 3
Training in Family Relatlonsh;ps and Menagement Skllls. The program met far

" fer two hour sessions once a week for eight weeks.' The program's intentien
was to teaeh'parents the basic behavior manarement and communication skills
that were used in the'Titie III program. While a structured format was
used, much upen-ended dlscus81on was generated and parents were free to

2

plck and choose precedures and obgectlves which flgythelr needs. Approximately
fifty percent of the parents who s1gned cofmitments to enrollsbheir chd ldren

‘completeithe program; Following is a session by sessjen synopsis of the
”pregramfl )

Session I: Pdrents were given pretests on the Personal Orientation

Inventory (Shostrom, 1966) and a nroject—deveioped communication skills
questionaire. Introductions were made and an overview of the program was

given. Tolerasble and intolerable tehaviors were defined-end‘delimited and

- LN
s

exercises. involving definition of the different behaviors-were‘ﬁiven.-_Faetors
f1n evalu_atlnP these hehav1ors were explalned Disposition'of the home nas -
lescussed. Homework asslnnments 1nvolVJng watchlng for different klnas of
behavwor were given, Parents were asked to define one behaVLOr of their
-child they. wlshed to ‘chs nge; | |
Session II' A review of the prev1ous week's homework'wes undertaken.
Kelnforcement theory terms vere discussed and defined accordng to "Grandma s

Law", Examples were glven of dlfferent types of reinforcers, Behavioral

21
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* objectives were definea. Examnples were given of'operationaﬁfdefined behéQ-
" ioral objectives. Homework éieféises were'given in re-defining rehavioral
Objecfives.

) Segsion IIi: Reinforcement scheduleé were revieﬁed. Techniques &nd
types of reinforcement schedules that shaped and maintained behavior we%e
'explainedm- The difference betwzen rewarding and}bribingAwas also ex—‘
plained. A homework essignment asking ﬁarents to sef up a behavior mén—
agement program for- their ciild was given. Parents:weré asked to mive,

a pré:manégemgnt namzricai rating fb théir'attempt to change,a target
behavior in their child. - )

Session IV: Behavior management programs of ‘parents vere revieWed.
Functional programs were giéen positiv%,feedback. Inadequate programs were
;discussed to find out what could be changed. The ”criticism trap" was
. »explbred. Activiﬂy reinforcefs‘wefg explained. Role playing waé used to

‘demonstrate how to use positive social reinforcement. Power -and authority

]

concepts were described and delinea%ed; Mcceptance as e concept of relation-
ships was defined. A homework assignmeﬁt to put the behavidr“manngemént
‘plan:into effeét was given,. D

.Sessioﬁ V:.>ﬁpﬁeQ6rk was reported as to'fhe'sucgess ;r failure of the
manéﬁemeht'progfamé put intvoperation}- Risk tak%pg in\c;mmﬁnicétion was
expléredt Eﬁphasis was:placed upbn feeling QQtéction-in.comﬁunication.
with children, Exeréises to detéc£ féelihg statements were given. Eome-

.~ work exercises included listening to a child and working on behavior

-

A}

management programs.
Session VI: Reports on behavior management programs ‘and listening
- - : o .

ta a child were fgiven, Punishment ,in regard to its uses and abuses was

22
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. T L v . .
discussed. Iffective use of punishment was defined. Various ways of
listening to a child 2nd keeping communication lines open were detailed.

Restatement and refldction of feelings were demonstrated and exercises

“

.Wwere given. 'Homework dssipnments included continued work on the behavior
management program and attempts to reflect_the'feelings of a child"in a
convershtion.

Session VII: Behavior manapement programs andiattempts,at reflection

\ ) . . : - B
of feelings were reviewed. Confrontation techniques were examined in re-

~

'gérd to identifiéafion of feeiings;-owning those‘feeliﬁgs, beins opeﬁ,to'
responsés,’and expérimenting with the.child as to more &ppropriate Qaysvof'
behaving. An exercise iﬁvoiving video—taping~of a family plahninq conference

was done. Diffgrentvteghniqueé were interjected into th¢ conference\td ' .

show better ways of communicating. Homework assignments involving the
. . - . t Fi

seléction ¢f a new target behavior and a program to modify it were given.

"4 family planring conference was also assigned.

Session VIII: Reports on new tarset behsviors and manasement programs

were given. Reports on family planning conferences were given. .Poéttesting

on the Personal Orientation Inventory, the communication questionaire, and ,

the numerical rating of success in mansging the target behavior was con-

ducted. A general review and problem solving session was held. Diplomas

for program completion were awarded.

HzgoﬁheaggFAs.a result of a desire to measure'effects'on students in the

program; the following hypotheses were generated:

O le There is no'sighificant difference between students in the ekm .

.perimental gréup and the control gfoup on pre-. and posttest measures of

ERIC
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1

the Comprehension Subtest of _the Stanford Dissnostic Reading Tesh, Level II,

Form W_and XJFthef06ncebté Subtest of the Stanford Diagno-tic Mathems tics

Test, Level IT, Form W _and X,

and the Metroplitan fchievement Test, Advanced,
L] . .

Form F, Science Subtest,

E?: Trere is no significant’differéncé'between the students-in the
eXpe£imental group and the control gfohp on pre-, of mid;, andvposttest
mea.sufes of Off Task, Out of Seat, Talking Out, Acting Out Pee_ré, and’
'Acﬁing Out Self-Béhavioral Raselines. |

H3: There is no significant difference betuween the students in the ex-

périméntal group and the control group on pre-, mid-, and posttest measures

of Response in Academic Discussion Behavioral Baseline. -,
. N ] N ' ) \ .
HA: Trere is no significant difference between the students in the R

experimental group and'the control group on pre- and posttest measures of

“ - I
' !

days absent.
HS:‘ Therz is no significént ditference between students in the'experi_
mental group and the control group on pre- and posttest measures of Personal,

‘Social, Fahily Relations and Total Adjustmente Subtesté of the California

Test of Personality, Intermediate,.Form Af,

.6

H: There is no significant difference between the Studeﬁts.in the ex- .

perimental group and the control group on pre- and posttest medsures of

Academic and Social Tasks of the Bonney~Fessenden Sociegraph.
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Desiegn- Upon receiot‘of the letter of commitmeht from parents, their chlldren
were. plrced in-a Tltle IIT ESEA section. These students became the experi—
mentals (E's). The chlldren whose oarents d1d not sien a letter of commit-
ment were rahdomly plaoed in other seventh and!elghth grade sections; These v
‘students Became the controls (C!s) and received no special treatment.

Thus, there result:d a-two—cell divisioo of students whovwere‘reoeiving
" differential treatmert. = In-one cell werevstuden1s who hao parents.aho'signed
a commitment and pertloipated in the Title III sectﬁonsr(ﬁts). In the other
cell.were Ftudents Qhose parents did not_slgn a.commitment and therefore did
vnot parficipate in the proéram. The two cell'Classification»was as follows:

A, E's- Those students who had at least one parent who siened a com-

-mltment and participated in the Title III program (N=102).
.

B. C's- Those s*tudents who did not have parents slgn a conmitment and
'did not .participate in the Title III program (N=50). -

Once these groups were identifi.d, tes® of significance were run to de-

o . . ) . . i

" termine that there was no sipnificant difference either on means or vari-

. ance between groops (Tftesr and Bartlett's Homogeneity of Variance Test).

Criterion measures were those previously mentioned,

This research study employed the Pretest-Posttest Control Group Desism
”as descrlbed by Lampbell and Stanley (1963) ~This design;was.used because-

it controlled a varlefy of =ources of 1nvalld1ty and was also h]ghly adap+—

able to the experimental situation..
.Results— An analysis of variance-technique- aéilizing a pre-, oosttest

repeated measures desivn between E's and C's was u+1llzed to test for s19n1f1—
oance on acddemjc,.behavloral at+endance, personaljty, and peer relatlonshnp

varisbles, No slgnlflcant difference between E's and C's were found on any

" pretest measures of the varialtles examined either on means or vsrisnces,
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r
' ‘H) was rejected. Results on the academic‘Variables of reading as
measured by fhe Q+anford Dlavnoe+1c Peedlnﬂ Pest Level II, Forms W rnd X,
mathematics as measured by the Stanford Diagnostic Mathrmatics Test, Level 11,
Form W _and X, and sCienCe as measured by the Metropolitan Achlevement Test,
‘Advaneed.Form~F,:were all: sienificant in‘favorjdf:the E;s (p<:.05).*
| . ‘ Table I | | |
Stanford Dis~nostic Reading Test, Level II
. "Comprehension _
' 2 x 2 Anova : ; J I F
' Between éroups | « o ! 5.4 e
Between tests . | . _ | 2,77 - N | ' " -
Eetween‘groups and tesés o | v 24,80 ¥ v  ~ _ | r
. . : .
. " Table 2 IR e
Strnford Diagrostic Mathematics Test Level-IT = -
" Concepts
2w 2kneva . F
Betﬁeen groups ‘ ,b V} ‘:. _ | "10.87 '
Between tests : ) \ = 37.31
" Between groube and tests ;: o ﬁ_i8;54 % t
e -~ Table-3. Lo o _ ) -
Me*ropolltan Achlevement Test, FormAF, Adyanced
. ) . : ' 801ence
- 2 % 2 Anova ) o . .. F
~Between groups o a -.?‘ ; 30,60 ¢ -,
B . Between tests R i o o 8.73
' Between groups andrteete o '7.46_*d

O

H_ and H, were rejected. Results on behavior as measured by the meneral

p and fly were Telected. Hesuls on tewevier @

\
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ingppropriété beha;ior baselines of "off Yask", ”Out of'Seat”; FTalkiﬁg‘Out“,‘
v WAétiﬁg Out'Péers” éna “Acting Qut Self" were ail significantly decreaséd in
fﬁGorny E?s (pi'.05)? Results on-the app?opriate;béhavior baseline, "Re-
~'-épbn§es in Acédemiq Discussions" w@fe also significantly increased %nvfaQQr
h |  Table 4
off Task Behavigr Baseline
_ 2 x 3 Anova ) S E 7 F
:Between grou?s' o _ . ' 85.31
Betweén tests . 76.72
_Bétweeh groups and tests o : 120,51 -
Table 5
- Out of Seat Behavior Baseline
2 x'3 Anova N ,.' o ‘_" 'F‘
’ Betweeﬁ groups . | S ‘285.21
Between tests - : : « - 5.23
Q_" ‘Between groﬁps and tests o ‘ 60.75-* ‘
| S Table 6
\ ;Talkinngut Fehavio? Baseline‘
2 x 3 Anova’® '-  ‘ o P ) '
Between gfqups _ o 123.02
) ufBetween-tesfs _  ' . 3 B . 15.50
, " Between groups and testis _ T1,23 % « /. | e
L ' C ‘ '
o Table 7 - “
Acting Out Peers Behavior Baseline
.2_X'3 Anova : = ) i‘F
g Betﬁeeﬁ groups_; ; o v 180.62 r
Between tests : , ‘ 30.31

' «-i : Between groups and tests o 85,02 %
ERIC =~ . =~ e e SR7T
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, Table 8 -
» Acting Qut Self Behavior Base%ine
2 %3 Anova - o ¥
s a " Between gréups o o 366.31
. Between tésts - ' | v 35.52 _
Between groupsvand'tests‘ . 162.83 %
| | 7 Table9 .
L Resppqses in Aqademié Dﬁsqussions Behavior Bgseline
2 % 3 Anova | | F
Betwéen groups . ' 131;&4'
Befween,teéﬁs o 67}05
Bétween groups and teSts : i 89.54 '

H was~accepted.‘-ReSults on the rate of attendance showed no sig-

- . ’

‘nificant difference between E's and C's,

A

Table 10

Attendance
" Bstween'groups _  '  _ 3.34
Bétqeen tegts | '_ . W41
Between groups and tests = o 1.52

‘Hg was accepted for two tests and rejected for the other two. Results

on the persbnaiity measures were differentiasl. On the California Test of

Personality, Intermediate, Form AA there was no significant difference be-

\x

tweéen E's and C's oﬁ the Total Adjustment and Personal Adjustment Subtest.

* On the Social Adjustment Subtest and the Family Relations Subscale there

were sigﬁificant differences (p<.05) ¥ in favor of E's.
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Table 11

California Test of Personality, Intermedlate1 Form AA

2 x 2 Anova
Between gfbups

‘2tween tests ®

Between groups

- Total Adnustment

and tests , 2.05

 Table 12 o N
Test of Personality, Intermedlate Form AA

California

2 x 2 Anova
Between Groups
Between tests

vBetweenmgroups

_-California

Personal Adiustment

21
121,84 -
and'tests o .93

Table 13
Test of Personality, Intermedlate, ‘Form_AA

Ab2 x 2 Anova

Retween groups

Between tests

' Between groups

- California

A . .
-and tests - 9,38

Social Ad1ustment

F
.89
'5.53

. Table 14 - '
Test of Personality, Intermediate, Form AA

2 x 2 Anova
Betweén‘groups
Between tests

'Betwéen gFroups

~dhd tests , 140,26 *

Family Relations

< F
1.35
3,609.24
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Hé was accepted for one test and rejected “or the other, On the,

measure of peer interpersonal relationships, tlie Bonney-Fegsenden Socio- I

. graph h indicated significantly more- posltlve ratlngs of E's and C's {p<. 05)

~for'peer preference on an academlc task.: On a. soc1al task there was no

r
5
Y

siznificenée between F's and C's,

e v © Table 15 . -

) Bonney-Fessenden Sociograph
' “ : E : Academic Task- o
2 x 2 Anova - L. . Foe .
. - o . N
Between. groups ) . 5,14
s, " Betweens tests . _ . . 2.77 . _ ‘
| Between groups and tests . Do ."24.80 *
Table 16

BonneyfFessenden'Sociograph
. : " <. Social Task

%

{ 2%2fnova S | . F
~ Between groups /;/ R | C 1,73 _
. Between tests. ?k» ‘ ‘ 2.63 : - :
’  Between ,groups and tests - ':7.. 1.2 . - | :
v mmary- In summary, it appears that students who partlclpated 1n the ICU )
provram did slvnlflcantly better acanemically than C 's who had not recelved
t - the treatment. - Behav1orally, E's had slgnlficantly better adJustment in the
classroem;than.dld C‘s. It aiso Pppears that ICU students had better general
\’_s001a1 adJustment famlly relationships and pper relatlonshlps after re-
o | ceiving the treatment then.dld Cls. . . R . o _ ' df
v T K follow—up stndy of students who finisheddthéir_freshman or sophomore
f L ) N year in l§74—75 and:whp.had_reCeived one or two years ICU treatmentgin'jdnior

,
’
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higﬁ.school indicated tﬁét bniy five of 102 had dropred out of school.
Further, mean grade 9yeragé inéicated the grbﬁp was functioning ét a
'littie béfter than'c avera~e, Former ICU'students were glso actively
involved ih a vrriety of extra—curficulaé'activitiés which would séem

to indicate more fhaﬁ passivé acceptance’of scheol. Stdtistical follow-up
of C's has not been acgéﬁpli‘shedf However, froﬁ,subjéctive infor@atiohi

obtained, approximately thirteen to fifteen C's héye dfoppedvout from the

original students selected.
It would thus seem that the ICU procedurespreviously outlined not

only increase vital skill ‘areas, while étudénts are in the program, but

also help students remain i school after ﬁhey‘are mainstreamed.
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