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days alonq the horizontal axi.. Two responses are worked on at a tire
and a skill test is diven after four have heen learned. The "C" represents
criterion reached. Criterion on twn words is reached after 12 correct

'V

in a row or 80< correct for the session. If over 80° is reached on the
skill test, the child Moves on to the next step. Kerri did not reach
criterion, so she continued with another pair of werds., On her third
Skill test, she reached over 817 corract and wont on to step 2. Kerri

has since moved on to step 3 of the proqram and her data represents the

average child roving through the proaram,

The motor program

I would Tike to end My presentaticn with a brief description of the
motor program. Please refer to the handout on the back of the daily
Schedule,

Along the vertical axis there is a series of developmentally sequenced
groupings or strands of Gross Motor behavior from controlled eye movement
to advanced locomotion. The individual behaviors within each strand
(mostly taken from the Portage) were also developmentally sequenced,
€.9., under motion "Walking". The numbers represent the number of the
Portage card that corresponds to that activity. Where applicable, each
strand was broken down into‘posture, assumation of posture, and motion,
€.g., head control supine. Activities that did not apply to this breakdown
appear under Skills. A bhysiotherapist assisted in the development of
these motor strands and in the development of the motor progrems.

The next series of slides will point out the need for postural
components in the notor prograri. These children have learnad to sit,

[Slides 47-50]
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stand and walk, but their posture is unbelievably bad. Our rmotor
programs are set up so that a child does not pass through a motor
program {(e.q., walking) without the appropriate posture. The appropriate
posture is written right into the bchavioral definition.

The next slide shows Robert proavressinug throuah ocur old motar
[Slide 51]
proqgran without the posture cormronent. ‘e Tearns to pull to a stand,
stand unsupported, and walk 10 steps unsupvorted in a very short time
period. However, once the progran with the ostural component beqgins,
he will probably beqgin at the appropriate noint on the walking proaram,
The preschool children all walk; however, some of the children will
enter the new walking proaram in an attermpt to correct some posture

problems. Currently they are working on advanced lucomotion strands.

Data on all motor programs is recorded on the MIMR data sheet and
graphed weekly. A1l of the behaviors in our rotor program are Gross
Motor behaviors since we have included all of the Fine Motor behaviors
in the Cognitive area.

I would like to conclude my portion of the presentation by briefly
mentioning our integration with the rest of Mayfield Schop]. In general,

our classrooms are very well received. Each Mondav our children join a

Grade 1 classroom for a half-hour session in the usic Room. Some of the

preschoolers take their places with the Grade 1 students and join in all
of the song and game activities. In addition to the music sessijons, a
group of Grade 6 girls have taken it upon themselves to mecet the cabs

morning and afternoon and help brinag the children in. ‘lext year we
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would like tn'try increased integration with the Lindervaarten childeen
across the hall, since manv of our children are the same ane as the
kindergarten children.

I mentioned previously that the parents of our cnildren are invoived
in a parent training session in the classroon setting, 0Di11 Butt will
now describe the parent training program he is currently conducting in

our classrooms.

ERIC

Aruitoxt provided by Eic:
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CLASSROOM PARENT TRAINING PROGRAN

Bill Butt

RATIONALE

Parental involverunt in an early intervention proaqram is now seen
to be a necessary and eoffective way of maintaining, and assisting with,
their child's development. If developmental qoals are to be obtained,
research literature indicates (Bronfenhresnner, 1974) that parental
involvement is vital for several reasons:

(a) Without family involvement, qains made alona any dimension
are quickly eroded. Parental involvement rot only can
implement and maintain schuci-based teaching and child be@avinrs,
but can also sustain the effects of teaching once the child nc
longer participates in a pragram.

(b) As parents are already natural reinforcinn agents, prdviding
them with teaching skills would apnear to be a feasiB]e and
econoﬁica] method of teaching new behaviors to a child,

(c) Developrent can be accelerated. Previous research indicates
that a conjocint, systematic intervention program by school and
parent‘can almost double the ratz of acquisition.

(d) Parent training during the preschool years may benefit not only
the handicapped child, but siblings as well. Parents can thus
generalize skills obtained in a parent program to teach and
modify behaviors of other children.

(e} Parents often express a desire to participate in the teaching of

R AN
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their child. The varent involvement proqran provides them
with appropriate skills. Poor teaching skills implemented by
well meaninq, but untrained, parents may not only prove

frustrating but can delay the child's development.

Parent Training Proaram - Aims and Format

The present training prograr is desiqned specifically to meet two
objectives: (a) to provid: nparents with information relatina to school
based assessment and its implications for teachina, and (b) to train
parents in the application of the direc!ion instruction teaching model.

In determining the format ~“ the present training proaram, it was
decided to utilize techniques as validated by research literature,
0'Dell (1974) has authored a rathor corprenensive review of the literature,
and based on results cited by 0'Jell in his article, it was decided to use
an individualized instruction forrat with didactic ané behavioral re-
hearsal instructional methods. The content of the parent training proqgram

contains materials directly related to the goals stated previously and

will be discussed in detail later.

Program Procedures

Each parent was assigned a specific day to visit the school and receive
the instructional unit. Typically, a parent would arrive at the classroon
by 9:00 a.m. with the child. As soon as regular activities began, the
parent would take her child to the regular teaching area and conduct five

minutes of videotaped instruction on a previously chosen task.

Following the teaching session, the child would be returned to reaular
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classroom teaching, while the mother would leave tic room and receive a
unit of instruction. After the instruction pericd, fhe rother would
return to the classroom and assist with various activities until class
ended at 11:30 a.m. On followinag weeks, the procedure would be repeated

until parents had received all four units of instruction.

The Teaching Tasks

In choosing the type of task which the mother would teach to the
child, three criteria were used: (1) Each task must be from the same
developmental area and one which was initially asse-sed at a 1 or O
level, j.e., the child was unable to do the task unl~ss he v s physically
guided through; (2) The behavior rust be in the teaching ranqge of the
child as deterrinad bv the assessment procedure; (3) The behavior should
be part of a developmental sequence so that,if a child completely learned
the task during the parent instruction,teaching could proceed logically
to the next developmental step. For example, parents of children in the
preschool proaram initially were told to teach their children on a
match-to-sample task of two items. Once the child has mastered the task,
the next developmental step can be implemented by increasing the number

of items the child was required to match.

Program Content

The- content of the parent training program is delivered in four
instructional units. To ensure consistent content delivery to each parent,
each unit was carefully summarized into point outline form. As each point
in the unit was covered for all parents, it follows that the information

imparted was constant throughout the whole program. During the instruction
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Unit One

Unit Two

Unit Three

Unit Four

ASSESSHENT

TEACHING  FORMAT

ANTECEDENT AND CCNSEQUENT

BEHAVIORAL REHEARSAL
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time, parents were encouraged to ask any questiony abnut the content area
which needed clarification or elaboration.

The following is a brief description of the proqram units.

Unit [ - Assessment

Unit [ was designed primarily to meet objective (a) mentioned
previously, i1.e., to provide parents with infarmation about their child's
assessment, The rationale and nature of the school based assessment
procedures and its implications for teacning were cxplained in detail.

The unit contains such information as the difference totween
normative and criterion-referenced assessment nrocedures. It vas
emphasized that normative reasures yield information that is valid only
when scores on standardized tests are corpared 4n the reference group.
Normative procedures offer a score that has very little direct implication
for teaching.

Criterion-referenced assessment, on the other uand, yields a
performance measure on a specific task relative to an externally
established standard. No comparisons to other individuals or groups
need be made.

Once these points had been covered, it was then exp]éined how a
criterion-referenced assessment procedure utilizing various levels of
prompting and guidance could be used to establish basal and ceiling levels
and a teaching range in five developmental area. It was also pointed out
that the information yielded by the assessment procedures had direct

implications for teaching specific behaviors in developrmental sequence.

j A



Unit II - The Teaching Format 82

Unit II o%fered a detailed explanation of the teaching format.
Definitions of each teaching level were covered and a modeled instructional
sequence at each level was demonstrated to each parent.

In addition, points such as the cumulative nature of prompting,
fading of prompts withiﬁ'and between levels, criterion for shifting and

recording data were also explained in detail.

Unit IIT - Antecedent and Consequent Conditions

Unit 1II was formulated to assist parents in establishing appropriate
antecedent and consequent conditions to facilitate an optimal learning
situation.

Several points were emphasized. First, parents were instructed in
the correct use of the attent{on siagnal and remedial procedures for
directing the child's attention. Second, parents were directed in the
correct method of offering an instruction. Consistency and simplicity
of instructions were discussed as were the appropriate use of models

during an instructional sequence.

Instruction on consequent conditions for correct responses included
definitions and examples of primary and secondary reinforcement,
continuous and intermittent reinforcement, and the continquity factory.
Appropriate implementation of each type of reinforcement was also covered.

Parents were simply told to ignore incorrect responses during a
teaching session.

An explanation of the backward chaining concept completed Unit III.

Parents were taught how behaviors can be broken down into component steps,

1u7



83
and each step tau~"t in backward sequence from the terminal goal utilizing

teaching levels with suitable antecedent and consequent conditions.

Unit IV - Behavioral Rehearsal

The final unit required actual practice by the parent in securing
the child's attention and teaching at all levels of prompting. For this

purpose the instructor served as a model for the child.

When a teaching or attending error was made, direct feedback was given
to the parent as to the nature of the error. The correct procedure was
then modeled for the parent and a ccrrection trial followed., A criterion
of three consecutive successful teaching trials at each level wa: employed

pefore parents moved to the next teaching level,

An adequate analysis of this parent training program is presently

being made and will be availabie upon request after September 30, 1976.

1v8
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discriminative stimuli through the effects of the consequent stimuli.
The discriminative stimulus exerts control over a response by signalling
or cueing the probability of a reinforcing event following a response

as well as conveying information regarding essential components of the
teaching material and the type of response which is appropriate.

Components within Direct Teaching Model

The Direct Teaching Model employs the use of stimulus and response
prompts {(Becker, Engelman, & Thomas, 1975) in a shaping and fading
procedure to assist the child attending to the cues and making the
appropriate response demanded by the learnin< situation. These prompts
consist of verbal and physical prompts and minimum to moderate levels of

physical guidance to put the child through the desired response.

Definition of the teaching components:

Antecedent Conditions or Teaching Behaviors

1. Instruction: Any verbal cue given to the student directing
him/her to engage in a specified behavior; for example, "Show
nbse" or "Tap the tabie." | | -

.2. Model: Any verbal or nonverbal demonstration of a specified
behavior. An examp]e.of a verbal model would be the teacher
emitting a sound she wants the child to.imitafe. - An example of.
a nonverbal model would be the teacher placing a block in a cup.

3. Verbal Prompt: Any verbal directive, following an instruction,

which provides further cues directing the child to attend to
particular cues and/or engage in a specified behavior. The verbal

prompt may he an expanded or shortered instruction. For exampie,



if the-initial instruction is "“Put the olock in the cup," a
verbal prompt might be "You do it Ryan. Put the block in the
cup" (expanded instruction); or "You do it" (shortened instruction).

4. Physical Prompt: Any gesture to provide further cues directing

the child to attend to particular cues and/or engage ir a
specified behavior; for example, gesturing to put the block in
the cup or pointing at a block.

5. Physical Guidance - Level 2: Directed physical contact initiated

by the teacher which facilitates the student's perception of
material or performance of a specified behavior. Level 2 includes
teacher one-finger guidance for a maximum of 30 seconds. An
example would be a teacher placing one finger cn the back of a
student's hand to quide a circular motion to complete a circular
drawing.

6. Physical Guidance - Level 1: Directed physical contact by the

teacher which facilitates the student's performance of a
specified behavior. Level 1 includes teacher guidance greater
than level 2 for a maximum of 30 sec&nds. ‘This may include one
or both of teacher's hands to direct the child's attention or
"put the student through" the desired response. An example
would be teacher holding the student's hand while guiding a

circular motion to complete a circular drawing.

Combining Response Prompts into Teaching Levels

Response prompts are combined into levels of ;eaching or instruction.

The combination of prompts within levels is as follows:




SLIDE PRESENTATION

LEVEL 5 (a) Instruction

(2)

Say "Put the block in,"

Slide 1 - repeat
Slide 4 - repeat

Sereen | | Screen 2
; I
COIOAENTS TEACHER BERAVIOR B
TEACHING - I
LEVEL 1 (a) Instruction (a) Say "Put the block in," | Stide 1 - Shows setting event - Instruction,
(b) Verbal Prompt (b) Say "You do.it." Slide 2 - Shows setting event - Verbal prorat .
¢) Physical Prompt (c) Point to block and slot. ‘ - and physical prompt,
d) Physfcal Guidance 1 (d) Guide child's hand with Slide 3 ~ Shows mother using full-hand quidance
full-hand support, . | and task coroletion by child.
_ Slide 4 - Mother recording child's parformance,
' COMPONENTS TEACHER CEHAVIOR | EXMPLES
TEACHING |
LEVEL 2 (a) Instruction (a) Say "Put the block in," Slide 1 - repeat
(b) Verbal Prompt b) Say "You do it." | Slide 2 repeat
(c) Physical Prompt ¢) Point to block and slot.
() Physical Guidance 2 (d) Fuide child's hand with | Slide 3 - Shous mother using one-finger quidance
' one-finger support, and task completion by child,
: Slide 4 - repeat
COWPGHEATS TEACIER BEIVIOR ENPLES
TEACHING
LEVEL 3 (a) Imstruction (a) Say "Put the black in," Slide 1 - repeat
(b) Verbal Prompt (b) Say "ou do it." Slide 2 - repeat
(c) Physical Prompt (c) Point to block and slot. |
5 Stide 4 - repeat
COMPONENTS TEACHER BEIAVIOR |. EXNIPLES
TEACHING l
LEVEL 4 (a) Instruction (a) Say "Put the block in," Slide 1 - repsat
(b) Verbal Prompt (b) Say "You do it." |
| Slide 4 - repaat
COMPONENTS TEACHER BEHAVIOR | EXAMPLES
TEACKING '
J
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Insent SLide Presentation

Slide presentation illustrates the components within each teaching
level with an accompanying verbal and visual example of each.

Emphasis on Fading of Prompts between Levels

Level 1 includes initial instruction, verbal and physical prompts,
and hands on guidance. Introducticn of additional levels (2-5) indicates
the cumulated removal of the last level of prompting or auidance until
the child is responding spontaneously at a level 5. -

Emphasis on Fading of Last Prompt within Each Level

Each level of instruction is presented five times. The teacher
gradually, over the five trials, fades the last level of assistance or
prompt included in the level. Hence, th2 last rial of any one level.
is q]most jdentical to the first trial of the next level. 'An example is
thé fading over five trials of physical guidanée (1) within 1évei 1. .
Initially at level 1 the teacher is using hands-on guidance to but the
child through the response. Gradually, guidance is reduced until the
fifth trial when physica] guidahce Tevel 2, or one-finger duidance beginsq

It is difficult to portray a sequence of teaching trials showing
fading of a prompt or guidance; Because of this we have staged a short
seqdence showing the fading of a physical prompt during five trials in an
attending instruction. The purpose of this videotape segment is to
illustrate the fading of the right hand attending prompt. The hand signal
is initially used to draw the child's attention to the teacher's face.
Oﬁce the child is attending consistently, the hand signal is gradually

faded out. In addition, you will notice the use of different verhal



TEACHING
LEVEL 1

“§lide A3

e ]

COMPONENTS

————————

(a) Instruction
(b) Verbal Prompt
(c) Physical Prompt

(d) Physical Guidance |

TEACHER BEHAVIOR

Say "Put the block in,"
Say "You do it."
Paint to block and slot.

Guide child's hand with
full-hand support.

Se
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TEACHING
LEVEL 2

Slide A4

. COMPONENTS

P ———————

(a) Instruction
(b) Verbal Prompt
(c) Physical Prompt

(d) Physical Guidance ?

(a)

(b)

(c)

(d)

TEACHER BEHAVIOR

Say "Put the block in."

Say "You do it."

Point to block and slot,

Guide child's hand with
one-finger support.

acg




§lide A

(OWPONENTS

TEACHING
LEVEL 3 (8) Tnstruction

(b) Verbal Prompt

(c) Physical Promt

(& o

TEACHER BEHAVIOR

(a) Say "Put the block in."
(b) Say Wou do it,"

(c) Point to block and slot,

L2



TEACHING
LEVEL 4

S1ide 6@

e

COMPONENTS

b —

(a) Instruction

(b) Verbal Prompt

TEACHER BEHAVIOR

(a) Say "Put the black in."

(b) Say "You do it."
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Slide A

~J

|

COMPONENTS TEACHER BEHAVINR

P ————

TEACHING -
LEVEL § (a) Instruction (a) Say "Put the block in."

62
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instructions to signal a locking response by the child. All the verbal
attending instructions are of the same general class and are designed to
have the child attend on instruction. Varying the set of instructions is

done for purpcses of generalization to other teacher and caretakers.
- uwythRR.smmmﬁéoétumMM {Linda)
- direct attention to gradual gading of hand signal

- use 4in teachding other skLLLs

Emphasis on Curulative Nature of Prompts

The prompts within the Direct Teaching Model are presented
cumulatively. This means the prompts are presented as closely as possible
after each other or, when appropriate, together. For example, it is'not
possible to present.an instruction and.verbal prompt in any other manner
than one following the other. However, physical prompts can be provided
at the same time as verbal prompts. Also, physical prompts and physical
guidance can be presented together, where one hand guides and one hand
prompts. |

The cumulative nature of prompts at a verbal and physical (perceptual)
level and guidance (motor cue) act as mediators for the desired response.
Presentiy, we are planning research to investigate the effectiveness of
verbal, perceptual and motor cues as mediators within the Direct Téaching
Model when presented in isolation or cumulatively. Within the Direct
Teaching Model, prompts are always presented following & discriminative
signal (either attention or task instruction) and faded out in a gradual

sequential manner as soon as possible.
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We have seen the individual cemponents of each teaching level on
slides and how they are grouped within each teaching level. Mow to Give
a better representation of the cumulative nature of the Direct Teaching
Model for both a sequential and temporal relationship, we will show some

videotape seaments of actual teaching at each level.

Order of Introduction of Teaching Levels

Tne Direct Teaching Model begins with level 1 instruction and the
order is sequential to level 5. The reason for this is to optimize
the learning conditions for greatest success throuah reward of correct
student responses.

The one exception to this drder is when a student exhibits the
desired behavior at a five level of prompting although the instructional
sequence suggests teaching at a lower level. Here, for exampTe, when
teaching at level 1, the student exhibits the desired response following
the initial instruction before additional prompts were given. This indicafes
performance of the behavior at a five level. When this occurs seven
consecutive times for one behavior, it is assumed to be stable at a five

level instruction and is placed on review.
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Teaching Procedure

The criterion for shifting from one level to another is five
consecutive correct responses. If the student displays an incorrect
response at any level, the instructor immediately drops back to %he
previous level of instruction and continues to instruct theie until
five consecutive correct responses are obtained.

Teachers and parents record student performance following each
instructional trial. Recording is done on the MIMR Training Session

Data Sheet developed by Dr. G. Martin from the University of Manitoba.

Show Stide 0§ MIMR Taaining Sessicn Data Sheet

Recording Correct Child Responses

Child correct responses are recorded by indicating the number of the
teaching level used. For example, if the ch{ld regponds corfect]y at |
level 1 instructién, a number 1 is recerded in the appropriate box on
the data sheet. A similar recording procedure is used for all teaching
levels. B - -

Recording Incorrect Child Responses

Child incorrect responses }re recorded by an X or 0 in the
appropriate column for individual trial.

This recording system allows for ease of recording and an ongoing
record of child progress through fhe Tevels of teaching. Using the
criterion for shifting up and down within the five levels when recording,

the teacher knows exactly where she has 5®n and what to do next.

Stide Indent
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MIMR TRAINING SESSION DATA SHEET

Date _ TRAINING Teache
&  Swp. STUDENT: __ | — cmmm wem v me TTEM:.—_ e __. Teacher
Sess. No. Na. TRIALS Comments: .
: j
! ———
' e [ - —
T
| —t-f-- RN S S S -} —f - ——1
)
: ——‘--] 11T - -1~ 1=
L}
1
Y ;
1)
' — |
'
'
.
'
! . -
' . - —aa e Sy S - e o ] ) ——odp
- NN
1
Pecularitiey of Proinpty/Comments:
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Slide A9

==

Slide example of MIMR Data Sheet with examples of shift up and shift down:

/ | | Five consecutive correct responses at level 1, shift up to Tevel 2,

/ / Five consecutive correct responses at
level 2, shift up to level 3,

/[ (ne incorrect response at level
3, shift down to level 2,

' / | Five
consecutive corvect responses at level 2, shift up to Tevel 3,

174
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PROGRAM CONSTRUCTIOM AND IMPLEMENTATICH

Kathy Daly

At this point I will explain how the teaching techniques just
described by Alex are developed into specific programs. Parents use
these programs in teaching their children at home.

For every program to be taught a behavior target is defined. The
rest of the program describes to the parents'the how and where of
teaching the task to their chiid. To do this each program is divided
into several distinct sections. I will briefly describe each of these

sections which combined provide the parents with a complete program.

1. Behavior Target

This is a description of the behavior or skill the child will
be able to do after completing all the steps in a program. There
are behavior targets in each of the five developmental areas:

cognition, self-help, motor, language, and socialization. (SZide 5)

Examples:
COGNITION: The child will place one object in a four-inch
diame® container within five seconqs of the verbal
A command "Put in."
SELF-HELP: The child will raise a glass to the mouth and drink

48



MOTOR:

LANGUAGE:

SOCIALIZATION:

2. Baseline

306

unassisted from it using two hands following the
verbal command "Drink . . ."

The child will crawl ten feet with a reciprocal
pattern (maintaining target behavior posture)

within ten seconds of beinqg offered a toy &nd given
the command "Come here."

Imitation of gross motor behavior. The child

will imitate your model within five seconds for the
following actions: arms up, tap table, wave, clap
hands.

The child will respond to his own name by stopning an

activity and turning hiz head in the direction of the

person saying his name within five seconds.

Immediately before implementing a teaching program, ‘the child's

ability to comp]éte the target behavior is assessed. The target

behavior is assessed at teaching level 5 for five trials. If the

child completes it 80% of the time at a level 5, that pfogram would

not be implemented and base]ine'for the next taiget behavior in the

developmental sequence would be taken. If the child does the target

behavior correctly less than 80% of the time, the program would be

implemented. .

3. Setting

The setting is a suggested location and time that creates the

49
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most optimai learning situation in teaching a child a particular
skill. Two types of settings are most commonly used fer teachina.

a. Natural settings - These are chosen for behaviors which occur

in specific locations and times (e.g., toileting, dressina,
eating). MNatural settings give rise to appropriate practice

and & daily routine of skills taught. Here the child's learning
occurs in normal situaticns throughout the day rather than in
places and at times unfamiliar to the child. (S&ide 6)

b. Instructional settings - These are periods of time set aside

during the day to teach specific skills that have programs

(e.3., language and coqgnition tasks). It is usually recommended
that these teaching times occur in an area as free of distractions
as possible, with the tescher sitting facinag the child in a

position where eye contact is easily maintained. (S&ide 7}

4, Steps
Steps.are a finer breakdown of the behavior target. Many of
the behavior targets are too large to be taught all at once and are,

therefore, analyzed and broken down into several smaller steps which

are taught consecutively and individually. Each step that is taught
incorporates what was learned in the prévious ones. Together, all
of the steps will form the whole target behavior. (S&ide §)

Here is an example of a tehavior target that has been analyzed and

broken down into sfeps for teaching;

80




Behavior Target

Step 1

Step 2

Step 3

Step 4A

38

PROGRAM STEPS

Child will place two hands on glass, raise
it to mouth and drink unassisted following

the verbal command "Drink - - -."

Child will vilt glass and drink from it

once it "is touching:his 1ips.

Child will bring glass to mouth from_twd

inches away, tilt glass and drink from it.

Child will raise glass to his mouth from

the table and drink from it.

Repeat behavior target.'

51



6.

39

Procedure

This is the part of the program where teaching is outlined in
accordance with the five levels just described by Alex. For each
step in a program, the t=acher works through the five levels of
prompting and guidance until criterion is reached before continuirig
to the next step. Criterion is five consecutive trials at a level 5.
Sometimes the parent is teachina below a level 5, and the child is

responding at a level 5 before additional promptina can be qiven. If

this happens seven times in a row criterion is considered reached.
(slide 9)

Level
Level
Level
Level
Level

Step 1

QW —

Level
Level
Level
Level
Level

Step 2

QWA —

Level
Level
Level
Level
Level

Step 3

ahnwrn—

Level
Level
Level
Level
Level

Step 4

AP wWwWwnN —

\'4

_TARGET BEHAVIOR

Scheduling

We ask our parents as teachers to do three sessions a day, if °

possible. To.prevent teaching situations from becoming aversive,
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we have established a guidaline for when sessions should be stopped.
If the child completes two level changes either up or down, parents
are asked to stop the session. Other than this, parents may stop

the session whenever they wish.

7. Review
Once the child completes the target behavior tive consecutive
times at a level 5, it goes on review. The target behavior is
assessed once a day at a level 5 for five days. This is to be sure
the child has learned the behavior to stability. OCver the five
days, the child must get 80% correct or the behavicr will be

retrained -- starting at a level 5.

8. Maintenance
Behaviors that have been taught and reviewed then go on
maintenance. They are tested once a week for ten weeks. Again

80% correct is required or the behavior returns to review.

I will now show you 3 illustrative examples of different children's
progress through programs that are designed and imp]emented.as I have
just described. The parents are responsible for teaching the children
and recording their progress in all of these programs. They Were
visited by a home teacher on a weekly basis. The home teacher assists
the parents in improving their teachirg technique and overcoming any

problem: that arise. As with any program that involves. individuals,-

b
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many ups and downs are encountered in its implementation. These can
be due to internal causes, problems with the program that were

unforeseen, or external causes such as illness.

Example 1 (slide 10)

Explanation of the graphic laycout

(a) steps

(L) levels of performance
(c¢) time

(d) review

Gross Motor Imitation Program - Nathan

With the younger children, both in the nome Program and at the
cchool, who have shown no ability to imitate sounds, we have implemen-
ted a series of 5 programs to facilitate imitation of sound and wSrds
1eadfng eventually to labelling. This brogram and the next I will be
discussing are the second and third in the sequence.

Behavior Target - The child will imitate the mother's-model
within 5 seconds for the following actions: (1) arms up, (2) tap
table, (3) wave, (4) clap hands.

There are no steps in this program. Two actions are taught at
once and presented to the child randomly. This is to prevent
perseverance of the child on one activity and facilitate the chi]d's
learning to discriminate. |

Nathan advanced steadily and quickly on this program, maintaining
what he learned over a long period of time. This is indicated by the

review period for each behavior following the reaching of critericn.
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has now advanced to the next program in the developmental language

sequence, fine motor imitation, and is making good progress there.

Example 2 (slide 11)

Fine Motor Imitation Program - Randy

Behavior Target - The child wiil imitate the mother's model
within 5 seconds for the following actions: (1) stick out tongue,
(2) point to nose, (3) open mouth, (4) touch tongue.

Again, there are no steps to this program and two behaviors are
taught together being presented in a random sequence.

Pandy was progressing s}ow]y but steadily up until the week cf
May 24, 1976. His performance then began to decline. This is theught
to be due to the similarity of the physical prompts used in open mouth
aﬁd touch tongue. Randy was unable to discriminate the two actions
and quit doing both. His attending aurinq this program also dec]inéd.
The action, touch tongue, was stopped and replaced by blow. Randy's
decline -in performance on this program was not seen in other programs

he was working tHrough (slide 12).

Example 3 (slide 12)

Put in Progfam - Randy

Behavior Target - The child will place one object in a 4-inch
diameter contafner within 5 seconds of the verb&] command 'Put it in'
following a model.

This program had 3 steps to reaching the behavior target. They are

as follows:

Sten 1 - The rhild will nlare nne nhiart in an Q_ incrh Aiamatan



aq

- - b 1 m‘ L] b
[~ T [ |~ s i N I
—{— | : P = -
T -
. ’ _ _ b N N I IS L -
! i H = )
] . . o
_ 1 (= Ll ]

[ —Il T - YM"II T

2 BN B SRR S AU S
SR PG - - .|r —_——— L ml .'m.ll'; — S —

i + ) B < s 92/S/1L€

: ] i i .% [ S S — ’.

3w

9L/5/02)

Student Randy

L
AL
|
| ) ;
¥
|
L

s
WF SH W OF S oW

( 972/S/L1)=

D L]

FINE JOTOR, HITATION PROGRAN

-

Teacher(s) Nother

Program Step Murbers:

TEACHING SESSION GRAPH

s a4 e
——r——

: _ =
— m wy
. +— : ]
- + : [T _
_—— 1 | ! i
: H t i :
: o [ et S - i i i
i T o ] ! [
i : i =( 92/5/0L) ; :
! — - “ ! N
: : : : ! |
S-S S Y |1 H Z 4 ! - i i i
i i : ! : ! !
— b b : T— & - : .
R A S SNPONE  A Y § g 4 - f i ; i
J E— — . - A“ h M ' .
' H - . H . : :
SE—— t | } x : ——t— s H -
| i t i i i _ i
H 1 I i I |
7 — 1 -
i 1 I
T 13 '’ -
S o N S ; bl i i . )
. ! i :
- { ; =( 9//t/92)
|l|.~|ﬁ||_.||4 I\x - (Y] T~ (Ve
2 m o r~
T H — o
T T 4 - — r—— — — L - _
— = ~]
[.L'n - — ] = —
- — Ty
1
— ) = ( 9L/v/6L) 5, =
=Y wmr Y N — Y = O3 N — S D = Y O — D U A 3 o — D U A T N — 2 A
pet) -
= g e
=2 .o
@ = m @ ]
< w3 < = -~ L2~ ]
=3 o - A=) v -
oy - €= =D >y
— pray - ~ Pev)
S = (=] = (=4 =1 (=1
Pt e -— [=] = —
—— oy =
P~ - - -2 [ =g b
(=] = = [E] — — ar
= [-%] — — 3 .y vy
S =9 o - > 3 =
-~ L] o w [ > e 1 — —
i o -

STAIAIT DHINDVIL

Comrents:
R




a5

:, | 1
- - Jle. e uned -_ s - !m - - — v
—4 — - ~ P S U YU QP GHES. — m ] - IIA - u - ——
— - — = - —— H 1 + ——— -— —$~—1- -
- - b - —-F - -4 —4— — .mqllu'. w ——b If
_ N — - . _ U N S N TN N
)}
—+-1144-4 _
—
—i 3 ) -
By I _ --d- ?
> | - ‘\m
=
— 3 I“
£
f = 4 T
e e ol e
- > oL/c /1L
ar - 1
=1 _J_ 1 1
= ' i
] m !
] £ :
— - t ! i
- YL /G/v2) : . i
i T P
13 % : '
Ty H - ! j
1 i . ; __
1 ! : '
) m |
" QL/S/LLY ~ :
= ] m !
= - ST
(a1 ! i
P=] —1- ] [t ! _ H
== - _— H :
=) FEiC i : m
=| P b _ I M
= T - ——x:{ 9Z/%,01L:
= |_r" A - —_— — 1 ———e— . — b -~ - —e— < - i!m!.\ ——
— _ b —1 J B} b 4 - —_ e e — g
! ¥ i ul ]
— 3 I
—— had =
u — g4 4 ] P |—» [ = r ] "
2 : =( 9L/S/E ) : T i
m m — 1 _ d — .| .\“ : ! ..0w _
4+ NN m“ ! — i
= B s S e R o - S R S I =i =
= [ J — ~ .
£ - I = = s LT
g i .~ Josa =
= T — D o s s o = PP —— e —— e e~ — ot 9Ls/v /92y = i =
.- = = ay
= m = =1 Y I
=N E ] Dt =y
-~ == =y - M“-
sl = - o~ — S o= =
..f“" -~ w w. [ = % | 5 -—— U
=l s 3 pa ] 3 3 S
o = v w v - [ Vel — —
m Nm m- [ =) * 1
mm SAZA3IN DHINDVEL m




46

in' following a model.

Step 2 - The child will place one object in a 6-inch diameter
container within 5 seconds of the verbal command 'Put
it in' following a model.

Step 3 - The child will place one'object in a 4-inch diameter
container within 5 seconds of the verbal command 'Put
it in' following a model.

These 3 steps allowed Randy to develop an understanding of the
éoncept 'put in' before working or the fine motor accuracy needed to
accomp]ish'it in this and other situations (eg. put in peg).

Randy did very well in attaining the behavior target especially
following an inservice with his mother using video tape feedback. We

spent most of this inservice trying to improve her presentation of
instructions and prompts to Randy.

As well as programming in the area of language and cognition,
examples of which you have just seen, parents are working on programs
in the mbtor, self-help and socialization areas.

Each parent in the home program has participated in a parent
training program immediately following the original assessment. It
instructs them in using the progressive levels of prompting and guidance
to teach behaviors to their children.

As they teach their children, parents continue to participate in
an ongoing training program aimed at increasing their teaching effectiveness.
To assist us ir this ongoing training program, A Behavior Assessment '
Scale is being developed. It allows us to assess parental effectiveness
in the uée of the developmental teaching model and give them specific

feedback on their teaching skills.
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PARENTAL TEACHIMG EFFECTIVENESS
Alex Hillyard

Parental training is a major comionent of the hore program to
ensure the most =ffactive use of the Direct Teaching 'odel! and develop-
mental progra~s. Our present hore training proaram, cspecially in
monitoring parent teaching, is at an observational and formative stage.
We learn a considerable arount Fwam the narents not only from observing
their ability to carry out pronrams.but also from general feecdback about
the model and teaching proarams. Throuah such feedback and data
collection we are oropbsino severai investicaticns of nparent teachina
in the areas of narent education and instruction wnile also gathering
research information in the area of chiid development and effective
teaching models. lle are assuming at this time that correct implermentation
of the behavioral teaching model, developmental teaching progrars, and
data recording will assist parents in creating the most optimal learning
environment for their children. .

To enéure this Kathy visits the parents each week and discusses
their teaching and child's developrent through each progrém. Kathy
observes parent teaching and gives feedback to the parents concerning

" their use of the Direct Teaching !ode. and proaram implementation.

In addition to verbal feedback, modeling, and behavioral rehearsal

the use of videotape replays are employed. Frequently, each parent is

videotaped whiie teaching their child one or two programs.
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This videotape is analyzed using the Behavioral Analysis System

(BAS) for a Direct Instruction Teaching i'ndei.

Behavioral Analvsis Svsten

The BAS is an observaiional irstrument devised by the farly Education
Project to cbserve teachina/student behaviors durina direct teaching
sessions. Analvsis of videotaned sessions using this observaticnal
system allows one to corpare teaching 2nainst the desired irnlererntation
of the Direct Teacnhina !odel and teachinn nroarans,

This analysis 1s used for feedback to the parents on the nature of
their teaching, use of setting, and data recordina. Hathy uses the
actual videotared searents and data obtained from the Behavioral Analysis
System to ernhasize correct and ircorrect implerentation of tnhe teachinao
model, teacnina nroqranms, reéordinq procedures, and teaching settinrs,

An example of this process and the data obtained from the Behavicral
Analysis System to be usad for parent faedhback will be shown for one

family.

Family Inservice Usina the Behavioral Analysis Svstem and Videotane

Feedback

Heekly videotaped teachinq sessions were obtained for one family.
Kathy has discussed and shown graphic rapresentation of the child's
progress through two programs,

Hleekly videotape recording was done for six weeks with the use of
the Behavioral Analvsis System and videotape feedback fo110wing the

third veex. Ourina the first three woexs parents received verbal feedback
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concerning the nature of their feaching and program implementation,
Behavioral renearsal and rodeling were used during this perijod.
However, videotane feedback and Behavioral Analysis System data wvere
not employed until after tha third wueek.

Qur primary npurnose in usirag stch 2 nrocedure v:as to see if tnere was
consistency or stability of parsnt teaching patterns durina the first
three vieeks. Then on the basis of nfarent teaching it would be decided
which aspect or component of tha teaching situaticn to change in an
atterpt to bring about the rost effective chanaga, narely correct
implementation of the model and increased child Tearnina.

The Behavioral /inalvsis System results of narent teaching show
parental effeztiveness in irnlerenting tie att . 2n and instructional

. components of the teachfng rodel. The results o/ the Behavioral Analysis
System for Family 1 indicated the following goreral results abou®
parent teaching (a) hinh fraq.zncy of attending cues were nresented
incorrectly, and . (b) hign frequency of instructional presentations at
levels 1 and 2 were procedurally incorrect.

Following the third week an inservice using verbal feedback, modelin=,
behavioral rehearsal and videotape feedback erphasizing these two points
was done by the home teacher.

To initially observe and illustrate changes in parent teaching over

"tne five weeks, we have broken the attending and instructional components

of the teaching chain ints the follcuwing three dependent measures.

ERIC

Aruitoxt provided by Eic:
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ERIC

Aruitoxt provided by Eic:

r

)

(1) Percent Correct Procedural Imolementation by the parent for
antecedent and consequent conditions., Correct presentations are
attending and instructional levels.where there are no deletion or
addition cornonent errors and no time errors of allowing more than a
one-second irterval batween introduction of corponents or not allowing
the desired five seconds for the child to respond.

Correct procedural implerentation for conscguence conditions
is presentaticn of the approvriate teacher resuonse following either a
child correct or incarrect resoanse tc the tasr instructicn.

Child incorrect responses are followed by 2 parent no
consequence condition and a presentation of a new trial.

Child correct response is followed by positive feedback
(both positive nondescrintive and Jdescrictive and a social and/or
consumable reinforcer).

(2) Percent child correct responses to total nurber of parent
teaching levels irnleranted correctly.

Here we are concerned with how many of teaching levels
procedurally correct were followad by child correct responses.

(3) Percent child correct responses to total number of presenta-
tions by the parent. How many ¢f the parent presented trials were
responded to by the child with the correct resoonse,

These dependent measures are obtained from a two-step progress.
Initially, parent teaching is obcerved by raters trained in the use of
the Behavioral Analysis System. Parent and chiid behaviors are coded

for their frequency and order under the general categories Antecedent

e, -ansequence Contitigrs,

(Fal

Conditions, Studant Rescon
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To initially observe and illustrate changes in parant teaching over the
six weeks we have broken the attending and instructicnal components of

the teaching chain into three dependent measures.

Stide Lrsont




PERCENT CORRECT

90

80

10

60 -

Jl

40

30

20

/

B35

-

N

PARENT-TEACHING SESSION

FAMILY 1
Attending * Teaching Levels 182
7 )
~ /
/ /
7] r

R
Y
~ / /
| / -1 Y
& ; i; ;
Y / g
Y N N
; 4 | ; %
- . /
| ; / ;

| /|

/ N
L L LI I
Heek 1-3 Week 4-6 Woek 1-3 Week 4-6

¢ Presented Procedurally Correct
4 (hild Correct to Total Procedurally -ovect

4 Child Correct to Total Presentations

2s



53

Secondly, the parent teaching behavior as coded on the Behavioral
Analysis System is compared to ooth the teaching program and MIMR
Data Recording Sheet. The program sheet indicates the correct use of
instructions, verbal prompts, etc. while the recording sheet indicates at
what levels of instruction each observed trial was instructed.

In addition, the nature of irpierenting the teaching levels both
sequentially and terporally are obcerved and coded for z2ossible errors.

As each parent teaching session is approximatelv three minutes lona,
we only observe a few teaching trials each week. This observaticn

process is a micro look at parent teachina for two sessions a week wnan

the parent may have up tc 20 sessions per week, Thus, our observation

2

may not truly reflect parent teaching, and we cauticn against over

generalizations to all their teaching sessions. This does, however,
provide us with an.instructional and feedback tool for inservice on

the procadural nature of the corsonests ard :ezching levels obsarved.

_Fami]x 1

Our six observations with- Family 1 did not yie1d teaching at each
of the five levels of instruction. 7ne teachina observed was, except ‘or
a few presentations, at Tevels 1 and 2. These teaching trials at level
1 and level 2 as well as for the attending comoonent have been grouped
together to represent one ggnera] measure for the weeks prior to and a

Second general measure for the weeks following the inservice.
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Attending Corponent

During vieeks one to three we observed approxirately S0 of the
attending signals were procedurally correct. Parent errors increasing
the attending sianal were evident in the inappropriate use of the hand
signal to draw the child's attention to the teacher or task raterial
and inappropriate use of the remsdial procedure to facilitats <he
child's attenticn when not attending.

The child responded to approximately 957 of the attending signals
initiated correctly by the parant. Child correct rasnonses to
incorrect and correct oresentation was approxirately 5875, This indicates
that a percentage of correct child responses vere made to incorrect
presentaticns by the parents.

The inservice for Family 1 consisted of parent instriction on thz
use of (a) attending signals, ard (b) use of:renedial procedure
when child fails to attend. Following the inservice during weeks four to
six we observad an increase over .eeksone to three in the percent of
proceduraily corract attending signals by the parent (.53). Child
responses to correct parent presentation of the attending signal
remained the same (.92), while total correct responses to the total
parent use of the attending signal drozped (.60).

Following the inservice we observed an increase in the amount of
correct presentations by the parent whan using the attending signal

with no noticeable decrease in the percentage of child responses to

correct presentation by the parent.
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Teaching Leveals ] and 2

Instructional levels 1 and 2 during weeks one to three were cbserved
to be procedurally correct appraximately 507 of the time. The child
responded with a correct resporse to approximately 73, of parent correct
presentations. Child ccrrect resoonses to total presentation of
teaching ievels 1 and 2 were approximately 76%.

The Behavioral Analysis System analysis of teaching during weeks
one to three revealed the follc.ring errors, (1) Absence of verbal and
physical prompts. Here the parents were qiving the initial instruction
and going directly to suidance without including acditional promnts at
level 1 and 2. The corcern here is, although such teacning at level
1 and 2 may not reflect lowered child perforrance, it may hindar the
upshift to the next *=2aching levels, Hence, the child would be 2xo0zed
to new mediators previously not exposed ta and this may create a slower
rate of ﬁrogress through the levels (1-5) or not facilitating the rove-
ment from one level tc another. (2) Time errars, where the parent
was allowing too much tirs to elapse petwesn cornonents at levels 1 and
2. The suggested rate is to have no more than a one-second time interval
. between components presented.

Following the inservice during vieeks four to six we oEserved
parent instruction at levels 1 and 2 to be procedurally correct
approximately 727 of the time and child correct responses to this tc
be approximately 87%., Overall child correct response to total
presentations was approximately 45%, There is a noticeable increase
during weaks four tc six of parent instructional procedures and child

correct resgonsas to correct orocsdures.
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Aruitoxt provided by Eic:

5h

The most ncticeable and exciting change we observed vas in the

child's perforrance 1n the 'nul 1n".proqraﬁ follawina the inservice.

Prior to the inservice nhe was having difficulty movinn seyornd a level 2
instruction. Following the inservice he quickly rmoved throurh lev s
3-5. One of the possible reasons for this, we suagest, is the
increased parent use of verbal and phvsical prorpts at level 1 and
level 2. There are rediators us2d at level 3, while verbal prorots are
used at level 4. This introduction r2y have facilitated the increased
rate and transition frorm level 1 1nd 2 to levels 3, 4, and 5.

We are planning additional research and odservation of parent
teaching for purposes of inservice feeaback to the narents and genzral
research in the ar=2a of naraproessicn2l training, “nca the parents
feel comfortable with tie rodel and nrocedures and are irmlementina then
with a high deqree of accuracv, additional investination ¢f the teachinc
relationship is olanned to see if there is a naeneral ontimal zeachinn
relationsihip between levais of procecural efficiency, nurder of triais
per session, and correct responses. Possibly a relationshio may emerce

“where. some deqree of procedural efficiency is sacrificed in favor of
increased trial presentationg or nurber of trials ner sesstn is

decreased in favor of fewer, but a hisher, percentage of procedurally

correct teaching levels.
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CLASSR(OOM PROJECT

Linda McDonald

Introduction

sy s

The c¢lassroom program is located in Mayfield School, an é]ementax,
school in the city of Edmonton. Our project occupies two of the
classrooms on the ground floor. This slide shows the back half of

[Slide 1. Classroom]
one of the classrooms. Both classrocms are fairly standard, although
one has a small washroom at one end. We supply all of our own toddler-
size furniter plus humidifiers. Each classrcom has a capacity for two
groups of eight children (one in the morning, 9:00-11:45; one in the
afternoon, 1:00-3:00). Currenﬁ]y‘there are two groups of eight children
in the morning and a third group of three in the afternoon. Two
teachers are assigned to each morning classroom and the four teachers
“ share the afternoon proqram with two teachers teaching while the other
two write programs, do graphing, etc. Morning classrooms run five days
a week and afternoon classes four. By the fall we anticipate two
aftérnoon programs (one toddler, one preschool), bringing the total
number of children worked with at one time to 32.

The children are placed in one classroom or the other according to -
their functioning level as assessed by the Portace Assessment previously
described by Kathy. The toddler classroom is compriced of children

[S1ide 2. Todd]er'juice]
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between the ages of 2 1/2 and 5 (average age 3).

In general, these children do not consistently mimic sounds, are
not toilet trained and do not walk without support. The preschool

[Stide 3. Preschool coats on]
classroom is comprised of children between the ages of 3 and 5 (averafe
age 4). Aporoximately half of the preschool children are toilet trained,
they all walk unassisted, and they all use sounds and some words
expressively.

The teachina duties in the classroom are shared by the children's
parents. The parents spend one day a week at the school assisting the
teachers. Initially, the parents qo through a parent training program
to be described later by Bill. Upon completion of training, they are
allowed to assist the teachers in conducting the daily sessions. In
addition to the parents, we have volunteers, practicum students, and
institutional staff helping out (four of our children are from a
residential institution). You may have noticed the "institutional"
slide in the collage.

A1l children entering the classroom project were tested on the
Poétage Assessment immadiately upon entering the program.- Sessions in
the areas of Language, Cognition and Gross Motor have been set up based
on the results of the Portage Assessment and we are in the process of
programming in the areas of Self-Help and Socialization. We use the
same program-writing format as Kathy previously described.

[ am going to discuss’ the classroom program in two sections. In the .
first section I will go through a typical day, outlining the various

activities that we usually engage in. In the se .nd section, I will
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describe the Languaage Proaram and !otor Proqgram in some detail, wit
relevant data included.

Please refer to your handout entitled "Classroom Schedule". This
schedule will give you some idea of how much time is allotted to the
various activities. Most sessions last no more than 10 minutes due to
the age of the children and their limited attention span at this time.
In addition, given the data system used, if the child becomes satiated
¢r bored and bcgins to make wrong recncnses or fails to resnond, he may
qo from a2 5 leve] of quidance down to a 1 in five trials and then must
go at least seven trials ard probabiy 25 before reaching criterion at
the 5 level.

[Slide 4. Cab arrives]

The chiicren arrive by cab between 9:00 and 9:10 each mornina, Each
child is working on a number of undressirg behaviors (e.q., hat off,
zipper down, etc.) and performs each behavior at the level of quidance
he/she is currently workina or. nNata is recorded daily on 'IMR sheets
and graphed on a weckiy basis.

As - can see in your handout, there are three session times.
During #ach of the session times, both rooms conduct individual language
sessions on a 1:1 basis. Vhile one teacher does language sessions, the

[S1ide 5. Toddler; Slide 6. Preschool lanquage]
other teacher conducts qroup motor and group coanitive activities with
the remainder of the children, so there is usually about a 1:7 ratio
(teacher to students) $f there are no parents or volunteers.

This next series of clides shows an.examn1e of'tﬁo grhup cognitive

activities that are done in the sazssion time slots. The first slide

%
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[Slide 7. Toddler coanition]
shows the toddler group working on a "puttina in" activity (put in nea).
It is not clear in this slide, but the teacher moves from child to
child, giving trials to only one child at a time. The teacher must
move very quickly to keep the attention of the groun, The next set

[Slides 8-11. Preschool cognition]
of slides shows a printing sequence fromn the preschonl class. PFPlease
note the gradual Tadina out of the hand prorpt until the child draws
a line between two doté unassisted.

Cognitive activities include Taking Out, Stackina and Strininn
activities in the £odd]er class and Color Identification, Matching,
Shapes and Sorting activities in the preschool classroon,

On the handout you will notice that there are two 15-mjnute toiletinng
sessions in the morning. ODuring this time, those children who can stand
also work on pants up and pants down. Peter is pulling up his pants on

[Slides 12-12]
cormand at a 5 level of promptina and %s then reinforced. These children
also work on stand up and sit down from the potty or toilet. Data is
recorded daily on the MINR and each day the child pick§ up where he 1e%t
of f on the previous day.

There is a juice and snack time for a 15 minute period after the
first toileting. During this period the children from both classrooms

[Slides 15-17]
have a small snack (which the parents supply) and juice. Those children
with imitative sounds and/or words are expected to ask for more juice

and say "please" and "thank vou". If all the children are finishec
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[Slides 18-19]
their juice and snack before 17:30, the two classrooms have a brief
structured play period on the rug. At 10:30 the preschool classroom
departs to their own classroon and sessions begin again. The children
get ready to leave for home at ahcut 11:30 each day. In the prescheol
class, the children nave an informal session on yes,/no. The teacher
[STide 20]
holds up a coeat, askina each child, "Is this your coat?" Children are
reinforced for answering "yes" i0 the coat is theirs and "no" if it is
not. AI1 childiren work on dressing items at this time (put on coat,
zipper up, etc.) and the daca is recorded on an MIMR sheet.

At about 11:45 the cab drivers arrive and the children depart.

[Slide 21]

Specific programs

I would now Tike to discuss first the Lanquace and then thz Motor
programs in some detail.

The Language proqgrai™ for the toddler aroun has five major compononte:
Attending, Gross totor Imitation, Fine Motor Imitation, Sound Imitation,
and Word Imitation. The Gross Motor hehaviors chosen are all function}J
(e.g., roll car, brush hair), and the Fine Motor behaviors all involve
mouth movement related to speech.

A baseline is taken on each component until one is reached at which
the child does not attain 80% or more correct responses. Programming
begins at that point for that particular child. The children are taken
on a randomiy alternating schedule to a cubicle enclosed on three sides

for a 10 minute period each day. Each correct response is socially

*Mew changes have been made in the Language series. Please write if this
information is required.
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reinforced ané a primary reinforcer is delivered on a VR3 schedule
(this is the only time during the day that primary reinforcers are used
and we are constantly in the process of fadinqg them out). The next
segment of slides shows a tfaining sequence for Fine liotor Imitation.

(Slides 22-28]
Prompting is being done at level 1 quidance. After five months of the
toddler lanquane prograi. one child has moved throuah Gross Motor, Fine
Motor, and Sound Imitation into words; two have moved through fiross and
Fine totor Imitetion intn sounds; and four have moved from Gross Motor
into Fine MMotor Imitation.

lle began our progranm with Gross and Fine MMotor Imitation rather
than sounds and words because as a aroun the toddlers were imitating some
motor responsns on the Portage, but no language responses. ‘le wanted to
give them as many successful trials as possible at the beqginning of tha
program. Until recentlv, four responses at criterion vere necessary
before moving on to the next stane of the proqgram. At oresert, we have
lowered the requirement to two to sce if we still get the easy transition
from motor responses to words that we have been getting previously,
hopefully in half the time. |

[Slide 29]

Shannon's data shows an orderly progression through all phases of
the program into words. In two months she learned to imitate four fGross
Hotor responses and moved on to Fine !Motor. After learning the Gross

[S1ide 30]

Hotor responses, Shannon quickly learned four Fine Motor resbonses over

a period of five teachina davs.
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[S1ide 31]

Over a 1 1/2 month period, Shannon learned to imitate four sounds and
then moved on into words.

| A more typical set of grapghs are Danny's. Danny learned his four

[Slide 32]

Gross Motor responses in a pariod of one month. You will notice that
Danny has learned a probe item in addition to the responses beina taught.
When language programs began, the children were probed on five untaught
items in the same proqgram each day. If a child correctly responded to
one item on five consecutive days, the probe was considered learned.

We were obviously getting generalizatior of imitation with some children.
After the Tirst month we decided to nrobe five items in the next proaram
each day (e.g., probe Fine Motor when the child was working on Gross
Motor) and there has been only one instance of one child learning a probe
item sinca then.

" :lide 33]

Danny has been working on Fine Motor Imitation items ever since, and
is just now beginning to respond at 3s on his graph. lie has remained at
maximal and minimal levels of guidance (1s and 2s) proba*ly because of
the difficulty to discriminate the Fine tlotor merments. As yet, he has
made no attempts to imitate sound probes.

The language program for the preschoolers is quite different from the
nne just described. Six of the eight preschoolers went directly on to a
language program outlined by Guess, Sailor and Baer (1975). To our
knowledge, our project is the only test site for this program in Canada.

There are six categories in the Guess, 5ailor ind Baer languace
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[Stide 34]
program: [Read through six categories.] At present, the children on
the program are working on the first category, Persons/Things. There
are nine steps in this cateaery, and our children are now workinn
through steps 1, 2, 3, and 4 which involve: (1) Labellina of ohjects,
(2) Pointing to objects, (3) Asking for objects, and (4) Asking "What's
that?"

This lanquaae -oqram attempts to teach the child:
1. Reference (certain sounds renresent certain nhiects)
2. Control (vou can get what vou want by naming objcct)

Self-extended contrel (learn "!hat's that?" to learn rore referents)

[98)

-~
.

integration (learn cuncept;)
5. Receptive skills (understand statements heard and gquestions asked)
The next series of slides shows the procedure when & correct resnonse
[S1ides 35-387*
is made. Lisa is workina on step 1, Persons/Things.
An approximation is accepted as a Shaped Pesnonse and treated as
a correct response if the response made is an improvement over the previous
abproximation. If not, it is treated as an incorrect response. The next
[Slides 39-447*
series of s]idés shows ar incorrect response, and the correction procedure
used to correct the error.
[STides 45-%37*
The next two slides show Kerri's progressicen through step 1 of the

program.

F¢ oo o oorrect trials per day 15 alona the vertical axis and
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Part 1:

Schematic of the Training Sequence

" Perscas/Things

Actions with Persons and Things
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