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Foreword-

Data-Based Program Modification (DBPM) is a systematic method of individualizing educational
plans for children with any kind of learning or behavioral problem. It had its origins in a
3 Special Projects granc to the University of Minnesota in 1971 in which, in collabofration with the
" Hinneapolis Public Schools, an individual program modification system was develcped to enable
Special Education Resource Teachers’ (SERTs) to work with regular educatlon teachers to ma|nta|n
handicapped children in mainstream classrooms. ~Since then, the Unl\er5|ty of Minnesota has been
training SERTs for service in public schools, and Stan Deno and Phyllis Mirkiri have been teachlng
them the prlnC|p|eS and procedures of DBPM. The present state of DBPM owes a great deal to the
feedback provided by SERTs out of their on-the~job experlences.

«

The dissemination of this manual has been undertaken _3s part of the training and support

activities of the Leadership Training Instntute/SpecuaI Education. Since its |n|t|al authornzatlon
in 1968 under the Education Professions Development,Act, the LT1/SE has functnoned as a support
\system for tra|n|ng projects that focus on enlargln the capabilities of both regular and special
education teachers to serve handicapped children wi hin as normal environments as possible, and

for projects-developing instructional materlals for,tralnlng such teachers. As part of its

support system activities, the LTI/SE has assnsted elevant projects in the dissemination of

reports and other materials that deserve tne attentlon of colleagues but are too specnalnzed for

. ~

commercial publishers. : !
¢ In 1972, for example, the LTI/SE made avallable for natnoral d|str|but|on to specual educators
and special education teacher-training programs Instructlonal Alternatxves foL,Except+onaJ,
— g

Children (E. N. Deno, Editor), the reports of some* T"@tt&\supp‘;ted”by EPDA or éureau’of Edu~

cation for the Handicapped funds to exp]ore new roles for specuai education teachers. In the same

,Aﬂﬁgi. ’ -way, in 1974, the LTI/SE assisted in the dissemination of Instructional Development for Training
. Teachers of Exceptional‘Children (s. TnlagaraJan, D. S. Semmel, & M. |. Semmel), a -sourcebook of

ideas and procedures for the development of instructional materials for teacher preparation -
programs, a project of the Center for Innovation in Teaching the Handicapped at Indsana Univers |ty
Other dissemination activities of LTI/SE have focused on the integration of handicapped children in
mainstream classroomsand the development of within-school skills and materials to make the inte-
grat|0n work. (For the bubltographnc information on these and other LT1/SE publications, see the
lnstnng at the end of this book.) - )

; - Like other programmatic instructional materials disseminated by LTI/SE, Data- ~Based Program
Modnfzcatnon is geared to implementing P.L. 9# 142, In addition to detailing procedures for

\EMC ‘ - ‘ . " . 111\“\ 4
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writing and evaluating individual education plans, DBPM syctematlzes procedures to involve parents/

guardians and/or pupils |n the making of educatlonal deCISIOnS that affect the puplls' lives.

N
S

indeed, few instructional ‘programs follow the provisions of P.L. 94-142 as closely as DBPM.
Stan Deno has liad a long association with the LTI/SE in a training and support role. When the
LTI was functioning as a support system for EPDA and Teacher Corps prOJects, Deno was a highly

valued consultant in the field to prOJects testing new ways of c105|ng the gap between special and ; -
regular education and exploring new roles for special educators. Phyllls Mirkin, a doctoral can- f
didate as of this writing, spends a considerable amount of her professuonal time in conductlng /
workshops for special education teachers on Data-Based Program Modification. {
| am very proud to be able to present Data-Based Program Modlfncatlon to our special educatl n
colleagues in the schools and preparation certers. ’ . D
- ) Maynard €. Reynolds,.Director .
. Leadership Training Institute/
Special Edu-1tion .
University of Minnesota
i
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A great many people have contributed to the development and
We are particularly

rd
1

+ refisement of Data- Based Program Modnflcatlon.
grateful to all the Specnal Education Resource Teachers who, in sharing

their experiences and suggestions «ith us, helped o bring DBPM to

the form presented here.

Director and Assistant{to the Director, respectnvely, of the Leadershnp
cial Education, for their encour?gement in

We_are indebted to Dr. Maynard C. Reynolds aqd Ms. Karen Lundholm,
Sylvia W. Rosen fpr editing, designing,
/

Training Qnstxtute/5n7
publishing this Manua), and t

it roductiegn.
We are grateful/to Sue/McClure and Sue Bye, for their good-natured
3 to Vickie

“and supervising its
nuscript and its manj revisions

willingress to type jour i
/and Artistry with which she executed the many

Morgan for the care é/// i
Kathy Bass. whose dedication to producing the

,.graphs; and especiaVlz/
final copy was far/a ove the ord:nary.

’
Starley L. Deno

l
" Phyllis K. Mirkin
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c ORGANIZATION OF BOOK

This presentation 'of Data-Based P*ogram Modification (DBPM) has seven f

parts. Part I contains three chapters of introductory material (a) the

rationale for the use of DBPM_ to develop programs for students 'who are [
identified as having 1earningproblems* (b) the contextual framework for 5 °
X - DBPM; and (c) the measurement procedures that aré basic to DBPM. i
'i ' o The core of DBPM is presented in Parts II-Vl. In them there are detailed

) the specific,; step—by-step procedures for carrying cut DBPM.

Part II (Chapters IV-VI) covers the specific sequence of activities in

" . lthe initial assessment phase: (a) communicating and’collaborating with

ad 'teachers, parents, other professionals, and students to identify the pro- }.
. ‘; ' blems which are the basis of the referral (b) ‘measuring student progress and
‘ perforﬁance on specific tasks, and (c) evaluating the results of these pro-
. . cedures. s ;“ )

) T )

. N Part III (Chapter VII) continues the sequencé of activities during program ’

> planning. 5" - N
Part 1V (Chapter VIII), rart V (Chapter IX), and Part VI (Chapter X)
v ‘ cover, in succession, the program implementation, program adjustment, and i
b program certification accivities of DBPM. : ) A

- Part VII (Chapter XI) concentrates on consultation’and.training,
activities in which the Special Education,Resource Teacher assumes an indirect
. ‘ service role. f ’ . -
A foature of the, Manual is the application of the principles of DBPM

to the case of a hypothetical child with a number of learnihg and behavior '
problems. Thus, ‘the materials that are used to gather data, make decisions, ) )
‘and communicate wi-.. teaEhers and pa:ents are presented as if for an actual

i student. The materials also suggest the kinds of information which can be

éenerated with DBPM. . v,
Many of the forms and materials, eSpecially those in Chapter III and Appen-

fl

dix B, may "be reproduced. However, they need not be used exactly as illustrated ]
for DBPM to work. Because DBPM is first and foremost a set of principles

and procedures, we encourage each person to adapt the procedures and forms

e

. to the specifics of each particular school environment. i
Due to the limitations of publication all the graphs in this manual are drawn

"in one color. Normally, in practice, the different symbols and’ lines would be
drawn in colors. To avoid confusion in the presented graphs trend lines have been

omitted. . . <
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Chapter. I

|
i
i ..
ot J . THE CONTEXTUAL FRAMEWORK
i
i

a " * *‘

- ‘\Q’,\
Classroom teachers today are being required to assume responsibility for 'serving children

i
!
I with a broader range of individual differences than at any period since the one-room school. This
’ mandate is based on court decisions, in which there is clearly stated the social philosophy that
‘ the first priority of education is individual enhancement rather than societal convenience. Where
’ educational placements were, once made to serve the majority interests, placements now must be .made
to serve the ueeds of the individuail student. - = . s
, The changes demanded of the schools and teachers under this new philosophy.are large but
not 1nsurmountable. Most teachers have been long aware of the heterogeneity of even a so-called
® homogeneodanlassroom group, and they recognize the need to adapt educational methods and mater—
ials to the;individual ‘learner, if on a limited scale. The increased range of behavioral dif-
ference in the classrooms which has bgen byought about by judicial mandatesf has'simply served to

make it even clearer that’ providing an appropriate education for the individual necessitates

S
N

S—

tailoring or custom fitting programs to a degree not presently accomplishedlin the schoolo.
To help classroom teachers meet this new responsibility, an increased humber of models or
systems for individualizing instruction have been advanced by professional educators, especia}ly
those identified with special education. Special educators have becpme particularly concernéd .
with individualization because, unlike their’ general education colleagues, they always have
. concentrated‘on the individual problems of the children who have been referred out of normal
) educational programs. Yet, no method or system of individualized programing now available is
adequate for all children,_in all classroom settings, and ‘under all circumstances. No wonder
80 many teachers currently 1A service and in training have become’ suspicious of the grandiose
.*. claims often made for “individualization"'
) Data-Based Program Modification "(DBPM) is not offered as a solution to all educational
problems. What is uffered, instead, is the set of procedures making up DBPM which provide the
means of evaluating alternative solutions to the learning problems of most students encountering '.‘
' ] school difficulties. When implemented, the vcocedures provide valuable .tools for the resolution.
{ of problems that face teachers as they try to modify instruction for children who have not pre- .

4yiously been appropriately served in prevailing educational programs. The procedures have been

éeveloped in large part out of the actual experiences of many teachers in a number of schools in

R and around the Minneapolis-St. Paul (Minn.) metropolitan area who exchanged their traditional

role of special teacher in a self-contained classroom for one of resource teacher to exceptional

children in.regular.school ciassrooms. By making this book available throughout the country, the
authors hope that the DBPH procedures will aid educators who are searching for more effective o

institutional programs for children with diverse needs in the regular clasgroom.

~

- - -
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alize" the™ exceptional person's behavior through education, rehabilitation, and therapy. When
"adopted this intensification strategy implies that the individual, although a deviate, is still

Social and Legal Background:

The Judicial Mandates N

The persons we have usually grouped together under the-eategory—labels of “exceptional" and
“handicapped" clearly have one characteristic in comm:ZTEEhEig behavior deviates significantly
from normative development. Behavioral deviation created stress in the schools because educational
programs were organized around normative development. The sociologist, Jane Mercer (note 1),

pointed out that societies usually adopt at least one of three strategies for coping with deviance:

", -

* (a) “exclusion or exemption", (b) "deviate status placement"; or (c) “intensification of social- i
|

ization.'

The fdrst strategy, exclusioh, deprives the exceptional indi.iduzl of all status within -
the group because, by definition, he does not meet group norms. Thus, the process of exclusion
places the individual outside the group and makes - him an alien. ‘

The second strategy, deviate status pZacement, occurs. when exceptional persons are allowed .
to stay within the social system but are assigned a special status and role expectations that are
quite different from the ordinary. Since the expectations are different, the status is not so

highly valued by members of the society and, therefore, the deviate status tends to be stigmatiz-

. v
»

~he third strategy, zntenezficatzon of soczalz*atzon, occurs when a society tries to "aorm-

a group member and the expectations held for him are basically ordinary. "

The history of educational programs for the children‘described as exceptional or handicapped
essentially parallels the three strategies identified by Mercer. Prior to the l870s the response
of the public schools to what were sometimes called "wretched unfortunates“ was to exclude them ’
entirely from the educational process. With the advent of compulsory school attendance laws, the
strategy of exclusion was changed to deviate status placement. A continuum of special status was
created for children of "filthy or vicious habits." 1Initially, deaf blind, or physically Fandi-
capped children were instititionalized in 24-hour schools where .hey could be isolated from the
normal community. Between 1920 and 1960, as a result of external pressures, special uay schools
and _special classes for "misfits" of .any kind were developed within communities until, by the
19505 aven children whose development was so retarded that thex were given the label Mtrainable"
began to participate 'in special classes in public school programs.

It is well to remember that’ the development of public school programs for deviate status
individuals has occurred essentially as a result of Special legislation to aupport special pro-
grams for the children who are identified as "handicappéd" or‘"exceptional" by the laws. Yet,
the public'financing for such programs is still based essentially on deviate status placement in
that the childrén declared eligible for special education services must first be labeled learning
disabled, emoti‘nally disturbed mentally retarded, deaf, blind, or physically handicapped. at

The most si nificant recent developments in the education of exceptional children have occurr-
ed through the courts, Beginning with Diana v. State Board of Education (1970) and proceeding - -
through a series vf subsequent court decisions,.the right to equal educational opportunity (usual-

1y called the right to education) has been extended to all handicapped persons, regardless of

e
level of developme t. (For a concise discussion of the origins of the judicial determination of
the right to educatiion, see Gilhool 1976.) This right has come to mean that even persons who

1"/
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are bedridden and who formerly, received only health-care maintenance now must be provided with

'state-Supported instruction, if only to enhance the1r life skills.

The right to education litigation has been based on the Fourteenth Amendment, which proyides
equal rights under the Constitution. The extension of equal educational opportunity to even\the
most profoundly handicapped hildren:\however, was influenced by more than social eth1cs Much

of the testimony brought to bear on these\ ecisions related to whether all children could, in’
fact, benefit from education. The.favorable cqurt decisions might not have been enunciated were
it not for the fact that many patient and understa ding teachers have demopstrated that all child-
ren‘are‘teachable. Without these demonstrations it might have been possible to argue that the
right to education, with 1ts 1mplication of the ability 'to learn, does not apply to handicapped
persons. Sufficient evidence has been provided however, to persuade the courts that all persons,
regardless of the magnitude of their disabilities, can profit from training and, therefore, all

persons have the right to publicly supported ‘education. \\\
. , ~
Normalization Principle . . . AN

~-
. B

The right to education decis1ons have led to a second order or derivative\legal principle

influeuc1ng current educational. programing for handicapped persons--the doctrine of least restrict- b

ive alternative This doctrine states{ essentially, that the educational programs pravided for
all (handicapped) pupils must be the least restrictive of the range of choices or options.avail-
able. The doctrine is intended to prevent schools from using exclusion or deviate status place-
ment as routine strategies in the education of handicapped children unless such strategies prove
to restr1ct the opportunities available to them the least. The assumption is that unless a suffi-
c1ent case can‘be made for an alternative educational setting, the least restrictive environment
for the individual and, ‘therefore, the one in which he belongs, is the modal educational program.
For the large majority of handicapped children tliis modal program is the regular ‘tlassroom--the -
mainstream.

Any alternative to the educational mainstream must be shown to be in the beSt‘interests of
the individual before he is placed. To insure that the student's best interests are met, schools
are required to observe due process under the law whenever a placement out of the modal program is
contemplated. In addition, should the studént's parents or guardians, believe that a program change
does not best serve the child they have the right to call for a due process hearing and to have
leg&l‘representationﬁ It is important to emphasize at this point that tutoring in resource rooms
constitutes a program change which a parent has the rightlto challenge.

As the courts have moved to clarify and protect individual rights within education, educators
have, in Mercer's words, "intensified their efforts to socialize" (note 1, p. 1) rather than to
rdject or label individuals. This effort _has become known as the "normalization principle" (Nirje.
1969). As applied to educational programs, the principle holds that every effort must be made to
normalize educational environments and behaviors for exceptional persons. The application of this

principle in educational organization is considered in the following section.

Implications of Court Decisions ST Lo

x - '
The right to equal educational opportunity and the doctrine of least restrictive alternative
are fundamental educational principles. They have become integral to program organization and

" policy within local school systems and are implemented through what educators call "normalization"

and '"mainstreaming." Where "normal" children once were served in regular education programs and

15
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"handicapped" children Lin segregated (separate and theoretically equal) special education pro-
grams, it is now the policy to serve all children through a continuum of The Council
for Exceptional Childrenv(CEC) adopted as a pat of its policy statement, in 1971, the "Cascade of,

Special Education Service Model" (Fig. I—l.).

alternatives.

7

Exceptional children in regular classes, w;(h
or without supportive services -

A Oy R
Level2 % Regular class attendance plus supplementary g
instructional services '
Level 3 Part time . /
- special class !
. . ---———.-’ﬁ——--f ’.‘\"
. ‘ " Level 3 Full time £
\ - special class’ S ‘
N S \ " Level 5 . Special stations+ /17 © "
. “ —— - Assignment of pupils to
. : “ . ; settings governed primarily
v . " Level by the school system
‘. . el === === — Homebound == = = = ='= .
~
. , Assxgnmentof irdividuals ’
Instruction / \ “tothe settings governed
Level 7 in hospital, | primarily by health,

correctional, welfare,
or other agencies . - o

. residential, or* '
total care settipgs
/ i j C

*‘SQeciaI schools-in publi¢ schoo! systems '

¢

Fig. I-] The cascade’ system of special education service. Source: "Special Educatlon .
Developmental Capital* by E.N. peno. Exceptional Children, 1970, 32(3),— |
. 29 237, 235. Copyrnghted by The Council for Exceptional Chlldren

.
I . N

4

She Cascade of érvices Model provides local scho 1 districts with a framework to organize

alternative administrative options for each handicapp d pupil and to make the appropriate place—

/
ment decisidn for each.

The tapered shape of the model reflects. the decreasing number or propor-

tion of children'who are served in the different pla ements.

The right to education and doctrine *

of least restricti

alternative are illystrated by the arrows governing movement or placement

!
decisions down and up the\\:scade. Movement out of; the regular classroom (down the Cascade) is

usually considered to depen ‘Q\\the severity of an /individual’s handicapping c\ngition.

Consistent with CEC policy, state education agencies have begun to adopt the Cascade or some

version thereof, ‘and considerable effort has been /directed toward moving students, previously
- 'segregated into levels 4-7 of the model, into levels of service more closely approximacing norm-
ality. For the children at level 7,,this moVement has been characterized by both deinstitution .
] alization (the creation of community alternatives)\and the assumption of educational responsibility\\\

within necessa y institutions by 1ocal school systems>\ For children at levels 2, 3, and 4, the
movement to normalize educational environments has created the need for better articulation

ERIC [ ‘ 3 19 - /
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mechanisms between vegular and special education whi

ment along the continuum of alternatives. A major P

ch allow freer-and less life-disrupting move-

roblem, however, is that virtually all states

require by law that before'épecial edUCQtibn monies méy be used to provide an appropriate _program

for a student, the student be given a handiéap label.
school systems (with special education monles) for £

With or without incentives, the schools have ha
deviant. For example, Rubin and Balow (1971), in th
children without overt handicapping corditions, foun

In effect, then, the legi&lation rewards
inding and labeling children as exceptional.
d no difficulty in labeling some children as
eir educational follow-up studies of 1240
d that by the fourth grade, 41% of their sample

already had been idenrified as deviant enough to warrant some form of intervention, and 24% had

received some special education servides. More rece
data that by the time each pupil had been rated by £
the girls aad about three-fourths of the boys had be

of the ceachers (Rubin, note 2).

. Imnlications of Policy for Instruction

' . Current organlzatiohal patterns and policy in s
] ' ing implications for the instruct1on of handicapped
of o
“f . 0 ) Imperatives

i ‘

1. The prbgrhm goals for all students, re-
gardless of the nature of their,ﬁandicaps,

must be derived from an analyqis of those T
behavxors that are necessary tp function in

a 1ess restrictive enviromment.

ntly, they discovered in their longitudinal
our different classroom teachers, over half of
en rated as behavior problems by one or more

.~
»

Ay
P . \.’. " *

7 A
pecial educatlon contain at least the follow-
children: -

-~ -
z 5

Implications
In a practical sense, this imperative
means that teachers at any level of the Cas-

cade should determine qhe behaviors that are

necessary for the children to functionrat the

P

P
B
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next higher level, and they should direct their -

instruction toward those behaviors. To do sc
at level 2, for example, would eliminate the
setting of auditory and visual proc0351ng
tasks as educational objectives unless the
value of the taské for level 1 berformance

@

could be demonstrated.

2. Placement of a pupil in an educational set-

v ting should be determined by hfs present reper-
tdire »f behaviors‘rather than his diagnostic
label (e.g., learning disabled, dyslexic, min-
imally brain damaged, neurologically impaired,
emotionelly disturbed).

] ‘ N .

Present assu'ptiong are that labéls tmay
be necessary to justify the use of program
resources but noZ, generally, to make, instruc-
tional pfogram Jecisions. Further, i; is gen=-

erally believed' that labeling has had detri-

‘mental effects on individual development; for

that reason alone they should be avoided.

~ 3. The success of  instructional bgograms' .
should be based on the rate at which the pro-\
gram moves the pupil toward functioning in more

normal environments. . .

Q

* . . -,
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At the level of instruction, this impera-
tive means that evidence must be presented that
the pupil is making progress along a sequeqée
of apbroximation§ to normality. If a "special"
education prograﬁ cannot demonstrably improvg

a child's rate of development, it is indefens-




ible as a service. We are critical of defining
quality of service in terms of time, program,

or teacher-pupil ratio.

-

4. Whenever possible, special educational ser- In effect, this imperative means that .
vices for handicapped students should be . 'revision in either instructional vbjectives
brought to the individual rather than bringing or instruétional treatments should occur with-
the individual to the services. in the natural environment (i.e., home, school,

and community) rather than in one that is for-
eign to the child (i.e., special class, school,
'or residential center). In practical terms,
this imperative has produced the need to re-
. train regular school personnel so that thev
can individualize instructional programs and, ’
\thereby, increase classroom tolerance for be-

¥
]
! .

" havioral diversity.

- > 4
B .

Y

The policj-issues in the education of handicapped children are, with the help of the courts,

) becomlng clearer, and the impl*cations'of the issues for_the adhinistrative ,organization of edu-

. o cacional programs capbé identifed. The proﬁi;; that remains, in fact, is to create educational
programs that effectively produce the groater inclusion of persons into the mainstream of our

: society. "In reating educational program§ for including handicapped students, we ,must be mindful

of the 1es°ons already learned in other integration attempts! Effective programs are defined not

in terms of their procedures but, rather, of their outcomes. Elacing students with skill deficien-'

cies in more normal settings means nothing unless the placement enhances their development and has f‘
positive affects on the behavior of the peers with whom they must interact. In addition, the real~
ity is that /general edut ational programs, regardless of atrempts to individualize them, will
always be unable to provide an apgropriate education for some proportion of children. )

" While the implications of social policy and legal responsibilities in serving exceptional

individuals have become clear, what is not so clear is how these policies should be operational-

o

g ot ized How do we bring specialized services to childsen who require them in a way that protects

’ ; Tl their rights? / a . .
| The procedures preéented in this manu2l repxesent an attempt to opcrathnalize borh sociaf
policy and legal repon?ibility Appropriate application of the procedures requires an understand;

:'/ . ing of the' assumptiong’ upon which DBPM is based. - -

Basic Assumptions of Data-Based Program Modification

" Five assumptions constitute the basis for DBPM. Although DBPM is advanced as a way of

developing program modifications for handicapped studen.s, its procedures are equally applicable
to all children's programs, of course.

v
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ASSUMPTION ‘§1’

At the present time we are unable to prescribe specific and effective
changes in instruction for individual pupils with certainty. Therefore,
changes in instructional programs which are arranged for an individual,

child can be treated only as hypotheses which must be empirically tested .

before a decision can be made on whether they are effective for that child.

Two . factors strongly influence this assumpcion:

1. A substantial and growing body of iirerature is addressing the difficulties encountered
when differential diagnosis is used as the basis for program prescription (Quay, 1973; Ysseldyke &
Salvia, 1974). At the heart of differential diagnosis or "diagnostic-priscriptive instruction,™
as it 1s popularly called, is the premise that it is possible to measuie a child's abilities by \
using a battery of highly specific standardized tests and then, on the basis of these test re-
sults--the differential diaynosis--to prescribe a program éhat'is more likely to be successful for
the child than a program designed without such diagnostic 1nformation. This p;enlse is false. If
one acts as though it were true, one is folldwing Campbell and Stanley s (1963) "trapped
administrator" who introduces a reform as if iv were certain to be successful when the probabillty
of success is unknown, in fact. ,Ysscldyke and Salvia (1974) concluded that the empirical techno—

logical basis for such d1agnostic-prescript1vg procedures, as they are ceammonly advocated and

' d

practiced. is so inadequate that nhe childré\ subJected to them are, in effect, invqluntarily
participating in uncontrolled exper1ments N
-+ 2. It is becoming increasingly evident'tha> a methodolsg%cal error is committed when

measureﬁent and prediction proceaures, which, at best, are omly modestly accurate for groups, are
applied to the predict#on of individPal performance. For example, by collecting statistics over
the: years, the National Gafety Counqil is able to predict with a fair degree of accuracy the num-
ber1 of deaths that will occur on the nation's highways over a given holiday; it would be a misuse
of the data, of course, to try to predict the identities of the victims. 1In the same way, achieve-
ment can be predicted from’aptitude test data fairly accurately for groups but distressingly in-
accurately for individuals. * ..

The” point is easily appreciqted by the experienced teacher who has had many opportunities to
observe that what may work with éome members of a group will not work for others, ana that it is
., ‘_“gnotunlways—pos6454312“—Eﬁﬁw“ﬁ{*h children will benefit and which will not. Prediction is always

poorer when the prediction is made for one ‘case. -

-
-
~Ere

The ineVitéble conclusion to be drawn is that with our present 1l:vel of knowledge about the
" kind of instruct1on that °hou1d be provided a child who posseses a given set of aptitudes (or
traits), and the current capability of our technology to make individually accurate predictions,,_.i
we are in the same position as pharmacists who sell ovér~the-counter medications without knowing
whether they will benefit the customers who take them. The reality of ail political, social, and
educational reforms is that ;heir effects are hypothesized rather than known; thus they should be
treated as hypotheses ("humches") whose effects must be measured and evaluated. In Campbell's

(1969) words, we should treat our "reforms as exberimerts."

ASSUMPTION #2

.

Time series research designs are uniquely appropriate for testing instruc-

tional reforms {hypotheses) which are |ntended to improve individual performance.
Q T - . T
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By definition, "A time series is a set of data ordered in time, typically observations made
at ‘regular intervals" (Tintner, 1968, 16, p. 47). Perhaps nothing better characterizes the kind
of data a teacher collects than the definition of a time series. What is a sensitive teacher doing
1f not observing his/her student each day and making ¢hanges in instruction based on these regular
observations? What teachers typically do not do, however, is to observewith order and precision,
which permit valid conclusions to be drawn about the relation between instructional changes and
students' responses {achievements). The unfortunate consequence of this lgck of order and precis-
ion:is that teachers develop what B.F. Skinner called "superstitious behavior."

Superstitious behavior is behavior that occurs frequently because it has been followed
accidentally by a desirable (reinforcing) event. The adverb "accidentally" indicates that the
desirable event was not the outcome of (not "produced" by) the behavior but, instead, a coincident-
al sequel to the behavior in time, thus making it seem that the behavior produced the desirable
event. Such accidental occurrences produce increases in behavior just as surely as true (non-
accidental) consequences. In the laboratory, this phenomenon is exemplified by the pigeon that
learns to bow or turn in a circle when given food, although the food is delivered every 15
seconds regardless of what the pigeon is doing. A social example is the rituals enacted by pro? ‘
fessiOnal athletes. Coaches have been known to wear the same pair. of socks without washing them so

long as their teams win; most of us, however, see the relation between dirty socks and winning as

’

purely accidental' R . .

How does the unsystématic and imprecise observation of student performance and frequent in-~
structiona; changes in relation to that performance result in superstitious behavior in’teachers?
If the discussion to this point has been cléar, you know the answer. Since chapges in student
behavior (usually but not always achievement of academic skills) are important desirable outcomes
for teachers, the occurrence of the changes after any.teaching activity is likely to resu1t in an
increase in that activity, whether or not the teaehzng actzvztu preduced the behavior changes!
Let us look at a hypothetical case (which is not so hypothetical in many classrooms)

The teacher institutes a program of reading instruction for a child with “visual weaknesses
who 1is two years below grade level. The program has been developed “to capitalize upon the child's
auditory strengths and de-emphasize his visual weaknesies (e. g., decoding-encoding emphasis). To
implement this program, the child is removed from his regular reading group and is tutored in-
stead, by the resource teacher. After six months, the child is tested in reading and is found to
have advanced one year. The teacher considers this result to be evidence that the auditory pro-_

-~

gram is highly effective. Not only does the teacher continue to ugse the program with the child e
but, very likely, with “similar" children as well. In fact, the teacher® probably shares the e
knowledge with colleagues. . ) ~
Is this teacher engaé&ng.in superstiticus behavior? The answer is "no" if the auditory
program alone actually produced the change in‘the child's achievemnt. The answer is "res" if
the improved achievement was the outcome of other aspects of the program, such as the individual
instruction or incréased practice in reading, and appeared coincidentally following instruction
in the auditory program. Many teachers who routinely award tokens to children never know whether
the instructional program or the-.tokens are responsible for the children's progress.
Given the large number of academic and social behavior changes + curring routinely in the
school, it is safe to assume that many are coincidental to different teacher behaviors, but these
coincidental occurrences result in superstitiocus teaching behavior unless the teachers impose order

i 23 :




, | N\

AN

and precision on their work. ‘ A

N

What order and precision is required? The details are discussed completely in the remainder
of this book but some introduction can be provided here. (a) Order can be imposed on the process
of observation if the teacher structures the sequence of changes in instruction so that reliable
and valid information can be obtained. (b) Precision is obtained hy observing the child's be-
havior during each change and converting this record into numbers. When changes in 1nstruction
are introducEd in such an orderly manner, their effects can be interpreted through the examination
of the numerical data. When order and precision are imposed on teaching actiﬁities, a time
series experiment is created enabling systematic tests of plausible instructional hypotheses on
how best to help a child develop. It should he evident that treating teaching 1like time series L
experiments reduces the likelihood of developing superstitious behavior and increases the likeli- \\\
hood that an effective instriictiondl program will be cumulatively corstructed from hypotheses that

are empirically verified. -

. ASSUMPTION #3 i

N - —

Special education is an intervention system, created to produce reforms

in the educational programs of selected individuals, which can (and, now,

I with due process requirements, must) be empirically tested.

All oflus have experienced the ill effects of social instititions or ptograms that were
designed to work to our benefit. To_sue a physician who, pgesﬁmabli, has applied his skills
to healing would be unthinkable were it not for the evidence that physicians sometimes engage .

in malpractices for which they must be held accountable. The story, One Flew over the Cuckoo's

Nest (Kgsey, 1962), sensitized us to the potential abuses of patients in state hospitals. And,
5 _we havek?ecome distressingly aware of the mistreatment of minorities by all social institutions,
including our schools.
+ In 1968, Lloyd Dunn pointed out>that research on special class placement of mildly retarded
pupilstindicated.that such placement is as iikely to decrease as increase the educational —
" achievement of children so placed. farlier in this chapter we briefly traced the history of
education for exceptional children and tried to show that education for exceptional persons has
_been conducted as much (if not more) to suit the convenience of the majority as to benefit the
" windividual. -With the passage of P.L.94-142, which requires states to develop due process pro- *
* tections for children in school, we have arrived at the point where we must demonstrate that
" reforms in the instruction provided for youngsfers are of demonstrable benefit oY we must
halt them. h .
The arguments supporting assumptions #1 and #2 establish that we tannot know in sdvance
whether a specific reform will, in fact, benefit a child, and that the best methodology currently
available for empirically verifying instructional hypotheses is the time series design. The
implication we draw from the presented facts is that we are obliged to apply time series rescarch
designs to evaluate the effects of special education services provided for every pupil. (Chapter
III is dargely dcvoted to the procedures of applying time series da®a analysis to special educa-

»tion programing.)

Q 1P L. 94-142, Education for all Handicapped Children Act. .
ERIC , - © 24 —
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ASSUMPTION #4

To apply time series designs to (special) educational reforms we need

to specify the data representing the "vital signs" of educational devel-

opment which can be routinely (frequently) obtained in and out of school. -

To most of us, it is unthinkable that medical treatmehts not be tailored in response to our
"vital signs" ({.e., heart rate, blood pressure, temperature, etc.). Medical practice is largely
based upon routine measures which are so simple to administer that most of us can and do appraise
our own health with some precision. What are the "vital ‘signs" of educational “"health"? What
measures do teachers routinely administer to check the cevelopment ef their st “ants?

Regrettably, the routine measurement of performance is not a common practice in the schools.
The best that we usuafly have to offer is testing at the end of a unit of instruction for grading
purposes. More often, in the clementary grades, teachers estimate a chile's current level of
development in a subject like reading by referring to the. instructional group {high, m;ddle, or'
low) the child'is'in, whether the group is "on grade level," and whether the child is "doing fine"

“-or "needs improvement." Such imprecise estimates can be called "measures" 'in only the grossest

sense of the word

Worse, little or no agreement exists regarding the performances that index growth in critical
curricular areas like reading, written language, and math. General agreement exists that the -
purpose_of reading is "comprehension," but at the present time, no operational definition of the
term "comprehension” is agreeable to even a modest proportion of experts in reading. 1In matlh-
ematics, most teachers sﬁend a great deal of time on basic computatiqnal skills, and the "return,
to the basics' movement has been given impetus by falling scores on college entrance tests. At
the same time, prominent curriculum experts decry the overemphasis on computation at the expense
of conceptual. development.

CQur response to these problems is tvofold:

1. We concur that no universally accepted or used "vital signs" have been established in
any area of educational development and that, for the present, what is critical for exceptional
persons is to develop those behaviors that are necessary for them to function in the environments,
to which they (or their parents or guardians) aspire. (This point was made earlier as Assumpticn
#1.) Defined in this way, exceptionality always will refer to the difference between a person's
performance and the cultural expectations for performance on a culturally relevant task. From
this viewpoint, "vital signs" are always cu “curally relative; their identification requires the
specification of (a) the culture or social setting in which the 1ndividual is to function (i.e.,
classroom, school, neighborhood, etc.); (b) the tasks and their relative importance; and (c) who
decides what is acceptable performance on those tasks. With this information in hand, it should
be possible to develop a system for routinely monitoring performance on vital signs which is at
least functional for building and evaluating educational reforms. When more generally agreed upon
vital signs are developed, we believe the same general approach can .be used.

2. We suggest that the quantitative index of "health’ consists of the relative difference
between the individual's level of performance and the-performance which is desired from individ-
uals within the culture. We have called this relative difference the “discrepancy ratio." (Pro-
cedures for computing such ratios are intreauced in Chapter III and detailed in subsequent chap-

ters.) The discrepancy ratio is useful because it allows for fairly precise comparisons of

s . .
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discrepancies across all academic and social tasks deemed "vital" by a culture, régardless of
age or level of performance. We suspect that some form‘gf discrépancy ratio, in the long run,
. may be more useful in making decisions about who is eligible for special education services than
the test information that is currently used. ,
We hope that the eventual outcome of the search for measurable "vital signs” will be to
‘.ﬁ“.Amv_w;iace in the hands of teachers and parents the equivalent of good “"thermometers" which they can
use more frequently and clearly to index children's éﬁucaciansl progress--an cutcome that is sure

to make all concerned persons more vesponsive to the. immediate needs of the child.

ASSUMPTION £5 , ' ‘ .

Testing program modifications (reforns) requires well trained professuon-

als capable of using time series data analysis to draw valnd conclusions

about program effects. . . -

* 2 key to resolving the countéracting forces of vxclusion and inciusiuﬂ in educéé&dn ig the
' availability of highly skilled professionals at the yoint of articulation between modal (gencral)
n education programs and Qpecial educational support. Cpmpecenz professionals at this poinr can
provide support to the generzl educator as well as pxotec:iOﬂ for the rights of excepcional
children. At the University of Minnesota, for example, these professionals are called Special
Education Resource Teachers {SERTs); however, their role and functions are more important thau *;
-cLe title (Deno & Gross, 1972). The role, under various titles, has emerged in a subscan:ial
number of states and programs across the United States (E. Deno, 1972). The SERT, ordinarily.
is a school-based (rather than itinerant) teacher/comsultant who is the first person to whom the
regular clas§ téécher turns when he recognizes‘thac the nmodal program is noc'opcimgp for a .
child's continued personal-social or academic developmeat, The SERY, is & specialist who is
capaﬁle of organizing and managing individual program modifications that at once meet the .
requirements of due érocess and effect the improvement of individual development. This guaraﬁt
7 - of both protection and success can be met only through the use of procedures for the continuous )
objective evaluacion of programs and their impects on individual children.

In response to the requirements for due process specified fn«P.L. 93-380 and 94-142 many
state education agencies have proposed regulations that require that the educational assessment
of a handicapped student be made primarily within the respohsihie school districe; preferably
at the school which tha child attends; and, to the maximum extent j@aszbte, by persens who wmll
warry responsibility for implementing the instructional progrom jor the okild. chulatl@ns such r
as these virtually demand the inclusion of che SERT role in every building.

Several features of the role filled by the SERT are worth 2mphasizing inasmuch as the role T,
élaces a heavy burdeh-on interjiersonal and resource ﬁanagcment skills and on cooperative planning .
and case management.

1. SERTs are much more heavily involved in the diagnostic process than teachers usually ave,
and for that reason they must have knowledge of psychological or medical diagnostic procedutes
and social work evaluations and be skilled in formal and informal educational dlagnoses,

2. Since the SERT coordinates che assessment of the problem, masrshalls resources, commw

tates with scaff, and ‘manages paraprofessionals, much more of his time must Ve reserved for P

activities instead of for direct instruction. (This point is difficult to establish with bois

SERTS and their colléagues.) . - . ’ ' -
Q 3. SERTs are responsible for ‘collaborative decision making. All program changes are
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. considered with the’ child and the teacherf§ Program modifications that involve separaiing .the

child from the regular classroom must be reviewed and recommended by a building
- (See P.L. 94-142. )y
» a - \
4. SERTs aré involved in direct instruction primarily during initial assessment and the

special services team.

development of an efﬁective program modification. . SERTs must be skilled in using alternative

methods and materials to develop effective Tnstructional prégrams. The basis for making program
decisions in DBPM is the information that is generated and recorded. It is inseparable from the
instructional process rather than an added—on evaluation requirement, such as that of pre~ and
postestandardized testing. . T . N

5. The pressure is, and always should be, on turning over direct instruction and managenient
of an effective program to the child, the regular classroom teacher, a peer, or a paraprofessional.

thus the SERT is free to develop additional effective individualizations instead of being restrict-
2 N

<

. ed to.a static caseload. ’ ) ' N

y

6. The progress of handicapped children is monitored by SERTs. They are responsible for .
charting the progress of all handicapped children oan a regular basis, whether orlﬁot they are .

directly instructing the ct*ldren themselves.

Special education must be committed to insuring the

children S success, not necessarily to directing instruction.

of progress is the basis for eﬁxahlifhing this accountability.
The skiils réquired\?hr EUnctioning in the role of resource/consultant specialist (SERT) are

the focus of this mangil.

Regular and continuous monitoring

As we have noted previously, we call these skills, and the procedures

of their implementation, Pata-Based Program Modificatidn. . . .
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, THE CONCEPTUAL FRAMEWORK : Lo

H > hE.

, - S The Model N

~

‘ The conceptual framework for the DBPM activities in which SERTs engage is an adaptation of
A the evaluation model which‘%as developed by the Center for the Study of Evaluation (CSE) (Klein,
Fenstermacher & Aiken, 1971). This model (Fig. II-1) describes fiVve decision (decision-making)
areas and five concomitant program (data-gathering) phases through which developers move to ;
improve program performance. Although, at first glance, the names of the model's elements may
be unfamiliar to educators accustomed-to other terminology; they are related to the common
experience of teachers. Similarity can be seen between terms like "needs assessment' and "edu-
cational diagnosis" or "program planning" and "lesson planming." > . ) 4
Why have we introduced a new terminology.(or jargon) when the vocabﬁlary aiready used py
teachers to describe their activities is similar? BecauseJQhe terminology of the model is based
on a larger and more, general perspective of the processes of modifying children's programs. For
example, the term "program modification,".unlike a term like "instruction," emphasizes the fact
that some solutions to problems are not instructional (e»g,,‘negotiating new administrative arrange-
ments for a pupil or modifying the program goals for a pupil), but are used rightly for part of
the SERT's activities. X - : N ] ’

The model clearly identifies the decisions that educators must make in the process of creating’

or modifying educational programs. Given the current emphasis on "due process" and the judicial

- DECISION. AREA . EVALUATION REQUIREMENT (
y : PROBLEM SELECTION ' INITIAL NEEDS ASSESSMENT .
S " PROGRAM SELECTION PROGRAM PLANNING .
' PROGRAM OPERATIONALIZATION’ IMPLEMENTATION EVALUATION

¥

(I% ERVENTION)

~ -

. J, . .

N ' PROGRAM IMPROVEMENT : PROGRESS EVALUATION T
N (INTERVENTION)
C ‘
PROGRAM CERTIEICATION OUTCOME EVALﬁATION o )
o

- (NONINTERVENTION)

Fig. 1l-1. Evaluation model used in data-based program modnfncatnon. .
) Adapted from ''"The Center's Changnng Evaluation Model" by ’
S. Kiein, G. Fenstermacher, & M. C Aiken. Evaluatzon
Q N Comment; 1971, 2(4), 9-12. v
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mandates underlying progressive integrat;oh (mainstreaming), greater care must be given to devel-
oping accountability for decision making in educational programing. We hope that educators will
not become mired in legal proceedings, but they must become capable of documenting "who .made what
decisioné and how those decisions were made." Furthermore, since the model is an evaluation
nodel, it emphasizes the importance of data collection in decision making; at the same time, it
makes clear that while decisions are (or should be) based on data, decision making is separate
from data collection and involves people and values as weZZ as numbers '

The application of the model to the mod1f1cation of an 1ndividual child's program generates
(a) a set of specific decisions which must be made and (b) a set _of activities whlch must be
undertaken to provide the data base for the decisions. The decisions which must be made have been

cast in the form of questions, and the activities which must be undertaken have been categorized

as differentrdata-gathering processes.

Evaluation Requirements

organized around the gathering of specific data that become the basis for making the related

4
! .
Each decision area is addressed to answering a different question. Each program phase .is

decision. Table II-1 identifies the questions to be answered and the data to be gathered‘during_‘
each of the five program phases in relation to the five decision areas.

qg regard the iuformation-gathering activities identified inLTable I1-1 as_the responsibilitjt
of the SERT, although it need not be. In contrast, the decisions which must be made are shared

with the other persons who are responsibie for a child's program. Thus, decision making is

"collaborative while data-collection activities are the primary responsibility of the special

educator or a spec1fied colleague.

Additional Activities Related to the SERT Role )

-

In our preparation of personnel to function in the SERT role, we have been reminded that
management of program modificatid%s involves activities in addition to those listed in the-CSE
Evaluation Model. What has become obvious is the crucial role of successful communication and
collaboration with other persons who are concerned with the iqentifiéation and résolutioh of the
problems(s), and the importance of consultation and training in long-range efforts to integrat.

exceptional children into regular classrooms. For that reasoff we have identified communication

and collaboration, on the one hand, and consultation and training, on the other, as major act- l
ies

iviti;s which are undertaken by SERTs as part of their DBPM functions. Adding these two activi

to "measurement and evaluation" (the data-gathering procesees) has resulted in the identification
of four major processes that intersect with the five decision area/phases of the model. The four
basic processes are the functional components of data-based program modification They a{%\listed

in Table II-2 along with the focus and purposes of each process.
Structure’

The relation of the four basic processes to the five program phases (and decision areas)‘can
be seeg by placing them in a two-dimensional matrix, as in Figure II;E. The resulting matrix
contains 20 cells. Each cell identifies a process which must be carried out during a specific
program phase. For each program phase, the specific process is translated into questions that
the SERT attempts to answer. When all tﬁe questions have been answered thé program moqificaéion

-+ .
for a student has been completed. .

50
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\ Table II-1 ’
Data-Based Prégram Modification: -

Program Decisions and bata-Gathering Processes

\ -
Decision Area.(Question) \\ Data-Gathering Process
< .

Problem Selection l;}tial Needs Assessment:
What are the problems that 1. Determine who holds performance expectations for
provided impetus for the . the child,
referral and imply the 2. measyre the current level and direction of the
need for program modifi= chitd\s performance,
cation and special educa- 3. compute the discrepancy ratio between" the per-
tion service? formance\ expectations in the child's environ~

ment and ‘the child's actual level of performance,

L, establish

e importance rating (value) of the
discrepancy. :

Program Selection Program Planning:

What program plan is likely 1. Develop possible Iong- and short~- range instruc-
to be least restrictive and tional goals related \to discrepancy ratio,
yet effective in solving the 2. plan alternative instr ctlonal strategies for

referrer's problem(s)? . ‘achieving the goals,

’ 3. recommerd alternative admlnlstratlve arrangements,

L. estimate time and resources\hecessary for attain-
ing different goals using dlf{:rent modifications,

5. specify forces worklng for or ‘against different
mOdIfICBtIOnﬁﬂf, ’

- <
Implementation Evaluation (lnterventionfk\

Program Operationalization

Is the agreed-upon program 1.
rmodification being imple-
mented as planned?

Appraisediscrepancy between implementgh program

and planned program, \\

2. ascertain reasons for discrepancy if one exists,

3. propose alternative ways to reduce dtscrepaaéy
between’planned and” implemented program

v

B N
RN . . \\
Program Improvement Progress Evaluation (Intervention):
~
Does the program modification 1. Appraise progress on Short- and long- range obJec-
s |mpleménted appear to be tives, Y
moving us to problem solution? 2. propose alternative revisions for programs that,

s apparently, are not affecting performance greatly

Program Certification. Qutcome Evaluation (Nonintervention): ~

Determine whether modifications have been success-
ful in eliminating the discrepancies which led to
initial referral.

Were the problem(s) solved 1.
through program modlflcatnon

(:n tervention)?

31
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. «- Table II 2 o
» : N
Data-Based Program Modification: -
Four Basic Processes
x
Process Focus g
Student: performance in relation to current environ-
.| _Measurement. e e e ment: to provide an objective, precise, and quan-
. 3 . 3 . N 4
. titative descrnptlon,(data) for use in evaluation.
‘ Decision making: to relate measurement data to
Evaluation : values and people in making decisions during each
- A 7
program phase. ’
Classroom teachers, parents, students, and involved J§ .
Communication. . professnonals to develop shared respon5|b|I|ty for f};;
Collaboration . identification and selectnon, plaps Fo; service; I £
~ 13 - uy
-~ Program progress; and program outcomes.,. ‘-rn,f;: %3
V' 4- e
K
Regular class teachers,!aides, volunteers and peér f*l-f "
L L
Consultation and cross=~age tutors: *fo develop, implement, and ¢~} *
- ey
Training manage data-based program modi fications For an R P
. . i R &
: |nd|vuddal or group. | v &
. , : R
BRRY

N
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The questions have been modiﬁied

The particulaf questions which have been identified have evelved out of using the matrix

to train SERTs and to help them develop their resource systems.
many times and are likely to undergo further revision as the basic processes of DBPM are applieﬁ
to the decisions which must be made during each phase of program modification. In the followﬁng
chapters of this man-:21, the activities undertaken in each cell of the matrix to answer the

requisite questions are set forth in detail
The questions included in the patrix (Fig. II-2) are not exhaustive.

cluded only those quesqions that highlight the activities essential to a particular cell.
more complete set of dhestions to be answered naterials needed, and action required to conduct

In fact we have in-
A

DBPM are provided in Parts II-VI andin Appendix A

SERT Competency . ) ,
It is currently popular to identify what are referred to as teacher "competencies" when one
describes what a teacher must be able to do to function'in a given role. The term competency/

v e

¥
"

performance-based teacher education (C/PBTE) is widely used to refer to training programs that
. Characteristically,

are organized around what one is learning to do rather than topical content
in C/PBTE programs, Eraining objectives are written in terms of thése actions or performances

T, ,
which must be mastered in order to complete training.
a set of performance objectives related to each question generated out of our matrix for the
With the materials provided in Appendix A, it would be

N

N
teachers with whom we have worked.

»
.

SN I ~

We have not found it necessary to write out



Q

ERIC

P e
"‘[‘

I

/

]

DECISION y
AREA .
PROGRAM

N

PROCESS: ]

i

MéAsunEMENT/

PROBLEM
SELECTION

INITIAL |
ASSESSMENT

Is there a discrecancy between

desired and actual performance ?

®Arethere desired performance
expectations ‘or academic and .
social behaviors?

®What isreferred student's baseline
progress /performance in these
academic and social behaviors?

®\What is the discrepancy?

y

EVALUATION

Is the student eligible for ‘service?

o Have important discrepancies
been identified?

®Can a rationale be established for
the imoortance of the problem?

® Does student meet eligibility
requirements ?

COMMUNICATION
. COLLABORATION

Who owns the prodlem ?

® Are the problems those the
teacher; student: parent;
others identify?

® Are they shared problems?

®Should others be cohsulted?

o What are priorities?

PROGRAM
SELECTION

PROGRAM
PLANNING

How will effectiveness of program_
plan be measured ?

® What graphs will be kept?

® How often will data be collected?

What program plans are

proposed ?

®\What-resources are available?

¢ \What discrepancies have been
identified?

®What objectives and program
changes are proposed?

PROGRAM
OPERATIONALIZATION

IMPLEMENTATION
EVALUATION

Is program being implemented 7

® |s performance being measured ?

®Are pragram changes being made?

®Are graphs being kept for long™
rangefdaily objectives?

® Are prograi changes noted

¢

on graphs and is data plotted?

.

PROGRAM
IMPROVEMENT

- PROGRESS
EVALUATION

Yhat information is available on

cumulative progress / performance

to date? .

¢ Is there any information onthe
median fevel of performance/
average rate of progress for each
intervention period?

¢ Is there any information on
trend and stability of perfor-
mance during each intervention?

Is program plan being implemented

as proposed ?

® Are there a sufficient number .
of data points for each inter-

~_vention?

®Are program changes frequent

. enough? ..

Does the program plan meet the .
expressed needs of the referrer,
student, parent, and other
interested persons ?
® Have all parties been involved
in planning?
® Have all parties accepted plan? _

CONSULTATIO
TRAINING

Can the SERT help or train others

to select problems for program

modification? ¢

® Are there others who can be
helped or trained to collect
discrepancy data: conduct
interviews;establish priorities
and eligibility for servicg?

/

Can the SERT help or train others

to select programs?

®Are there others who can be
helped or trained to propose
alternative programs: write

~ objectives: determine
measurement procedures?

Is program plan being implemented
as expected by referrer, student.
parent and other interested persons?§g
® Are all parties aware of program
medifications ?
® Are all parties satisfied?

Can the SERT help or train others

to operationalize program plans ?

®Are there others who can be
helped or trained to implement
program; measure performance-
evaluate extent towhichprogramplan
is being implemented as proposed?

Is the program-as implemented pro- -
dycing ;umulative‘beqdits for the
student ? .

®Are there positive data 1rends?
®Are there changes in discre-

pancies over initial assessment?

®Were some program changes

. more effective than others?

.

v

Can information gathered on

program changes be useful to

others ? .

® Are all interested parties
informed of progress?

#Will future program changes

" be recommended?

Can the SERT help or train others

to improve programs?

& Are there others who can be
helped or trained to evaluate
progress: propose program
changes: adjust programs?

PROGRAM
CERTIFICATION’

QUTCOME
EVALUATION

What is the present performance )
progress discrepancy ?
® What is the present trend of the
data?

® \What are present discrepancy
ratios?

Should the program as presently

planned be terminated ?

® Has program ‘been successful
in achieving objectives?/in
reducing. discrepancies ?

®Can others assume program
responsibility? ..

Has program been successir in
satistying the needs of all interested
parties 2 ° S
® Are ali parties aware of and
salisfied with program outcome?
® Do all parties feel program -
should be terminated?

Can the SERT help-or train others to

certify programs ?

®Are there others who can. be
helped or trainedto evaluate if

~-program should be terminated?

0

e
. ot
»

e
»
.

—

-

[

eacher (SERT) act
in,

eno & P. Mirk

ion.

ion resour

t

1ca

data-based program mod
vy of Minnesota, 1976.)

n

tversiy

ies

A matrix for guiding special educat

I-2.
i
Un




In our qbrk, we have taken the position that a SERT has gatisfactorily completed training

direct service for a target pupil, using the procedures out}ined in the matrix. Additionally,

' /
other persons to implement the program modification se
of case studies, which include graphed data.

/

relatively easy (though tedious) to do so, however,
when he presents'evideﬁce of successful completion of at least six program modifications involving

quence (see Part VII).
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The Flow of Activities . .

The specific sequence of activities in which the SERT engages when he develops a program mod-
ification for an individual student (a case study) is shown in the successive flow crarts (Figs.
11;3, 4, 5, 6, And . Steﬁs 4, 8, 12, and 16, which are omitted from the chérta_because they aré
consultation and training procedures, are discussed in Chapter XI.

Theyleft-haﬁd columns of the flow charts specify the oxder in which the matrix cells are implq;

imented. Duriﬂg the initial assessment phase, communication and collaboration always pregedemeasu;e-

ment and evaluation. Program planning begins with evaluation and is followed by measurement and

o — m——— - R,

DECISION AREA: Program Selection

PROGRAM PHASE: Program Planning
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commurication and collaboration. Measurement, evaluation, and communication and collaboration
each follow in order during the other three program phases.

A general overview of the flow of these accivities follows:

Decision Area: . Program Phase: | (Figure 11-3)

< Problem Selection Initial Asgessment

. &
This phase typically begins when a ‘student is refered to the special education resource

program by a“classroom teacher. The classroom teacher fills out a referral form on which the

problems precipitating the referral are specified briefly and concisely, and the discrepancy be-
tween student pertormance and classroom expectation is described. (Procedures are initiated: for

the SERT to interview the teacher, parent, and student. Priority-ranking forms are completed and

specific academic and social behaviors are measured to establish an objective basis for defining

the problems(s) specified in'the referral. | '

If social and academic assessments are required, tliey afe directed to specified areas of

difficulty in the school curriculum rather than to generalized patterns of disability. The

~

4

_ )
DECISION AREA: Program Operationalization PROGRAM PHASE: Implementation Evaluation
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Fig. 11-5. Activity flow chart, by decision area and program phase, 111.

ERIC’ ' , - 37

d
e
"o

b

o
-




I

important assumption on which the assessment is based is that it s the child's performance on

mainstream tasks which results in his being viewed as successful or unsuccessful by ti

e teacher.

The child who fails to function typically on these tasks is considered by the teacher td\have/a

D

problem. Diagnosis within the context of the mainstream curriculum consists primarily of deter-

mining the child' s current level of proficiency on particular parts of the curriculum.

In reading, for example, in what book and on what pages can the child currently read at-an

acceptable level ot correctness, with an acceptable level of comprehension, and what are the-ex-

=~

pectations for this child? It is assumed that any individual program, to be successful, must

begin by determining where the child is and move him from that point as rapidlv as possible.

Diagnosfs of this t:ype has the considerable advantage of placing the child within an instructional

"’ .
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DECISION AREA: Program Certification

PROGRAM PHASE: Ouicome Evaluation
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Fig. 11-7. Activity flow chart, by decision' area and program phase, V.
¢ \\\\_ .
materials sequence and, at the same time, of reducing the hiatus between diagnosis and _remediation,
which is so troublesome in special educational interventions. The process involved is a direct
extension of the kind of hmastery learning" formulatjon articulated by Bloom (1968).
The entire formulation fits neatly with the notion that the problem is not a condition re-
siding within the child; rather, the problem is the discrepancy that exists between the child}s

actual performance aud the performance desired from him. The discrepancy between the student's

probable level of mastery and age and grade-level expectations, or, '"normative" performance, is
noted. Evaluation decisions revolve around agreement on what the problems ére, how important
are they, and is the child eligible for special education gervice. The decisicns arevbased on
the discrepancy data which are gathered. and the priorities which are established by.the persons

involved (including the child and parents).

Decigion Area: Program Phase: (Figure I1-4)

Program Selection Program Planning

The program-planning phase invglves agreeing upon a written pian that specifies (a) long-
and shori-range instructional goals and procedures for measuring progress on goals, (b) teaching
strategies (hypotheses) which will be tried (operationalized) in an effort to reduce identified

performance discrepancies, and (c¢) administrative arrangements to be used.
2 . >
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An important role played by the SERT during program planning is the development of alterna-

tives for all parts of the program plan so that the decision makers (including the SERT) are, in
fact, choosing among alternatives rather than Just ratifying the SERT's decision. To ensure col-
laboration, each person concerned with the student's program and progréss is asked to review the
proposed alternatives and to indicate approval or to offer suggestions for change/improvement. .
The plan is developed by the SERT who is rcsponsible for circulating the written plan and nego-
tiating any proposed modification.

x4 y
(Figures Decision Arsas: : Program Phases:
1I-5 .
1I~6) Program Operationalization : Implementation Evaluation
: N Program Adjustment Progress Evaluation

ral

During the implementation and progress evaluation phases, attempts are made to insure that.
the planned program is carried out as intended and that the projected progress is, being made.
The rate at which goals are achieved determines whether alterations or adjustments in the stu-“
dent's program must be made. Evaluation during this phase is formative-~-intended to form or
improve the program. .Judgments of,skill,acquisition are based on predetermined criteria for
mastcry and stated objectives. Data are taken daily or weekly and graphically represented on
daily; weekly, and monthly graphs (see following chapters) to evaluate the effectiveness of‘alternﬁ
ative strategies. Forces operating against effective implementation of the program are identified
and alternatives are discussed. Other persons are.identified for;traaning in implementing and

adjusting the program plan.

« (Figure 1I-7) | Decision Area: Program Phase:

Program Certification| - Outcome Evaluation

Decisions regarding program termination for a student are evaluated in terms of the extent
to which the stated discrepancies have been reduced, other service is available, and the referrer

has been satisfied. Recommendations are made to those persons to whom future responsibilities

have been assigned.” These recommendations are based on the data which have been collected through- ’

- e ema -

out the program. v

’3 { ey

. Development of Resource Systéms . {

Data-based program modification provides the conceptual framework for the development of o
resource- systems for schools and school systems as well as for individual students. When the.
resource §)stem is being organized to improve programs for an individual student, the focus 1§
on the discrepancies between the student's academic and social development and the expecta'ions
for his development which are held by people who occupy significant places in the student s 1i£e

space. Programs are planned, implemented, and adjusted to reduce measuted discrepaneies. The‘“

effect of the program modifications in reducing the diScrepancies is continually monitored and. ;w

-

evaluated. When performance discrepancies have been reduced to the point at which they no longer”
are considered to be important, program modification can be certified‘as complete Qr successful.
When data-based program modification is used to organize a resource system for a school's
special education program, the focus is on the discrepancies between the spe.:ial education pro-
gram as it presently operates and the desired operation of the program, as identified by persons
who occupy a significant place in the 1life of the school system. Once the discrepancies between,_

what the program does and what it should do have been identified, plans are formulated to reduce
40
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Table I;-3'
. - Data-Based Program Modification:

~ Oy 3
Summary of Salient Features

1. The student's academic and social behavior is always assessed in
relation to the regular classroom as organized by the teacher and acted on
by his peers, and to explucnt expectations for performance (by teachers, -
parents, and school).

2. The importance of the 'problem" (i.e., the discrepancy between
expectation and actual student performance) is determined through interpersonal
negotlatlons among concerned parties (i.e., student, parents, professionals),
- and the actual observatlon of academic and social behaviors on the priorities

which have been established in these negotiations.

) 3. Interventlon plans are develOped consistent with the doctrine of,

N ; “Ieast restrnctnve alternative' and the right to due® process.
Tl St ccmcmnenrre et dchd s G e m e a e e e et e — e e ——— - Cmmrc e rmmn—— . ——— - - - -

4. Special educational interventions (program changes) are evaluated;
11
systematic attempts to obtain cumulative benefits occur through making pro-

gressive modifications in the physical environment, instruction, and motivation.

.---_---__--_--_-__-__--—__-__---_--__------_--------»----_-____---_---_--------

5. Programing recommendations focus on 'what works" for the |nd|V|dual
child and content validity is obtained by making the diagnostic process and the

teaching process the same.

S T T T T T e e e e e e e e e e e et e e e e o 2 o i e 0 ot e B it 0 o o om0 0 0 o e 90 0 o o o e e e

6. Programs are made responsive to changes in performance through fre-

quent reviews and evaluations. Decisions are data-based.’

w

7. Because evaluation of student progress is based on the summation of
changes in performance on curriculum tasks, it is possible to determine if .he
special intervention is more successful than the regdlar. program in reducing

the discrepancy between student performance and expectations. =

-

these discrepancies. Measurement procedures 3dre devised to evaluate the extent to which the

plans are implemented as well as the progress in achieving the agreed-upon goals. When program

discrepancies are reduced to the point at which they are no longer considered important, the

resource system has been chcessfully developed. Although exploration of this aspect of data-based
~program’'modif ication is not the purpose of this book, it has been described generally to emphasize
t::the wide-ranging applications of the DBPM decision-making framework )

S If resource systems are to function effectively, in support of teachers and children, the
persons responsible for their development and management must learn to understand and use a
systematic deciSion-making process. Data-Based Program Modification, as it is conceptualized in
the matrix (Fig. II-2), provides a decision framework for developing resource systems and for

operating within these systems. Table II-3 summarizes the salient features of DBPM.

The Center for the Study of Evaluation at U.C.L.A. has developed materials that explore this
aspect of system development.
ic 41
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Chapter III

THE MEASUREMENT AND EVALUATION PROCESSES

Time Series

What makes the program modification system "data-based” is the application of time series

research procedures to student performance under different instructional conditions, When approp~

riately applied,

time series research permits reasonable conclusions to be drawn about the relation

between the changes in a student's program and the changes in his progress. These measurement and

evaluation processes are central to DBPM.

The kind of time series data which SERTs collect to monitor pupil performance/is the same as

that used in the functional analysis of behavior by hehavioral psychologists to evaluate the ef~

fects of changing reinforcement contingencies.

Time series data are also collected by highway

departments to monitor accident rates, police departments to mornitor crime rates, health organiza-

tions to monitor disease incidence, and physicians to monitor vital signs.

The application of

time series research designs to performance is an analytic procedure which can be used whenever

information on events occurring over time is desired.

A simple illustration of the application of a time series is presented in Figure III-1.

data graphed are the millions of pieces of franked mail sent out by U. s.
election years and the intervening nonelection year.
derived, such as,

(b) volume of franked mail is greater in the
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Fig. H1-1. Use of franked mail by U.S.

years. Source: Common Cause Report, 5(7), 1975, 8

43

ERI

Aruitoxt provided by Eic: -

The

congresspersons duringtwo
From the graph, certain information can be
(a) volume of franked mail is greater during election than nonelection years;

congressmen during two election and one nonelection
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volume of mail is greater in the fall of election years and the summers of nonélection years: The
third item ‘'of information is possible because the time series shows the changes in volume of mail
over the months of each year. Taken together, the information yields the conclusion that the amount‘
of franked mail a congressperson sends out is determined by the imminency of elections. This cbn-
clusion is validated by the repetition of the election year pattern.

In typical programs in schools, students are tested at the beginning and end of instructional
sequences. Under §uch conditions, it is not possible to draw conclusions about the relation of
changes in the instruction to changes in student perforimance. Campbell and Stanley (1963) referred‘
to research using pre-post testing as a "bad example" that does not permit reasonable conclusions
to be made about the effects of changes because other plausible explanations for what is observed
P

In our chart of franked mail, for example, we can see how pre-post testing effects interpret-
ation. Suppose we were to compare volume of mail on the same date in election and nonelection
years. 1If that date were June 1, our comparison would indicate that the volume of mail was great-
er in 1973 than in 1974, and we would have to conclude that elections have no influence on volume.
However, if we chose September 1 as the comparison date, our conclusion unquestionably would be
the opposite. Obviously, time of administration strongly influences the results of pre-post test-
ing. “

In Figure IIILZ, other examples are given of the invalid conclusions that are promoted by the
use of pre-post testing. The graphs show the performances of four different students who have been
referred to a SERT for individual instruction in oral reading. Each graph represents the trend of
a child's rate of reading the local newspaper before and after SERT intervention; testing occurred’
at the points indicated by "pre" and "post." -

In each graph, posttest oral reading rate is higher than pretest oral reading rate. Using
just the pre- and posttest scores, the clear (and correct) conclusion is that in each case SERT
intervention increased oral reading rate. However, if we used the information on student growth ¢
that was obtained through frequent testing, we would see clearly that in only two cases (C and D)
did SERT intervention actually improve the child's growth in oral reading rate. SERT intervention
appears to have had no effect on child A's growth and actually to have decreased the growth rate
for child B. The depiction for child A is a special problem when evaluating special eaucation
interventions beczuse growth is characteristic of all children, and pretesting-intervention-post-

testing will resualt virtually always in the measurement of growth which should be attributed to

developmental factors rather than instructional intervention.
In addition to ‘evaluating specific program effects, time series analysis enables us to see

what is happening to child performance while the program is in progress, and to distinguish planned

" CHILD A CHILD B CHILD C CHILD D

200 sear 200 SERT 200 serT 20 SEAT._
ds

POS.
words / wor )"' words P03} words
m?reurne / mipr:rne oo m?reuzte / nipr:;te /
—= /
0

weeks ) weoks weeks weeks

o
o

Fig. 111-2. Pperformance graphs of four students in reading, beafore and after intervention.
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from unplanned effects. For example, a program modification for one child may have all its
effects during the first week of intervention and none thereafter; for another child, a program
modification may never affect performance. Thus, time series analysis enables us to observe the

form of the program modification over time. Posttests, usually scheduled at the teacher's dis-

. cretion, may require the student to practice a task long after he has achieved mastery; or the

student may be subjected too long to a npeutral or negative treatment.
4 DBPM requires the special education teacher to function as an applied scientist, that is,

‘to test hunches (hypotheses) about what might help the student improve his performance, and to

make instructional decisions on the basis of objectively“determined effects rather than subject-

oo,

ERIC
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ively formed speculations. Thus, the special educator is not required to function as a "trapped

administrator” who must try to predict with certainty whether a specific program will be effective
for a specific child. 1Instead, the special educator introduces (hyppthesizes) a program, carefully
monitors (teésts) the child's performance and progress in the program, records the obtained data

on graphs, and alters the program (forms a new hypothesis) in the ways that seem indicated to

optimize the child's progress.

-~

Continuous Feedback: Chartlng Program Effects

The~ key or central element of successful DBPM is the graphed record of student- development.

A graph of observed development over time (time series data) provides the information that is

‘needed to make critical decisions about the student's movement from past to present status in

his program of instruction. Further, it affords some basis for predicting future development
under different instructional, incéntive, and/or administrative arrangements. In the long run,
the graphed relation between changes in the student's development and changes in the program pro-
vides the data base for making evaluative judgements about special education intervention.
In DBPM, two basic graphs are used to display daily, w%ekly, and monthly data:
1. 'Progress (or Mastery) Graphs.

2. Performance Graphs.

<

Progress (or Mastery) Graphs

A progress (or~mastery)‘g?aph is constructed to display the time it is taking a student to
master a set (usually, ordered-over time in terms of sequence and/or complexity) of instructional
objectives. 1In constructing the graph, the series of objectives the student is working on is
shown on the ordinate (up the left side) along with the time in which the objectives are expected
to be achieved, and the time--days, weeks, or months--during which the student is working on the
objectives is shown on the abscissa (across the bottom). A point is plotted at the intersection
of the relevant vertical time line and horizontal objectives line when mastery'has occurred.
Points are plotted sequentially and connected; the result is a line showing the one-to-one rela-
tion between time of mastery and time in school.

The progress graph can be used in any classroom where or program in which spacified tasks
to be mastered can be identified in relation to time. The tasks may be objectives that are inde-
pendent of any particular curriculum, or they may be requirements imbedded within a particular
curriculum sequence. In the objectives-based approach, where the tisks are independent of a
particular curriculum, the sequence of objectives to be attained and the time allotted for attain-

ment are laid out on the ordinate, and the days, weeks or months of qchool attendance are listed

on t scissa. In the specific curriculum and curriculum-sequence approach, the abscissé is
- . .
45 .~ ' e
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(b) illustrate the graph organizations fdf the two approaches.
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Fig. 111-3. (a) A progress graph organization for an ordered sequence
l of objectives. (b) A progress graph organ:zat:on for an
established curriculum in reading. ‘

also labeled for time in schqol by days, weeks, or months and the ordinate shows the curriculum

sequence and the time allotted for attainment of each item of the sequence. Figures I1I-3(a) and.‘;

In both approaches, the graph is a square drawn on equal-interval paper. On both axes, ghs
equal.number of equally spaced squares aye ma;ked to represent equal time periods. On the verEi:
cal axes, the number of tasks are spaged according to the time of mastery expected of average stu:\>
dents in this curriculum. Thus, the graph is organized so that for the average student the levei
of progress (mastery) is one to one: For each week, month, or year in the program the average
student is expected to master t™e number of tasks designated for that week, month, or year. If
achievement of average students is plotted week by week, month by month, and year by year, the 1ing
connecting these points is a diagonal from the lower left corner to the upper right corner of the
graph. )

For the target student, the progress level usually differs from the one-to-one ratio because,
typically, he has not achieved a week's, month's,‘or year's progress in the designated time period.
Thus,when the target student's mastery level is plotted on the graph; the discrepancy bstween his

progréss and that of average students is graphically illustrated bf the distance of his progress. |

points from the diagonal line of average progress. /

Performance Graphs ’ |

A performance graph is designed to display how a student's behavior changes on a single task, .
such as "ora) reading from an age/grade appropriate reader" "off-task behavior during work |
' over time. On the performance graph, the abscissa again shows the time in days, weeks, or

H

months of the program during which measurement&»are made. The ordinate simply shows the level of

performance on that single task oh a day when that performance was measured. Thus, in Figure
III-4 (a), the ordinate (vertical axis) shows the number of words read correctly and incorrectly
per minute; and in Figure III-4 (b), the ordinate shows the number of oif- task behaviors per
"minute during work time. "
Either equal-interval or equal-ratio graph paper can be used in developing performance
graphs, depending on which is preferred or more useful. In both forms the vertical lines rep-

resent calendar dates. On equai—interval graph paper, the equally spaced horizontal lines can,

) be designated to rep&esent a number, percentage, or rate (frequency). On equal-ratic graph piéer,

- - | {2‘3. ;
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Fig. 111-4. (a) A performance graph for ''oral reading from age/grade ’
appropriate reader.'" (b) A performance graph for # of
’ off-task behaviors.
the horizontal lines are so drawn that performance changes which are proportionately equal are
visualized as equal.. Since a change in behavior from 2 to 4 is a "two times" increase (i.e.,
2 x 2=4), it is shown as équal to a change in behavior from 50 to 100,, which is also a "two times'
increase (i.e., 2 x 50=100).
Equal-ratio graph paper is semilogarithmic (multiply and divide) rather than additive and has
’ bzen popularized through Precision Teaching as the Standard Behavior Chart (Pennypacker, Lindsley,
& Koenig, 1972). What is often obscured in discussions over the relative merits of equal-interval
and equal-ratio graph paper is _that both display the results of regular and frequent measurement
of student performance over time. Both are designed to permit analysis of time series data. The
only real difference between the two is that equal-interval graph paper emphasizes absolute differ-

ences and equal-ratio graph paper emphasizes relative differences.

’

N : Choosing the Right Graph

Whether you use a progress (mastery) graph or a performance graph depends solely on the kind
of data you wish to use as the basis for program modification decisions. If the rate at which

a student is mastering a set of tasks is important, then a progress graph is most useful. If

changes in level of performance on individual tasks cremore important, then performance graphs
are likely to be most helpful. Many SERTs with whom we have worked develop and maintain both kinds '
of graphs because they are interested in both kinds of data. Since the ' 'grade equivalent"/"grade
level"” score is widely used in school programs, to maintain communication it may be most useful
to represent student development ‘on progress graphs for school staff and parents.

Listed in Figure III-5 are some examples of behaviors which can be charted on performance
and progress graphs. Note that the level of specificity in the examples increases with the fre- .
quency of measurement.

.

Abscigsa. The choice of time period for the construction of the graph depends upon the
length of the curriculum and the pinpointed behaviors. Typically, at the elementary level, monthly
progres; and daily progress and/or performance graphs are kept on an individual student for read-
ing and other basic skill areas. Additional graphs may be kept on various aspects of social be-
havior. ’

Monthly progress graphs can be constructed to span time periods of any 1ength although a

" period of an academic year is usually best. At the elementary level, where reading programs

usually begin in the first grade and continue through the sixth, a 6-year monthly progress graph

- x i
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Progress Performance
Monthly Weekly Daily Monthly Weekly Daily
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books - com- stories com-| pages com- read per read per read per
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ing series Book A ing series magazine reading
Book A material
Reading - - > - ~ -~
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library or chapters pages com- read per read per rehension
paperback completed pleted’in minute in minute questions
books read in book book each grade-level ¢:from Dale * | answered
each week day reading *Chall word correctly
material list
Cumulative Cumulative Cumulative % (or # of) { %.(or # of) | % (or # of),
units com- objectives worksheet's Word prob- ] Computa- Math facts
Math pleted in completed in| completed lems com- tion prob- written
~ math curri- | math curric-} in math pleted per lems com- :correctly
culum culum curriculum minute pleted per minute
. ) per minute
Cumulative Cumélative Cumulative # of Times # of As- # of On-
. contracts contract daily ob- raises signments task be-
Social completed objectives jectives hand dur- completed haviors per
achieved achieved ing class minute
. discussion
Fig. t11-5. Examples of the types of data ijch“fan be plotted on progress and performance graphs.

’ A
can be constructed for the entire program; if the reading program begins in kindergarten, the

nonthly graph can be extended to record progress over the 7-year period.

At both the elementary and, particularly, ihe secondary level, monthly progress graphs can

be constructed for curricula of any length, depending on how many years each curriculum spans.

example,

and Physics and Chemistry (2 years),
span three years.

propriate ‘time period (1/2 year or 2 years} for any part of the curriculum.

For

if a science curriculum were to include Ceneral Science (1/2 year), Biology (1/2 year),
the monthly progress graph for the entire curricuium would
If you considered it necessary, you could make up a progress graph of the ap-

. In the same way, if

a nath program were to extend over two years, the monthly progress graph would be constructed for

that period.

L]

Graphs to record weekly or daily rates of progress and performance work best when_ they are

limited to periods of one school year or less.

. Ratés of progress graphs for different time periods are shown in Graphs 1-5.

Graphs 1 and

2 show monthly rate of progress, the first for a 6-year curriculun, the second for a 7-year cur-

riculum.

every pinth line represents one year.
a curricalum of one school year, the second for a curriculum of 12 weeks.

tical and horizontal line represents one week.

thus, each horizontal and vertical line represents one day of school.

Examples of performance graphs are shown in Graphs 6 and 7.

3

approximately one half of a school year, including Saturdays and Sundays

In each graph, note that each horizontal and vertical 1ine represents one month, and
Graphs 3 and 4 are weekly progress graphs, the first for
In each graph, each ver-

Graph 5 shows daily rate of progress for 98 days;

Both span periods of 140 days,

Although frequent monitoring and graphic display can be used for any siudent by any teacher,

they are an essential element in the modification of programs for children whose development is

significantly different from their grade-age peers.
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; Discrepancy Measurement and Progrcss Estimates

/

S Before a SERT modifies a program for a referred student, the following two items of inform-
atlon must be obtained:

v .
1. The discrepancy between the target student's progress/rerformance and desired progress/

performaqce as determined by teachers and peer sampling.

r3

An estimate of the progress which is required for the target student if the discrep-
ancy is to be reduced within a specified time interval.
This information is the basis for proﬁlem and program selection decisions.

Which progress and performance discrepangies are determined ‘depends upon-the curriculum of
the referred stident's school and the behaviors which have beer iaentified as important in the
initial referral and subsequent interviews. -

N When mastery of a set of tasks (sequenced or not) has been established as the behavior
of concgrn (which is common when di finite expectations have been set at each grade
level), then discrepancy in progress is determined. )

2. VWheo degree of proficiency on a single task (i.e., how well thé student reads, writes

or computes) is rhe concern, then discrepancy in performance is determined.

Discrepancies can be described visually or numerically.

Describing Discrepancies Visually -

On a progress or performance graph, it is possible to illustrate visually the discrepancy
between the referred student's progress or performance and that of his peers vho are progressing
or performing consistent with cultural expectations and, hence, are considered to be "average."

The weekly progress graph shown in Graph 8, for example, visually illustrates the discrep-
ancy between desired mastery level for average students on a set of math categories and tha refer-
red student's actuai mastery level on the same set of categories.

>

STUDENT: " SCHOOL: CURRICULUM: Math
Levelg " e
! 4 S )
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Graph 8. Weekly ra‘e of progress graph in a curriculum for .one year of school: Math.
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The daily performance graph shown in Graph 9 is a visual representation of the discrepancy
between the number of words read per minute in a textLook by average students and the number read \
per minute by the target student. (For reasons of space, the graph has been cut down.)
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Graph 9. ‘Equal-ratio pe formance graph for oral reading performance.

‘

The visual display of discrepancies usually provides a measure for communicating most clearly.

,

with staff, parents, and child. Many decisions can be tased on visual displays alone. When more

precise information is required however, the discrepancy also can be described numerically.

Describing Discrepancies Numerically

To compute a numerical discrepancy for a progress graph two items of information are needed:
1. the desired level of progress (mastery) on the set of tasks (i.e., the
curriculum units or objectives) for a reference group of students (usually
the average of the same-aged peers); and
2. the actual level of progress (mastery) of thé referred student on the
set of tarcxs. ) ’
When the desired and actual levels of progress have been determiaed, the diserepancy ratio,
which is the relative difference between the two levels, is easily computed by dividing the higher
.level of mastery by the lower level. The result of this division always yields a number that is
greater than or equal to 1.0 and specifies the number of times greater one progress level is than
another. Ordinarily, the result Eclls us how. many times faster the average student is progressing
through or performing on the set of tasks than the referred student.
In\GtéPh.8, we plotted data for an individual student on mastery of math objectiveé. To
determine tﬁ?‘discrepancy ratio for this student, we follow the numbered steps.

[ A v e Provided by R
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STEP 1 Determine Actual Lr ">l of Progress.

This level is the number of weeks (months or years) of progress achieved
in the time already spent in the instructional program. In Graph 8, we
can see that the student has been in the program for 16 weeks. In that time,
he has mastered Level I material, which is equal to 5 weeks of progress
for average students.
Determine Desired Level of Progress.
Desired progress is one week for each week in the program. (If the
graph were developed for units of days, months, or years, desired progress
would be expressed accordingly. The important point is that on progress
graphs the relation is always one to dne: one unit of progress for one
unit of time.) Inr Graph 8, then, a student who has been in the program
for 16 weeks should have mastered 16 weeks of work (in this case, Level
III in the curriculum). |
Compute the Discrepancy Ratio.
The higher level of progress must be divided by the lower level of

progress. The formula is,

. . . Larger llumber (Level of Progress) _ 16 Weeks _
- biscrepancy Ratio = g o Nwnper (Level of Progress) ~ 5 Weeks

Since the discrepancy ratio tells us how many times greater one leVvel of

3.2 or 3.2%

progress is than another, in this case it tells us that students progress-
1ng at the desired rate of progress are progressing 3,2X faster than the
target student. (Conversely, the target student is progressing 3.2¥ slower
than the desired rate of progress.)

To compute the discrepancy for a performance graph two items of information are also needed:

1. The desired (usually the mediaﬂl) level of performance of average students on the skill
or behavior of interest; and

2. The actual (median) level of performance of the referred student prior to program modifi-
cation. ’ '

The procedure used to compute the performance discrepancy ratio is the same as for the pro-
gress discrepancf ratio: Divide the higher level of performance by the lower. The result is a
nunber greater thar 1.0 that indicates the number of times greater one level of performance is

+ than the other. ' '

In Graph 9, we plotted data for an individual student's performance in oral reading. We
compute the discrepancy ratio in oral reading performance between this student and average stu-
dents in the class as fqllows:

STEP 1 Determine Actual Level of Performance.

There are 11 data points on Graph 9 for the referred student's perform-

ance in oral reading. When we order these numbers from low to high--48, 49,
50, 50, 52, 52, 52, 60, 60, 70, 75--we find that the median (or middle num-

ber) is 52. This is actual (baseline) performance for the referred student.

1 The median 1s the score that divides the distribution into halves; 507% of the scores fall below
the median and. 50% above. The median, along with the mode and mean, are measures of central
tendency. Any of these measures may be used but we prefer the median because it is lecs sensi-

Q tive to extreme scores and is relatively ecasy to compute.
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Were only one sample of performance available, we might have a somewhat
different picture of this stdent's performance level in oral reading,
depending upon which day testing was done. .
STEP 2 Determine Desired Level of Performance .
Median performance for average students in the school in’ oral

reading is 100 words per minute. This is desired performande.

Compute the Discrepancy Ratio. '

'fThe higher level of performance must be divided by the lower level

of performance. )

R . _ Larger Number (Level cf Performance) - 100 _
Dscrepancy Ratio = Smaller- #umber (Level of Performance) 5z = 19X

In this case, the discrepancy ratio tells us that students who are

reading orally at the desired level are performing 1.9X faster than

the referred student‘(or the referred ;tudent is 1.9X slower).
Other examples: 1. Desired Performance = 20/min.; Actual Performance = 20/min.

Larger Level of Performance _ 20/min. _
Smaller Level of Performance - 20/min, - 1% (There is no discrepancy.)

2. Desired Performance = 30/min.: Actual Performance = 60/min.

Larger Level of Performance _ _ 60/min.
Smaller Level of Performance ~ 30/min.

= 2X (Actual performance is 2%
faster than desired performance.)

APPLICATION In Graphs 10a and 1lla, two further examples of data on student progress
and performance are shown. In each case the discrepancy ratio is not

computed. Make the computations yourself.

, [EXAMPLE: Computing a Progress Discrepancy Ratio.]

%

John has been referred for program modification in reading by his classroom
teacher. Desired progress in reading at John's school is deterﬁihed by
mastery of the material in the Basal Reading Series. The levels to be
mastered at spec?fied points in time are listed on the.ordipate of Graph

¢ 10a. These expectations represent desired mastery for average students
progressing at an average rate, as determined by classroom teachers, ad-
ministrators, and other school personnel. To determine the discrepancy

ratio we will:

1. Determine John's Actual Level of Progress.
John's mastery level is beginning Levél II or 6.months of
progress. John has been in school for 22 months.
2. Determine Desired Level of Progress.
Since John has been in school for 22 months, he is expected to
lhave progressed 22 months in the reading series (completion
of Level 5).

3. Compute the Digcrepancy Ratto. (Check your answer below.z)

| 2Since the discrepancy ratio is the larger number divided by the smaller, we divide 22 by 6.
| John's progress is 3.7X slower than desired.

8
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Graph 10a. John's progress in the Basal Reading Series and desired progress for
students progressing at an average rate.
\ [gXAMPLE: Computing a Performance Discrepancy Ratiol

K

Sally has been referred for program modification by her classroom teacher.
The teacher feels Sally's difficulty witﬁ handwriting slows down her work
completion. To determine if a.discrepancy exists the discrepancy ratio will
be computed. -
1. Compute Actual (Baseline) Performance Level.
Three data pointé on Graph lla--10, 15, 15--represent Sally's
performance in handwriting on théee occasicns. The median
of these three points is 15. This is Sally's actual (base-
line) performance in handwriting.
2. Determine Desired Performance Level.
In Sally's class, median performance on writing letters per
minute is 45. This is the desired rate of perforﬁance.

"~ 3. Compute the Discrepancy Ratio. (Check your answer below.>)

Estimating Progress/Performance Requirements

After the discrepancy ratio has been computed, the next step in DBPM is to estimate how much
progress/performance muSt be achieved to reduce (or eliminate) the discrepancy within a specified

time period.

3The discrepancy ratio is 3X. Sally is performing 3X slower than average students in her class.

ERIC | 59
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A progress estimate specifies the amount of progress to be made in one of two ways: (a) per
unit of time (i.e., number of months of progress/month}; (b) per amourt of material (i.e., number
of tasks, pages, etc., to be mastered per unit of time). -

The performance estimate specifies the amount of change in performance required per unit of
time (i.e., 1.5 math facts faster/week; .5 fewer noise behaviors per week,etc.).

Both estimates are valuable data for program planning and program adjustment decisiéns. Esti-
mates are made of (a) how much more rapidly a student must progress than prior to tne interve tion;
(b) how much material must be covered; and (c) how much faster or slower a student must perform
certain tasks. Such estimates provide informa*ion with which to plan the student's program; write
program objectives; monitor program implementation. and evaluate program modification effects. 1

Should 20 30, or 40 objectives in the next 30 weeks be the progress goal for student A?
Should student B increase hiis oral reading rate by 5, 10, or 15 words/week? Should the objective
for student C be to decrease noise behavior by two/minute each week? The teacher need not be

faced with an arbitrary prediction of how quickly a student's behavior needs to change. The

necessary rate of progress/performaﬁce change can be estimated with scme precision by the follow-

ing procedure.

Computing Progress/Performance Estimates

: Determine the length of time available to implement the program modification.
STEP 2 Determine the improvement needed in progress or performance.

a. Determine what mastery performance level is desired at the end of

|
| o -the intervention period. ()()

R RS SN ESISESEa—S——..




APPLICATION

STEP 1
STEP

B

STEP 3
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For Progress Graphs

Find the calendar date on the horizontal axis that represents the
proposed conclusion of the program modification. The point at which

this line intersects the diagonal line of the \graph is desired mastery
level.

For Performance Graphs |

The median performance of average students at the time of initial
assessment or a standard performance level, such as the Starlin guides,
are used as desired mastery level.

b. Subtract the target student's present mastery or performance

level from desired level (mastery or performance) to determine the

amount of improvement needed

Divide improvement needed (mastery or performance) by the time avail-
able for the intervention to determine progress performance needed per
unit of time.

Here are four examples of progress/performance estimates for John
and Sally. We have estimated progress for two intervention periods

for each studentf 5 months and 14 months for John, and 15'weeks and
30 weeks for Sally.

EXAMPLE: Progress.Estimate for 5 Months for John.

Time Available = 5 months.

Desired Mastery Level = 5 months from present (or end of Grade 3) = 27 months

Present Mastery Level = 6 months (or middle of Grade 1) = 6 nonths

Improvement Needed = 21 months

Progress Estimate.
A. Per Unit of Time:

Improvement Needed _ 21 months mastery _

Time Avatlable 5 monthe = 4.2 months of progress/month

B. Per Unit of Material: -
Improvement Needed = 21 months mastery
On the vertical axis of the grapk, 21 months of mastery beginning
at month € (John's present mastery level), and continuing through

month 27 (6 + 21), includes completion of Book Levels II, IIl, IV,

V, and VI.
The number of pages to be mastered at each level is as follows:
Level Pages '
11 100

III 190 !
v 175 )

\Y 200
V1 285
[Total] 950

b1

S
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Therefore, the monthly progress estimate is:

Improvement Needed _ 950 Pages
Time Available 5 months

‘190 pages of mastery/mounth /'

The weekly progress estimate is:

Improvement Needed _ 950 Pages
Time Available 20 weeks

47.5 pages of mastery/week |

. The daily progress estimate is:

Improvement Needed _ 950 Pages _
Time Available  ~ 100 days ~ 0> Pages of mastery/day |

S

What would the progress estimate be for a l4-month intervention

period? Compute this progress estimate and check your answer below.

-[§XAMPLE 3: Performance Estimate- for 20 Weeks for Sally. (See Graph lla.)

LSTEP 1 } Time Available = 20 weeks.

Desired Performance = 45 letters/minute (assuming average students do not
increase speed).

Actual Performance _ 15 letters/minute
Improvement Needed 30 letters/minute faster

STEP 3 - 30 letters _ ) jerrers/week faster

Performance Estimate = 20 weeks

| EXAMPLE 4: Performance Estimate for 15 Weeks for Sally |

Time Available = 15 weeks.
Desired Performance = 45 letter/minute.

Actual Performance- _ 15 letters/minute -
Improvement Needed .30 letters/minute faster

STEP 3 Performance Estimate = (Make the computation and check your answer below.)5

10 8 0

Writing Program Objectives .

Thekprocedures discussed up to this point are all that is required to write program object-

ives. Several examples of such objectives follow:

I EXAMPLE 1: Prgggam Objectives for John: Reading in the Basal Series.l

Longe Range Objective for a 5-month intervention period.
Given a selection from any book in Level II-VI in ‘the Basal Reading

Series Joﬁn will read the selection at a rate of 50 words/minute with

2 or fewer errors and answer comprehension questions with 80% accuracy.

'DaiZy Objective for a 5-month intervéntion period:

4 . N
Improvement needed is 30 months in 14 months or 2.1 months/month. On the vertical axis of the

graph we can see that 30 months of progress beginning with month six and centinuing through
month 36 (6 + 30) includes completion of Book Levels VII and VIII. Since there are 440 pages in
Levels VII & VIII, the total number of pages to be mastered is now 1390. When divided by time
available, we find that for a l4-month intervention, John must master 99 pages per month (1390
divided by 14); approximately 25 pages/week (1390 diviced by 56 weeks); and approximately 5
pages/day (1390 divided by 280 days).

5For each week of the 15-week intervention, Sally will have to write letters at a rate which is ::::
two letters faster than the previous week (30 divided by 15).
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' -
Each day of school, John will read approximately 9.5 pages in

N the Basal Reading Series at a rate of 50 words/minute with two or
fewer errors and answer comprehension questions with 80% accuracy.
Weekly Objective for a 5-month intervention period:
Each week of school John will read approximately 47 pages in the
Basal Reading Series, etc. Can you write long-range and daily

objectives for a l4~month intervention period for John?

lEXAMPLE 2: Program Objectives for Sally's Performance in Handwritinéﬁ1

Long Range Objective for a 15-week intervention period:
Given a paragraph to copy from the board, Sally will write the para-
graph at a rate of 45 letters/minute with 100% accuracy.

| Daily Objective for a 15-week intervention period:

Each week, when asked to copy a paragraph from the board, Sally will
copy the paragraph at a rate that is two letters faster than the pre~
vious week and with 100% accuracy.

Can you write the long-range and daily objectives for a 30-week
intervention period for Sally?

Visually Describing Progress/Performance Estimates:
Drawing Estimated Progress and Performance Lines on Graphs

The estimated progress or performance lines are visual illustrations of estimated progress.
What is indicated by the line is general trend and direction which the data must take based on
the progress/performance as estimated. Here is how to draw estimated progress performance
lines. ) '

a. For progress graphs, find the present mastery point for the target student and the
desired mastery point at the completion of the program modification. Connect the two points
with a broken __ _ __ _ line. s

b. For performance graphs, find the points that represent the present median performance for

the target student and desired performance at the completion of the program modification. Con~

nect the two points with a broken _____  1line.
APPLICATION In Graphs 10b and ¢ estimated progress lines are drawn for John for
: the two intervention periods of 5 and 14 months. ’ -

In Graphs 11b and ¢ estimated performance lines are drawn for Sally -
K v for 20~ and 15-week intervention periods.

Each time a point is plotted on a graph or the student's program is reviewed, actual pro-
gress/performance may be evaluated in terms of its relation to the estimated progress/perform-
ance line. No computation is needed. Program adjustment decisions are in large part determined
by whether the progress/performance'estimate is being approximated. While actual achievement may
never reach estimated achievement, the information thus derived continually influences and
guides program modification decisions. Deviations from the line signal the need for a pro-

gram change. (See Part IV, Decision Rules for Making Program Changes.)
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Graph 11b. Sally's estimated performance for a 20-week intervention period.
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Are Other Data Needed in Data-Based Program Modification?

All the basic data collection, graphing,and computation procedures of DFPM have now been
presented. This information is reviewed in subsequent chapters. 1In addition, there are described

procedures for data analysis. These are based entirely on the discrepancy ratio and graphed data
we have described. -
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PART 11

Devéloping DBPM Skills in,

Problem Selection

Q s 67




Introduction R

In Part 11 there are escribed the specific procedures that are used in the Problem Selection
phase of DBPM. The organi.ation follows the format that is shown in the flow charts in Chapter
. .

Part 11 is divided into three chapters: Chapter IV, comhunication, and ZOIlaboration proce-
dures; Chapter V, measurement procedures; and Chapter VI, evaluation procedures.

Each chapter starts with an overview and then lists the questions that are specific to the
matrix cell on which the chapter is based. The third and main part of the chapter comprises the
data-gathering activities by which the matrix cell questions are answered. All necessary proce-
dures, materials, and forms are discussed in detail and Lllystrated. Throughcut, the general is
made specific in the example of Ricky. .

’ Try to keep the following questnons in mind as you go through the chapters: -

1. What is the problem that is the basns for the referral and what is its
importance in the setting in whxch the pupl| is asked to function?

2. ‘what would be the discrepancy ratlo for a student like Ricky and the

\ average students in your school? )

3. Would thu discrepancies be con5|d;:;J_Tmpn;;$nt? Would a student like *
Ricky be elxgnb]e for service? .

L. Can you pinpoint similarities and differences between DBPM procedures
and those which you have used in the pa%t in problem selection? Are

the differences important?

ERIC
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Chapter IV

PROBLEM SELECTION: INlTjAL COMMUNICATION AND COLLABORATION

@

Dectision Area: . ) Program Phase:
_Problem Selection v X Initial Assrssment -

& A1
. Overview Contents

One of the most frustrating tasks facing special - ~Overview

educators in the development of successful individualized Matrix questions
?,
programs to integrate handicapped children into main- : Data-gathering activities and’

CATEN
<

N

strcaa programs is determining "the problem." _Handicaps forms

B
s

¥

themselves permit us only to speculate on why a pupil is - - ) o

, difficult to teach; merely identifying a handicap oftep )
obscures the pupil's instructional program needs. For example, if a hearing-impaired child in the
fourth grgde has the vocasulary comprehension of a second-grade pupil, the problem is not that he *
is hearing impaired but that there is a discrepancy between his performanee in language compre-
hension and the nerformance considered culturally desirable for fourth graders. To Succossfully
. integrate such a_ ch11d, the educational program must . either imprOVe his langauge comprehension or
change the cultural desire for language comprehension. From our ‘point of view then, "the problem"
is never the child's handicap; it i3 always the discrepancy between desircd and actual performance
(or progress) . .
‘ In Data-Based Program Modification, the initial step in identjfying the problem is.to deter-~
mine the performance that is desired. The task is not easy. There are many people whose desires
for performante must be‘gonsidered. The most significant are the refer®ing teachet and other
school personnel with whom “hé student must interact. Yet, in many school systems it is note-
worthy that the only area)in which it is possible to identify a series of desired perﬂormance
levels is the reading proéram; in most other subject areas, performance desi of teachers differ
significantly from class to class and school to schobdl, even within the came district. Thus;
although'the perccived discrepancy between desired and actual performance is the basis for a
pupil's referral,,information.on what is desirable is often difficult to elicit. .
\ A simple illustrdtion i; the commcn desire of classroom teachérs for all children to sit in
.. their seats and not talk, unless they are directed otherwise. In these days of criticism by ad-
vocates of open schools and classrooms, such a desire may be publicly unmentionable; behind the
tlasgroom door, nevertheless, it may significsntly influence the 1ife of a pupil. (Like many
" other classroom observers, we have found that "out of place" and "making noise" are two ‘behaviors
that, if they occur too frequently, identify a child as a behavior problem.) )
One method of obtaining information on desired performance is to conduct interviews and
'distribute questionnaires that provide the framework for establishing and/or negotiating desired

berfn“mance goals. Thus, arrangir interviews, obtaining parental consent, and determining the

1 crder of performance goals, as well as conducting the interviews, should be given the highest
L Q. ' > . T .
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priority. v

In contrast, some teachers deny that they desire certain general performance from «ll of
their pupils; they state that "each child is an individual with his own unique characteristics"
and, therefore, with his own unique set of performance needs. Such teachers may overlook the
fact that they may desire common performances like "independent decision making" or "self-suffi-

ciency,"

and that they identify as discrepant children who fail to operate independently. The
identification would not be made if individualized goal setting reaily existed.

Anyone who cares about a child's ability to cope with the world probably holds some precon-
ceived expectations for him. We should attempt to be more explicit about these expectations and ,
not to allow them to remain implicit. ("Is the unexamined desire worth having?') It is ex-
tremely difficult for a special education resource teacher ta work in a context in which desired
performance is not stated and the attempts to make desires expficit are thwarted by defensive
teachers, administrators, or parents. Yet expetience proves that whenever a child is identified
as having or being a problem, some incongruity or discrepancy between desired and actual perform-

., ance can be identified.

A good example is Ms. B., a thirdgrade teacher at River Run School who has just begun the
yvear with a new class. Although it is only a few days into the term, Ms. B. already has identi-
. L fied a number.of children who, she believes, "have problems." Of particular concern to her is
\ Ricky; he always seems to be in the middle of a fight, complains a lot that people are teasing

hih, and appears to be very inattentive ~o and disinterested in academics. Ms. B. runs a

fairly "tight ship,"iand although she has difficulty being explicit about her classroom expecta-
tions, it appears that Ricky is not meeting her expectations for perforngncej. When asked by
.the SERT in the school if she believes any children in her class should be referred, Ms. B.
immediately thinks of Ricky and fills out a referral form. The SERT, together with Ms. B. and
others in the school' charged with making placement decisiqns for special education service, now
face the following questions:

1. What isthe problem(s) that is (are) the basis of the teacher's referral.

2. Who owns the problem? Is the problem the pupil's? teacher's?(Inexample, it is Ms. B.'s.)

3. What is the discrepancy between the desired performance for ihe pupil and the pupil's

‘ actual perfornancb.

4. Is the discrepancy between desired and actual performance important enough to warrant

special education intervention?
Whether Rick§ receives service, that is, is accepted for special education program modification,
depends in large measure on the results of these determinations.

In this first phase of prohlem selection the SERT attempts to answer questions 1 and 2.
During interviews with Ms. B., Ricky, Ricky's parents, and the other people who are part of
Ricky's school life, the SERT tries to pinpoint the performance that each desires of him. Each
person is asked to list and establish priorities among those school problems which they believe
require modification. Pinpointing desired performance and setting prioritics for behavior change

*1s what we call the assessment of the "subjective dimension" of the referral.
The forms developed to elizit information on the subjective dimension of the referral are

keyed by circled numbers to the circled numbers in the matrix cell questions. They are as

follows: .
1. Initial referral. , f ‘) . '
E T}:« 2. Communication with referrer. .

B A v mext provided by R
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Conference with *eacher (referrer).

Observation and assessment schedule. .

Conference with student.

Parent consent.

o
Conference with parent(s).

Staffing request.

Priority ranking.

Case report (all data gathered in this phase of DBPM).

14

On the facing pages, there are giver'1 brief descriptions of the purposes of the forms.

Each form represents only one of a number of possible versions.

We find our versions useful

because they develop the kind of information on a pupil like Ricky which is important to us. As

part of our continuing example, therefore, all the forms are completed in terms of Ricky's prob-

lems.

the forms to accord.with your purposes.

Procedures for arranging
teacher confesence. (:)
Format for teacher con-

If you are interested in obtaining or showing other kinds of information, you should revise

ACT!ON REQUIRED

Acknowledge receipt of form. c:)

Arrange and conduct c r=
ence with teacher. .

Procedures for arranging

Arrange and conduct
student conference.

Procedures for arranging

PROCESS: Communication & Collaboration .
« B QUESTIONS MATERIALS NEEDED
33
§ § 1. Who owns the problem? Referral form. (:)
S o] Are the problems those .
W<} the teacher identifies?
3
gty ference.
o8
AL Are the problems
. o those the student student conference.
S8 identifies? Format for student
3 % conference.
E:E
2 S| Are the problems
E}% those the parent parent conference.
E% identifies? Forma. for pargnt
S A conference. @

Arrange and conduct
parent conference.

Are the problems
those the school
principal or other
professionals iden-
tify? Are they
shared problems?

Procedures for arranging

staffing; gonsult-
ations.

Arrange staffing;
consultation or data

gathering by othe
professionals. <§>

Should cther pro-
fessionals be
consulted?

Do those who iden-
tify problem(s)
have priorities as
to their importance?

Procedures for deter-
mining priorit‘es.

Ask appropriate parties
to complete form.

_______________________________________________________________ -y - = - "

Summarize data on Case
Report Summary One.

ERIC
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@ Referral Form

This form is used by any faculty member in the school who wishes to
establish initial contact with the SERT regarding a student. The form
encourages teacher; to limit their initial comments to objective state-
ments about the .social and academic behavior of the student being.
referred. Note that the referrer is continuously reminded to "be

specific" in identifying the areas of concern.

sayg ¢

{

ERIC
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REFERRAL FORM @

Directions: Please complete all items on top half of the form. Additional Y
comments are welcomed but not required. Please leave in SERT's box. A

" conference will be scheduled within 5 days of receipt of request.

Request for Program Modification ¢

To: Special Education Resource Team
From: 720 R, Date: P= P XS
Re: M .. Grade:_3

/,

- Age; @  Room # ROH
: Parent, Name: MVJ?LT.
Parent, Address: Phe 42} XN % Home Phone: P4 #-a) Z35™

Reason for Referral: (Describe child's problem in brief
but specific terms.)

) Teacher's
!Readiﬂg difficulty. |If so, at what level does student Comments

currently read with 85% accuracy? SeriesRsael Book

At what level would student have to be reading by the
end of the year to not be considered a reading problem?

Book o
& V_ Mathematics difficulty. |If so, on what pages of the LAl ‘
math book can the student succeed? Book Pages oL
How far do you expeét to go in that book by the end
of the year? Page

/Social difficulty. Please list those specific things /’IW d.a‘d‘é
the student does, or doesn't do, which make the student Mf&b
different from classmates. )

/Other areas of academic difficulty. (Be specific.) W %

Request for Conference with Referrer »

Iy

. .
Please list three alternative days and/or hours during the next school

weeK which would be convenient for you to meet with the Special Education
Resource Teacher (SERT).

TIME TIME

) rﬂonday 930~ 930 | 38 Lomrehs

Tuesday

Wednesday /0 Pl d /03{
Thursday

Friday

______________________________________________________________________________________ - .-
"

COMMUNICATION WITH REFERRER@

¢
Your application for Special Educatior assistance for M was received on Z-ﬁZE
. name of. child date

SERT _will mzet with you in W P/ at 930 .
SERT's name s " room ? date tir.e
Q Please brlng any samples of work or materials which are appropriate.

ERIC o - 73
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@ Conference with Teacher (Referrer) ) . ‘

The conference with the referrer permits the SERT to clarify the
teacher's performance expectations for students iﬁ the class. The SERT -
attempts to elicit from the teacher (referrer) the particular behaviors
of the referred student which the teacher views as most in need of mod1-
fication. Add1tionally. the conference focuses on positive aspects of -
the teacher-student relationship and the teacher's knowledge of the g
student's interests. This information i; important in developing a

program plan.

Fu

say

! £

"ERIC . -
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CONFERENCE WITH TEACHER (Referrer) (3)

Directions: Be sure to plan for at least a 20-30 minute conference. If the teacher
doesn't mind you may wish to record the meeting and transcribe the tape later.

1. If there is an academic problem pinpoint specific Conference Notes:
areas of difficulty. For example - jf there is a
reading problem you may wish to ask some of the
following questions:

a. Oral Reading. - »
How does the studert read compared to others - 6&‘?
in the group? . .

b. Comprehension.

Does he seem to understand what he reads?
c. Word Attack. ,
Does he attempt unknown words? a2 A Qe

What kind of woi 's does he miss? Can.t W

d. How willing is he to read? /VaC
e. How willing is he to listen to stories? M/ '2 Z
. . < CZ—,J&r*E
2. Pinpoint specific math difficulties. _ ,C)omxm Y

3. Other academic areas (i.e., Social studies, .
English, etc.) - Mot Aelevant
4, 1f there is a social/behavior adjustment prob- . Y
lem pinpoint specific ares of difficulty. M M
5. Are there other students who hzve similar o 7O 2 ! ¢

problems? (How discrepant is he from group?)

6. Do there appear to be any conditions which BN
improve learning? Are there any specific 3 .
classroom activities. programs, people .:MW w
which are particularly reinforcing? ™

7. Are there any peer relationships which are 2” . woé(;aﬂ(ui »
particularly negative or positive.
N

8. Are there any conditiéns which are parti-
cularly disturbing or disruptive (evoke
partictlarly unfavorable responses?)

9. Is there any feedback from the teacher

regarding progress: |If so, how frequent?
Is the feedback negative or positive? Are
there grades, check system, verbal praise?

10. ‘How does the teacher view the child?

a. |Is he generally tired or energetic? .

b. Restless or relaxed?

c. Dependent or independent?

d. Quiet or noisy? .

e. How different does teacher perceive
child to be?

f. Is he aggressive or withdrawn?
g. Is he popular or unpopular with peers?

11. Are there any teacher—perceived obstacles to
performing as desired (i.e., visual or audi tory
deficits?)

12. What specific kind of assistance would be- ", -
most helpful to the teacher?

Have the teacher complete priority ranking
sheet (if not completed during initial
referral).

ERIC | o
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@ Schedule for Observation .nd Academic.Assessment
Assessment of the discrepancy between thg referred student's behavior
and that of his peers requires multiple observations of both: within the
environment from which the referrai has emanated.
This form is completed at the end of the conference with the referrer
and establishes set times over a period o; 3-5 days for both academic and
-Three to five days of assessment and observations

social behavior assessments.
are necessary as data are always summarized in DBPM in terms of median

performances.

-

e

Q
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Directions: At the conclusion of the teacher conference complete the schedule for (h!

observation and assessment in duplicate and give | copy to teacher and retain other

_copy for your file.

Classroom Observation Schedule®

Academic Assessment Schedule®*

Monday 9//6

- ?w?O

@/l @3 . sp7° .

Tuesday ?//7

7039 - 7050 P//7 930- /070

Wedne sday ?//

7 o200 . e 9//9 730_ /07°

Thursday ?//7

@ - g0 —

Friday

9 /020

//- // 40

For:

2. B.

S

*

By: SE

Teacher's Name

RT

Re: : %
Studen® s Name

*Designate a 20-minute time period during each of four or five days which will be
convenient for observation in the classroom.

**Designate a 30-minute time period during each of three days which will be conven-

ient for academic a

SERT's Name

ssessment.

ray u’
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@ Conference with Student

The purpose of this conference is to give the student an opportunity
to express his views of school as well as to identify his areas of interest.
By identifying interests, we may find clues to what will positively reinforce
desired academic and social behavior. The questionnaire format used here
is only one of many ways to conduct student interviews.

At the intermediate and secondary levels, if a form of this type is
used it can be distributed as a questionnaire to the entire class. When
such a form is used in a conference, it may be advisableofor the SERT to
do the actual writing. In the conference with Ricky, the SERT discussed

each question with him before filling in the answers.

e

8
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EXAMPLE OF A STUDENT QUESTIONNAIRE (FOR USE IN LIEU OF A CONFERENCE) @
P Yo Fcky

Date Student's Name

STUDENT QUESTIONNAIRE

1. If | had three wishes I'd_ ok, Aor o Cor, Lruch, and a mecled
A - -4 r
2. The best thing the teacher can say to me is W M

My favorite game is _%/ cara/

I like to get

My best friend in school is @0# .
6. The best place in the school is the _%4”‘_

7. The school period | like best is el Lens -

8. When | get my work done | like to —ﬁ%—% -

9. The best thing that could happen to me in school is MM o

10. If I could do anything in school that ‘I wanted, ! would _%Q% .
" L

11. The most fun that | have in school is _%‘L

, N4 _ ,

12. The subjects | need the most help with are m?mm

13. The subject | want to work on first is _M% i .

14. If 1 could have help with ﬂw} | would be __;% .
- ’

15. If | knew | could %h‘s’! Card/ I'd work on my %

every day for at | /5" i

east mins J/hours.

P

A IR — R N ]

16. What are student's priorities for him(her)sel f?

Ask student to complete the priority ranking sheet.
(see also questions 12 & 13.)

Additional Comments:
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. (:) Communication with Parent:
U Parent Consent Form

.o
wy et sl

" The concept of due process so frequently articulated by the courts

during the last decade makes it incumbent upon all educators, and
particularly those in special education, to insure that student's rights
are protected. This form is used to obtain written consent of the
parent. It fulfills the due process requirement_of P.L.
94-142.

Note that the time selected for the conference was not convenient
for Ricky's parents. The SERT telephoned after the form was feturned
and an alternate date was agreed upon.

[R——

s .Conference with Parent

This conference attempts to establish a collaborative relation between
home and school. The suggested questions are meant to pinpoint the extent
to which the student's perceived difficulties in school are reflected in

his behavior in other settings.

In addition, the parent is asked to identify his/her priorities for the

child: These priorities are considered equally with those of the teacher and
. ) student.

Q -
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Aruitoxt provided by Eic:

LiI;lIIHlIIlIllI________________________________________________________________________________________________:_____




67
PARENT CONSENT FORM (&)
Yourdaughter % has been referred to the Special Education Resource
name . .
Teacher for assessment of his performance in classroom work, particularly M’)
° ]
/ﬂwﬂ,,%, W
subjects N - .
I would like to meet with you on 9//9 at 3’88 to discuss = </
date time name N
school work. In additien, your written permission to conduct this assessment is needed.
Thank you for your cooperation. £
Sincerely,
> TTTTTTTTTTRTETRRTTES Please tear off and return with student or in mail —~ ~ ~TTTTTTTCT
- . ’
| hereby consent to having - school performance assessed
name

by the Special Education Resource Teacher.

The conference time suggested is/convenient. Please call me awork

to arrange-an alternate time. The telephone number is ?4/!‘ §7~3d’

P, N Jorwe

Par-.nt's Signature

EXAMPLE OF CONFERENCE WITH PARENT(S) @ -

Conference Notes

1. Does the student have difficulties at home? M
If so, are there specific areas of difficulty %" <
that parent feels may be related to school Leadieol a A

. performance. mx, oy Yws B

2. Are there any specific activities or con- M. M—A‘—’ﬁ/ M
ditiors which cause unfavorable responses ! L SO0,

at home?

3. Arethere any specific activities or con- M g M‘ Case
. a‘u 7]
»

ditions which student enjoys?

4. How does the parent view the £hild? (See MW
teacher interview question 10. .
! a ) n.ﬁzm eAidtror,

5. Are there any parent perceived obstacles
clore,

to student performing as desired?

6. What specific kinds of school assistance .
would be most helpful to the parent? % / M .
7. What are parent priorities for the student? Z ; ) .

Have parent(s) complete priority ranking
sheet.

Additional Comments: al%da- 2 “:_7 ool . ‘

. Date ?/6’0/7\5’ Participants ﬂ” . W
SEAT

Q
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*E.g., the State

Staffing Request Form

14
This form identifies the students who will be discussed by the sclool _

team designated to establish eligibility for special education service,

LS

and to review the cases of students who already are being served. The
composition and responsibilities of this team vary widely. While :he
team approach is %an accepted méans of ﬁaking decisions in come communi}ies“*
in others, decisions are made by indiviusuals or by default, Alternative .
ways of making eligibility decisions are discussed in Chapter VI.

Along-with other students who had been referred, Ricky's name was .
included for staffing on September 25. Approximately two weeks will '
have elapsed since the i;itial referral was completed. This is the
maximum time which should be used for data gathering during problem

selection.

t

of Connecticut has legislated that Student Support Tezms be
operationalized in every school in the state.’ -

g : L 82 |
o
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STAFFING REQUEST FORM : \
a . . \\
N D ‘ .
Directions: Circulate this” form to all members of the Student Support Team (SST). Al N .
students who have been referred should be discussed within two weeks of initial referral \\
AN \
Jo: 'Members of Student Support Team ;
From: SST Chairmant sdealambion 79
o : . " +Date * :

Please list the names of all students for whom referrals have been recelved since our
last meet:ng

>

Also I;st the names of any teachers who have requested (or are receiving) consultatlve e
service for saudents in their classrooms.

Qohn X eole ;T hedei

. \ :

1 ’
i
)

H . w
. . .

L -

N

Do you know of any students whose program should be rev:ewed
or evaluated? Please list below.

-~

<

» The SST will convene in the resource room at * 7'30 A/V W“/’ﬂr

. + time *° date
Return this form to the SERT prior to the meeting. »
i ¢ ’
o
’ . . §
9 ‘
. . *We recommend that the SERT chair this team. )
Q - >
- . L . )

| v"EMC - 83°Q i
| ‘ _— .. -

&
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@ Priority Ranking Form ' :

In order to determine which behaviors are judged to need immediate
attention by .parents, student, teachers, and others responsible for pro-
viding services to the student, each person is asked to list those beha-
viors apd ‘to rank them in terms ‘of importance. Estimates of acceptable
performance levels are also solicited. .

After everyone concerned has completed the form, differences in
priorities will more than likely be evident. How are these differences
reconciled? Three approaches are possible: .

1., "Eyeball” the data and identify those behaviors for which there
appears to be the most agreement.

©2. Sum up all the scores for each behavior and then average them.

3. Select the median number among those given for each behavior.

What is important is not the method of {gnking the benaviors of inter-
est but, rather, the input from all concerned parties in selecting the
problems for program modification. '

A priority form completed by Ricky's teacher is shown here. The
priorities of all other parties to this referral are summarized in Case

Report Summary One, which follows .

o
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71

. EXAMPLE OF A ‘PRIORITY-RANKING FORM (:) ‘ ' “

Directions: May be attached to referral form. Ask each person concerned with student

to complete a form. Items may be listed by the SERT or eact person may generate his/her

Rk,

Age/Grade: Q/G'fo Date: 9//&/76’ '
Name of person completing this form: m Z /W /-‘( W

Specify those goal (terminal) behaviors which you would most like to see attained through

own list.

Referree;

program modification.
‘ -

Accepiable Level of Performance

7‘5% mfém

7573

After you complete your list, rank order the list in terms of those most requiring immediate
v

attention.
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Case Report Summary

This is the first of the Case Report Forms the SERT completes during the
program modification., The interview and priority-ranking data are summarized
on it. Tb- report form is used in the staffing session. It also becomes
part of the permane ¢ record of the activities initiated to develop an in-
dividualized program plan for the student.

h
>
[
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Q ’ ,
} o -




73 ,

C_REE_EE‘PORT SUMMARY ONE
AiekyT| | 3 g . B

Student Grade Age ' Teacher

I.  PROBLEM SELECTION

1. Who owns the problem?
Are the problems those that teacher/parent/student/others identify?

What are priorities? !

Summarize interview data here.

-
-
-

-

Are the problems those the_student identifies? W
-~ . o
0 ,,41, rlacling anel cloton b _Lhe ‘

)

Summarize the priority rankmgs here.

\ gt
‘ TEACHER PARENT STUDENT  * _° OTHER® EDIANYOR AVE AGE
i -Snsdgzzﬁnahﬂ: (Zi_

5 | Pacoting / / / 7
3| Vel 3 = R <
gfartling & x 3 ° 3
‘ bng & & ¥y &
el 7 < s -/ 3. x5
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/
/
Chapter V . . ' . ¢

PROBLEM SELECTION: MEASUREMENT

r

Decision Area: Program Phasge:
Problem Selection - Initial Assessment
Overview Contents 9
To measure social behavior, the SERT observes in Ms. Overview
B.'s classroom over a period of days and counts the fre- Matrix questions
quency with which Ricky and his peers (and, in some . Implementation -
instances, the teacher) engage in the social behaviors
that are of concern. Ms. B. has noted that Ricky is

"always" in the middle of a fight and is very inattent-

ive and disinterested in academics. How accurate are these statements? How much more frequently
does Ricky engage in these hehaviors than his peers? Due proﬁess protections require that the
factual basis of discrepancies be established. Classroom ohse}vaticn by the.SERT of the social
and task behaviors of Ricky and his peers provide ;he vojective ‘data nedded to evaluate the prob-
lem. ' ' .

In addition, over a period of five to seven days the SERT will assess Ricky's progress and
perférmance on those academic curricﬁlum rehuireménts which have been pinpointed as high priority
for intervention by concerned persons. Data will be collected on progress and performance in the
curriculum which is used by Ms. B. in the classroom for Ricky and for the students in the class

who are judged to be "average.' o . .
In addition to case report summaries (see Appendix B for the entire set of suggested Lase
report forms) whick become part of the targeted student's individual program plan and are a
permanent record of all actions initiated for him} the SERT summarizes the results of the class~
room observations and academic assessments on a Discrepancy Ratio Worksheet (see p. 112).
All the behaviors for éhich da{é have been collected for the referral are listed on this
worksheet. The SERT computes and enters the discrgpancy ratios for these behaviors on the work-
e sheet. They too become part of the permanent record.

' There are reviewed in this chapter the measurement procedures which are used to identify
desired and actual progress and performance of'Ricky and his peers f&r six academic behaviors
and four socfal behaviors identified during the communication and collaboration phase of problem
salection. These behaviors are as follows:

. Progress
a 1. PReading in the Read Series. . .

]

2. Phen.es Skill Sequence.

.

1See P.L. %4-142 regarding requiremeuts for individual program plans for all identified hangicapped

Qo students. : . i
ERIC A ,, 88 %

Aruitoxt provided by Eic:
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3. /Math Computation Skill Sequence

Performance

1. ﬁyeii?fng.

2. Math Facts.
3. Handwriting.

Social

Performance

1. Noise.
2. Out of Seat.
3. Physical Contact.

.(—

”

Aruitoxt provided by Eic:
. .

dent”s actual level of
academic progress?

What is the target
student's actual level
of academic perform-
ance?

- What is target student's
performance in social
behavior?

What is the discrepancy
ratio?

Is tohere data on
past progress/
performance?

- % = = -

MATERIALS MEEDED
Curriculum materials used
in referred student's

Procedures to collect data
on decired progress for
average students.

Procedures to collect data
on desired performance for
average students.

.- follect baseline data

Procedu.es to collect data

on social, behawor o :
average students' @ »

4, Off Task. : .
’ PR_OCE’:SS: Measurement
:45 QUESTIONS
38
v e 2. Is there a discrepancy
Se between desired and actual
Q& performance? class.
5:\& Are there desired academic .-
5] progress expectations?
82
&5
....J Are there desired academic
SR performance expectations?
S
=%
EE Are there desired expect-
‘,3% ations for so.ial behav-
8% ior? -
QA = e maeee e . S P
What is the target stu-

Procedures to col |ect data
on actual academic pro-
é-ess of target student.

~» Piocedures to collect data
on actual academic perg
formance of student. @

Procedures to collect data
on social behavior_of

target student. @

Precedures to graph data
on desired and actual

progress/performance. @ .

Procedures to compute
discrepancy ratios. @

PN

75

ACTION REQUIRED

Collect data on desired
orogress for average
students.. U -

Collect data on academic

performance of average -
students é

“ons50cT¥) behavior of
average students.

Collect baseline data on
academic progress of
target student.

Collect baseline data on
academic performance of
target student. @

Collect baseline data on
target student's social
behavior. é

Appropriately title and
label araphs., Plot dgta
on graphs. @

Compute discrepancy ratio

Summarize data pertinent
to present pgLiorities and
problems. ”

Summarize data on Case

# Circled numbers are keyed to sections of chapters.

~

89.
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.

Progress measures focus on the

P . . e it is ki a dent to master
@ Determining Desired Academic Progress time it 1s taking a student to
an ordered set of instructional ob-

jectives for a particular curriculum

(see Chapter III). "The rate at which "average" students master these objectives represents desired
bs

progregs. The procedureé for obtaininé this information are detailed in the following steps:

: STEP 1 Determine eriteria for desired progress.

©a. The best method for determining the progress that 1s desired for average
students in a particular class in a particular school building is to ask the
teachers. Generally, they can specify the minimum expectations for students
who have been identified as progressing at an average rate in the curriculum
of interest. The specifications should be in the form of a 1list: the se-
quence of objectives (ordered according to complexity) and the approximate -
completion date for each.

b. 1If the teachers cannot agree on or are unwilling to specify progress,
e..pectations for average students, then the criteria established by the
school district for minimum progress requirements should be used.

c. If ﬁinimum progress expectations for average students cannot be ob-
tained frém the teachers or the school distric., use the criteria for pro-
gress which have been established for the curriculum of interest by the
curriculum developers (e.g., scope and sequence charts published for a

) read&ng series), if such information is available.
Select and label the progress graph.

a. Depending on the length of the cur;iculum {i.e., 1 year, 2 years,

6 years, ;tc.) select the appropriate progress graph and mark the abscissa

in equal time unics (see Graph 1, (hapter-III). o )
b. On the ordinat., list the sequence of material or objectives through

which children are expected to progress (as .determined by the criteria

obtained f&r the particular curriculum) according to the month and year in

which the average student is expected to complete each uhit of the material.
c. Draw a diagonal f}ne through the intersecting graph lines, fronm left to

right to represent average progress through the period of the curriculum.

@ APPLICATION Examples A, B, and C show the application of the procedures discussed in

Steps 1 and 2 to three curriculum soquences at River Run School by the class-
roem teachers and the SERT. The curricu.a are the Read Series, Phonics, and
Math. Graphs 12a, 132, and l4a have been :iabeled to show the desired progressS—..——

for each sequence.

lz}{jk:‘ ‘ - S’t) . ' )

o, . « - N
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EXAMPLE A: Determining Desired Progress,
Read Series, River Run School

STEP 1 Determining criteria for desired progress.

The mastery sequence for the Read Series (Fig. V-1) is based on the

publisher's estirates for gompletion of each book. This sequence was ad-
opted to estimate progress for the a@érage students becadse, over the years,
the teachers hgﬂ\observed that average students completed.the boogs at
approximately the suggested rate.

[STEP 2] Selecting and 1abeling the progress graph.

a. Since the curriculum takes an average of six years to complete, a six-
- year é:ogress graph was selected by the SERT.

b. The SERT labeled the ordinate axis with each book/level initial at the

month indicated for mastery (Fig. V-i), and the abstissa, with the school
months and years. .

c. Since average progress is one month of progress for one‘month of time
in school, a straight line was drawn through the intersections of the
horizontal and vertical lines from the lower left-hand corner of the graph

to the upper right—hand corner. The result is shown in Graph 12a.

Grade 1: Approximate Completion Date

And So You Go October 1

Be on The Go December |

_Can You January 15

Days and VWays March |

Each and Al June (End of School)

Grade 2:

_Far and Away January |
Gold and Silver- June {End of School)

Grade 3:

High and Wide January |
_ldeas and Images June (End of School)

Grade 4:

Joys and Journeys June (End of School)
Grade 5:

Kings and Things June (End of School)
Grade 6:

Launchings and June (End of School)
Landings

-
- N

>

Expected progress for average students for Read Series (American
Book Co., 1968), River Run School.

-

P «
G1

Aruitoxt provided by Eic
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Graph 12a. Six-year graph showing expected progress for average students for Read Series
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3678 1 43670 12343678 123486780 12345678 12)a367

1 2 3 4 5 6
TIME IN SCHOOL ( YEARS )

T
Ll

(American Book Co., 1968), River Run School.

EXAMPLE B: Determining Desired Progress,
Phonics Skill Sequence, River Run School

Determining criteria for desived progress.

The progress sequence for phonic skills (Fig. V-2) is adapted from the
Gallistel-Ellis Reading and Spelling Sequence (Note 1). The teachers
decided upon theé number of skills to be mactered each year and the mastery
dates according to tne phonic skill sequence in the Read "Series. :
Selecting and labeling the progress- graph. :

a. Although the curriculum is only four years in length the SERT used
a six-year progress graph to match the reading graph.

b. The numbers representing cumulative skills were placed on the ordinate
at the months agd skills at which the average student is expected to have mastered
these skills.

c¢. The average desired progress line was drawn thraugl the intersections
of the time-of-mastery and time-in-school lines for the four years of the

curriculum sequence; average desired progress = one month of progress for

one month of time in school.

@




1-4, River Run School.

& E.K. Ellis,

(Adapted from '‘Phoneticall
use in teaching and testing both reading and spell
' Reading and spelling categories.

Minneapolis.

. 79
GRADE 1 GRADE 2 GRADE 2 GRADE &
1. CVC (ql_ 18. ccvee (a-i-q) 25. cvve 33. Closed syl-
(b,s,f,m,t) (beg. blends: ai,ay,ow,o0a lables with
2. ¢ve (a) st,sc,sp,sk,sl, oe,ee,ea,ui y _and (c)
toe sw,sn,.m,bl,cl, ue, ie, igh le endings
E:';'g’z'lg f1,91,pl,s1,br, 26 ccvvé o and wi th
e Oct.) cr,dr, fr,gr,pr, T 2n4 closed
. {a1,ay,ow,oa, —_—
3. cvC {a) tr,thr,shr, sw, tw, oe ee. ea ui syllables
(<. hard-g,d) dw, qu, kw) ue,ie,igf’f) 34, Two closed
(diagraphs:ch,sh, . e f——
L. cve (a) th,wh) 27. CUVC and open syl-
{hard-c,k,ck,nd, ( . | . : Too. oo onan lables with
w,qu) N° ending blends: 00,0u,0w,au, cle
’ wi 11,ck, ss,nk) aw,o0i ,0y,ew, - —;e; T
2 3 gs.ed,er,
o 19. £CVeC (a-i-o) el _ewall.ald o, S
9 {beg. blends: 28. cevvee —_—
consonants Too oo oo~ 35.7 Soft ¢ and
except v,y,x,2) scr,spr,squ,str, 00,0U,0w,au, P ar—
—_—__Dec.t  spl) aw,oi,oy,ew, ~oTT3bTe
6. cve (i) (ending blends: eu,all,alk) 2y an’e
- < words
(b,C,d,f,g,h,J, ng’Sh’ll’nk) 29. r with short o cr.
k,1,m,n,p,r,s, 20. cvee M voweTs 36. Prefixes:
t,v,w,x,y,z;ck) Tan : G.e o0 ia,al‘.ad,de,
7. CVC (a:i) AN\ Pl AN *%30. r with long ex,in,re)
: T <7 21. and e vowels Suffixes:
. (@Il single Tat the ena o ar, e or
consonanis) T
one syllable 31. CCvvce tion,sion,
8. cvee (a-i) words) ’ ie,ea,neigh, ness,ment)
(ck,ss,fF,11,22)  Poby22. magic e 2?3?,lnd,lld 37 Multisyl-
9. CvCC (a-i) (single lable words
ing,ang, ink, consonant) p TN 32. (wr,ph,kn,qh,an) June 1
] ank) . —— e —————
- 23. Magic e
10. CcveC (a-i) double
ish,th.ch,wh, consonant
Y
Ck,ng,.!_‘.'fl_jm' #%2h. Soft ¢ and g;
1. ¢vC (o) .(tch,dge,ge,
(all single rge.ce,nce:
consonanis) se''z) JUNne |
*12. CVC (a-i-0)
all single
consonants) AF.,],
13. CVCC (o)
ck, 11 :
14. cvce (o)
ist,ff,ft,ng,
th,ss) "ﬂ'
15. CvC (a-u)
16. CVC (a-e)
17. cve”
(a-e-i-o-u) June |
Fig. V-2. Expected progress for average students in phonics skill seyuence, grades

y regular words [for
ingl” by B. fallistel

Minn.:

Department of Psychoeducational Studies, University of Minnesota, 1970.)

33
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EXAMPLE C: Determining Desired Progress,
Math Sequence, River Run School

STEP 1 Determining eriteria for desired progress.

The progress sequence for math computation skills shown (Fig. V-3) and the

approximate dates for completion had been derived by the teachers during a

series of weekly meetings.

°

Selecting and labeling the progress graph.
a. For a six-year sequence, the SERT selected a six-year progress graph.
b. The numbers representing cumulative skills were placed on the ordinate
at the month and year at which the average student is expected to have
mastered these skills.
c. The average progress licne was drawn through the time-of-~mastery and

time~in-school lines for the six years of the curriculum sequence; average

progress = one month of progress for one mon time in school (see Graph l4a).
Yrs.
£f____ v
H +4++
i it STUDENT ; W
) H SCHOOL : MJ:
73_sl ]| s CURRICULUM: P4, M
AL
3l | & agiconc. L
57 gH 4
o F
=2 s
O H S
3Tz o H HHHH
- .
. 3 —g‘ H
20t | ¢
10} .
/2-0H |
l/' a 15 Graph l4a. Six-year progress graph
z ' . for Math Computation Skills,
s 35::“1“'““ River Run School.
:'IH‘Z{ YT . v 123886718 0 36T
1 2 3 4 5 6
o’ TIME IN SCHOOL (YEARS)
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Grade 1 " WI. Subtract three-digit nusber from three-digit nusber; borrowing fro tens coluzn only |
. Add two cne-digit numbers; sums 04 0 to 9 + 0 42. 3:::;::"::;?::9‘; :nv::er from three-digit number, borrowing from
2. Add two one=digit numbers to sum exactiy ten S‘AN \ 1
h 3. Subtract one-digit number from one-digit number: 0 -0 to 9 - § * 43. Subtrict three-digit number from three-digit number; borrowing from

- tens and hundreds columns

4 Subtract 0 threigh 10 from 10: 10 - 0 to 10 =10 . " .
30NE l 44.  One place multipller = 2 place rultiplicand carrying in hundreds colum

c—'.‘_‘!!.:g_ . 45. One place multipiier - 2 place multiplicand c3rrying ia tens coiumn ¢
5. Add three one=digit numbers; sums 0+ 0 + 0 to 9 + 0+ 0 56. One place nultipiler - 3 place multiplicand carrying in tens column . '
6. Add two one-digit numbers to sums of i1 through 19 47. One place muttiplier - 3 place multipiicand carrying in hundreds colum
7. Add three one-digit nunbers to sum 10 through 19 48. One place multiplier - 3 place muitiplicand carrying in tens and hundreds colusn
’ 8. Add tens from 10+ 10 to 90 + 10 * 49. Two place muitiplier - 2 place multiplicand no carrying
’ 9. Add a one-digit number > 3 two-digit number without carrying - 50. Two place multipiier - 2 place muitiplicand no carrying -7
210, Add 3 two-digit number to 3 two=digit number without carrying 51. Two place multiplier ~ 3 place multiplicand no carrying -
ti. Add three two-digit numbers without carrying 52, Muitiptication Fucts « 6's
12, Add 3 one-digit number to 3 two=digit -number; sums 10 through 18; 53. Multiplication Facts ~ 7's
without carrying SAN \ S4. Review Goal
13. Add a two-digit nusber to a two~digit nuaber with carrying from ones colusn ’ 35 Multiplication Facts - 8's !
_ th. Add thres two-digit numbers with carrying from ones column ‘ > %6, Maitiplicacion Facts - 9's
i5. Add two twedigit numbers; carrying from tens column 57. Keview Goal
16. Add two two-digit numbers; carrying from ones and tens column Grade S B '
17. Subtract one-digit number from two-digit number without borrowing ——— . .
combinations of i1 through 18 (11 - 2 to 18 - 9) 58. Two place sultlplier - 2 plice multip”"cand carrying in tens colum
18. Subtract combidations of tens: 10 - 10 to 90 ~ 90 59. Two place raltiplier - 3 place multiplicand carrying in tens column
19} Subtract one-digit number from two-digit number, remembering to bring €0. Oivision Facts - 2's ¢
down the one in the tens column: 11 - 1 t019 -9 61. Oivision Facts - 3's
o 20. Subtract two-digit nunber from two-digit nusber without borrowing 62. Review Goal - 2's and 3's
. 2i. Subtract one-digit aunber from two-digit number with borrowing 63. Oivision Facts < b's .
22. Subtract two-digit number froom two<digit number with borrowing . JUNE ‘ 64. Olvision Facts - 5°s
Grade 3 65. Review Goul - b's and §'s
23. Add three two-digit nushers; carrying from both ones ~nd tens column 66. Oivision Facts - 6's .
24. Add hundreds: 100 + 100 to 900 + $00 67, Oivision facts = 7's
N 25, Add two throe-digit numbers without carrying ° 68. Review Cozl -+ 6's and 7's
26. Add three three=digit numbers without carrying 69. Olvisios Facts - 8's ¢
27. Subtract two-digit number from three=gigit numher with borrowing fro- 70. Oivision Facts - 9's
hundreds columa (only) 71. Review Goal - 8's and 9's
28. Subtract twordigit number from three-digit number with borrowing from tens column (only) 72. Two as divisor = 3-digit dividend
29. Subtract hundreds trom hundgeds: 100-100 to 900-900 73. Two to nine as divisor - 3-digit dividend *
30. Subtract three-diglit number from three diglt number; no borrewing Grade 6 R .
31, multipiication Facts - 2's . FEB \ 74, TYheee place multiplier - 3 place multiplicand carrying i tens and hundreds coluan
32. Multiplication Facts - 3's ¢ 75. Three place multiplier - 3-4 place muitiplicand ~ 0 In tens colum in zultiplier
33. Review Goal 76. Two as divisor = 2 gigit dividend with remsinder
34, Multiplication Facts - 4is o 77. Two to nine as divisor - 2 diglt dividend with remainder
35. Multiplication Facts - §'s - —~—— * 78. I-diglt divisor'~ 3-dlgit dividend with remsinder
36. Review Goal 79. Two and three-diglt quotient with zero < )
37. One Place Multipiier - 2 place multiplicand no carrying 80. Tens as divisor - with no remainder
Grage 4 SUNE ‘ 81. Tens as divisor - with remainder
38. Add two three-digitz numbers with carrying from ones colum only 82. Two-digit divisor = three or four-digit dividend without recainder ’ ’ :
33. Add two three-digit numoers with carrying frontens colusa only 83. Two-digit divisor ~ three or four-digit dividend with remainder

. . ’
40, Add two three-digit numbers with carrying from both ocnes and tens columns 84, Three-digit divisor « three or more-digit dividend with remainder

fig. V¥-3. Expected progress for average students In math computation skill<, grades 1-6. River Run School .
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& . *v

< . ~
., must determine the targgt stu-

 Select material. ) ’ I

- « Fro@ the books used in the curriculum, selec}zat lé;st three but prefer-
aLly ﬁore samples of material at each 1evgi which the target student'swaveragé‘
cléssm§tes,haQe mastered at the rime of testing. )
Collect the 'cgata. T e K T

.
. - o« » .

\ . . ' .
a. Beginning with selections from the highest mastefy level achieved by
“w -
the target student's average classmates, present the three or.more samples
to the student. ¥ a4 . §

%

b. For each sample, regord the student's frequency and agcuracy of

====r~responses. SN ‘
. L .

c. Count the frequencies of correct and incorrect responses to all the

samples. . ) . .

a, u A vy _sc¢res in order, from low -to kigh.

7 \ % P ) .
b, D?€::%§§e the median Scores for correct and incorract responses.
o = S AT, .
, 2 ;. . .
Det <m>f$ ﬁt‘%ﬁe’.r’y and instyfetional level.

Y

©

T :}gi{.l . I

fU?*‘fgt;.y,'bresent samples to him from successively higher levels of the

¢ ‘larget student's median scores meet the established criteria

! . i s .
uT until he reaches his instructional level. e

]
h scores do not meet the established criteria for'mastery *
“ Y
dmpled, continue to sample at successively lower levels until
’ "' - ’ 2 j s - ! - s
‘;f'» O : %‘__Jmuaznﬁgasxgllégaﬂbhieved and instructional level can be identified.

SN : |
Rk c.gjihﬁ instructional level is one level above the mastery level. For
~

some Students, this level is the "fruétrétion level," thatQis, the point at
which the student becomes frustrated ahd does not learn. Whenever a "frus-
tration level"'is encountereé, begin instruction at the highest mastery
‘level and sample f;equently from the next higher level unti{\the student

can move into it without frustration. Q\

- .

Plot mastery level for target student and average peers on the progress |

graphs. ’

3

v T
The target student's mastery ievel is plotted on the graph with a Q at

. the intersection of the mastery level on the vertical axis and the current .
- ¢ .~ I‘ ' ’

| - K % ___school year and menth on the horizontal axis. A A is plotted on the same

A e &gv.:_/‘—'f\ . -

* e o g = 2 ~ ¢

TG ) Ahférﬁ1gg?show the degired progress for the student (equivalent to ggpected

gress for the student's average.classmates at the same point in time).
ol ;
+%

fThJs far the two 'points are on the same vertical line.

%

g,Dr@s a nonintervention progress line, K

Vg
e

What will be the target student's mastery level at the completion bf six:

of school if no instructional intervention changes his present rate

g7 - | ,

éé?[:
2 .

.

s Lo

.. . Aftér the desired progreés'«
“ . . in the school curriculum of inter=
. @ Determining Actual Pregress of Target Student| . est has been established, the SERT

. » . R . X" P M . .

dent's mastery level for this curricufum. Here are the procedures for obtaining this information.
Exl - N < £ *

’




”

« \ - s S i
~ ¥ > y
e . S - i,
W - o~ . . 83
¥ ¢ . ;’l. - \« ll )\
N ! e ' Ny
of Progress° ’ \ - }’ :{“’\““‘"
‘ Thé answer can be demonstrated graphically by estimation or| projection. -E?_ﬁng‘anjf”
equally Spaced brokcn line, connect the point represent1ng curtent mastery, ’, \}W‘ .
—— le\m]- to the zero point (1eft-hand 1ower corner) of the graph; l\then, without . ) //’
*;‘ . changing the angle, carry the line out to the vertical line repfesenting the:' 3}:;;____—‘
nlnth month of the sixth year This dotted line shows the prog ess that
- B can be ant1c1patedr<fon‘the target student if no intervention is planned and >
S S implemented o -
There follow three examples (Al, ‘Bl Cl1) of the application jof these 7
procedures By the SERT to the assessment of Ricky's mastery levels in
Read Series (American Book Co ), phonlc.s skill sequence, and math skill
s*equen\,ce . , ’ L
o . B o ) EXAMPLE Al: Detfrmining Ricky's Progress ) .
. . - in the Read Series f :
‘..’ Selecting the material. ' S
’ a.‘ The SERT chose three selections at random from each third of every
‘ book 1n the Read Series through the thlr'l grade Each selection was 150-
P . ;200 words in length. ,:{‘ ) . . . ] ' h
. b b. Five comprehenslo-n quest 1ons were written for each selection using who, . r‘;-
‘ 'what when, wvhere, why, and how questlons A, sample readlng selection and
y “f\\ questions. are shown in Flg V-b, # . % ] .
' - Collecting the data. . e L .
' a. The SERT identllfied Book G as the highest mastery level which ) P
h Ricky would have achieved if he were progressing:~sadpsired (see Graph 123a) -
b. Ricky was asked to read “the t:h‘ree selectio“;; from this level; for each )
- selection, the .SERT tf.lmed him for one minute and recorded correct and in- .
) : correct responses | . . Loy s
’ c. For each selection, R1cky was asked the five prev1ous1y selected ‘*,_/ «-.;4 i
. comprehension questlons The SIIRT recordz:d correct and incorrect u.sporfses
: Summarizing” the ‘data. T ’ ) . \
i ) ' a. The SERT‘ totaled the number of correcL T and incorrect words read/minute
; ; for each se?%n_‘ion . :—T(:\.\ : '
, ;' b. The nl:xmber o{éomprehension?xe"sﬂon's‘ answered correctly was totaled
1 and the percentaggf_ﬁo‘und, as foi}ows )
| # of quastioné answered correctly =9 correct
. ,{ total # of. questwns ‘ -
; c. The data for x:he select:l.ons vere ord%irom high to- low and the ’ ,
. . medians were cted. These are Ricky s ve!ading and’ comprehension scores
: : ﬁ'/ for t'he Read Series. Yo" = e T N
,"f -, '1" Deiermmng mastery, and in mcywrzal Tovels.
. L i The crit;eria established at ver Run School for determining mastery, -t
‘;:, ;.’l . frustrat1on, and insu‘uctlonal leve s\for grades 1 3 and grades 4 and above e
e folloui&gure V-’I\'- ) ol .« . ‘
Qo »'! - ’ ‘ - \ - . | ’ ’ * &
fd . . ‘ 9& ) . : . A
' NN . S . .

|

.
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Total WOrds = 168
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Bud¥ran up to Hal and said, ”What are you

rorsf

/

¢
4

10

d0|ng7" ' f. "
0 am trying to see if lican get /a bug," 22
Bud said. /\\\\\\QA\\v_:
VA bug?" said Bud. "tht form| 30
P Uyot a bug,“ Hal §aid,'“Bugs! _need a lot 4o
of them." I / 42
"You do? Why?" said Bud. 47
*And Hal saidt "l need bugs so/l can go 57
. fishing." . 58
"May [ go flShlng with you?"' said Bud. 66
"You may if you can getaxhﬁfyugs," Hal said. 76
We need a lot of them4ﬁJ‘%5 82
So Bud sat with Hal.” He wds trying to get 92
" bugs' to go fishing. 96
""Say! Bud said. - "This is/ fun! . 102
Trylng to get bugs for fIShIng'" 108
"ou said it!" said Hal : - 113
"1 got a bug'” said -Bud 119
. ~4] got a oug‘” . 123
"Show it to'mel!" said al. 129
He saw it and then he iaid, ! 136
"That is qat\a bug.'
"It is so'a bug,“ Bud/ said. -
~3TIt is not,” sa|d Hal. PR 153
"I'know a bug when If see a_ bug. ‘ ¢ 162
. And THAT is not a bgg."' . 168

What di d Bud”ask

" How' many bugs did Hal ‘need? -

——

Comprehension Questions

L

Hal?
("what azeﬁy355361:g7")

What did Hal say he was doing?
("Trying to see if | can get
a bug.")

(A Yot of them.)

Why did Hal need bugsf T
(So he could go fishing.)

How do you know that Bud

wanted to go fishing with Hal? -
(He asked Hal if he could go
along.)

What did Bud have to do so ihat
he could go fishing with Hal?
(Help get bugs.)

What did Hal want to see?
(Bud’s bug.)

What did Hal and Bud argue
about?

(Whether Bud really had a\bugi)-

¥

ot

Fig. V-4,
and comprehension questlons
v » ! i
i - Medians: . Grades 1-3-
Y ¢ e R .:‘
\ Frustration Level AR Instructional Level

A rand mly selected sample from Levef C, &gad Series (Amerncan Book Co , ]968),

ﬁ\‘\\::yg?jy e
\\Mz(

';
Vo
3

tery Level

., preliension

29\words/min. or lesﬁ
and/or
less khan 80% com- !
and/or

8 or nodz\srrors/mip.

1" 30-49 words/min. &

.80% comprehension

and/or

3-7 errors/min.

1]

SO’words/mine &
80% comprehension &

2 or fewer errors/min.

RIC

0

\\ .

39




LI

Aruitoxt provided by Eric:

A

Frustration Level

-

‘ Medians: Grades 4 and Above

Instructional Level

Mastery Level

49 words/min. or less
and/or’

-

" less than 80% comprehension

and/or

8'or more errors/min.

50-99 words/min. &

80%\Qomprehension
~
and/or

3-7 errorsjpin.

v

100 words/min.

a

80% comprehension &

2 or fewer errors/min.

or better &

v

3

The rates used are Qgsed‘on minimum guides to decision making in oral
reading established by Starlin and Starlin (1974) through observation of public school

children of ali ages. Criteria for mastery also may be determined by sampling

s

the performances of average reaaers from each grade in grade-level reading
material. ) .

. Ricky did not reach mastery level in selections from Book G and, therefore,
the SERT cont;nued to sample at sd;cessively lower levels ;;\Ehe Read Series.
In Book C. Ricky reached mastery level in the first two seieccions and
instructional level in the third selection. It was decided to place/him at
page 60 of the C book (approximately two-thirds of the waj through) rather

than to begin with Book D, however, since hlS error rate in Book D was more

71 N

than 8 per minute (frustration level).
Plotting mastery level on the graph for target student and peers.
TRicky's mastery level was plotted on the graph with aQat the intersection

of the lines representing approximately two-thirds of Book C on the {efciqal

axis (4 months of grade éne),agd the beginning of month one of third grade on the
i v . O .
b

. i . '

Desired progress for Ricky| was plotted on the graph with adat the inter=-

B

horizontal axis.

section of the lines represerfting beginning ofs month one of third grade Qn‘

both the vertical and horizoqtal axes. n | ‘ -

Drawzng the nonintervention
The broken line in Graph

projected mastery level at the completion of six years of schonl if no
[} . .

rogress lLine.

[

2b as drawn by the SERT, represents Ricky's

instructional intervention were to change his present rate of-progress.

5

The last point ipéersects the last line of the graph at one year and 3 months . .

of progress (12 months).

- EXAMPLE Bl Decermining Ricky's Actual Progress : ' w0
in the Phonics Skill Sequence ’ o

Select the material.

2, The oEPT prepared three selections of 140 items or more fn lengih . oA
comprising approxlmately equal numbers of words from the third-grade catu—:
gories of the skill sequence and each category preceding it. Samples of
items from categories 1, 2, and 3 (see Fig.
Collect the data. |

a. The SERT..identified category. 26 as mastery ]cvcl far Rickv were he

v-2) aré shown in Figure V-5

'

] i
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e STUDENT: RicKY scHoot: RIVER RUN | CURRICULUM: READ SERIES
L Yis. - .
- L5t |
L 1 o i
e T |
- T x-Sl 1sl + e
,x o] ) 43 - < l
. : :
=1 N shyradnnnsadse
o i . - _KEY-’ . ‘
J-C-+4¢, ] v
i % : A DESIRED LEVEL of MASTERY . I
ol | | for ACE/GRADE : B
I-_z_—_-e: HiHE THT ; FL - O ACTUAL LEVEL of l‘"\ASTEKY 1
- it / DESIRED PROGRESS LINE . 1
‘-l:g o slasss dans ,’ NONINTERVENTION PROGRESS |
ol | i : ' oy
r_g H 1 : P T B LINE T .
o &| | f{amse ; : d
‘ 0 {1552 §ykas (Feawa aessaut
¢ His] HH Mg Caatynts
. sEjjEsastla Lt
© ‘36 I8 1 "5"‘L}3)QS.’ 2)Ie34728 l}]‘!‘ . I X EART XY ]
R 2 3 4 5 6 . .
© TIME IN SCHOOL ( YEARS ) ’ ‘ : ’
Graph 12b. Actual mastery Ievel, estnmated nonlnterventlon progress line, and '
’ desired progress for target student in Read Scries (American Book Co.,
f ! - 1968), River Run Scheol . . N
| s -' {
, 2w R A
B | . lab\i“mm am . bat - A2 5 ’ |
! s JRL T S f > tab  thm 10 j |
/ t bemj?* sgt ﬂﬁ?ﬁht ‘bam | sar 4 15 '
e . t3bY mam sat . bam 20 /
am fam - fm FFab siab 25 ;
Y pal . nap nat g ppt 30 :
% ham lap [ sap map < “jab ’ 35 !
sap ~ bam ; lab :lab  “fan . ho . / ‘
hat fan ' pan _ jam - tap h5 .
Ian nat ' ban ' nan Pam 50 ; . \ !
nag dad |, Dan dam tag . 55 ’ ! ) o
rap- | fad " rag ram gal 60 . ; -
fag * gag.! pad mad lad 65 g ’
had ' rat © gap - ran bag - 70 . ) -
tad gab | lam hag dab - -, 15 ) |
" (The) lad ran (to) Dad. . 5 / |
. Dan had a rag bag. o ; ;
] (The) bad rat sat {(on) a hat. 17 s ; ‘
- [ Dan ran (to), fan (the) man. 23 : .
R Nat ran (to) (the) pan. { 28
' Pat (is) mad at (the) rat. ) 34
, (The) rag bag has a gap. ho ) y
f . Dad has a dap (of) ham. L6 . "
; Sam had a napr(pn) (the) mat. . 53
. ! (") .indicates sight word . '

Fig. V;S, samples of isolated words and tords in context from categories 1, 2, and 3 in
. phonics skill sequence. The cumulative total words .for each part are given in
/  the rrght~hand colump. ‘ ' . "

N o 3 Lol




progressing as desired in the phnnics sequencei(see Graph 13a). T o

b. Ricky was asked to decode three selections from category 24 as the *

SERT timed him for one minute and recorded correct and incorrect responses.

Swmnamae the data. - o BN ' : f.»'} STt

A The SERT totaled‘the numbcr of correct and 1nc01rect words decoded/ ‘}*.,

minute for each selection. AR i ) T . . B :A
b. The data for each selectlon Were*ordered from hlgb to low and the I X 74T_T

medians were selected. The medians .are R”aky s cprrect and incorrect rates/

R s <o

"ERIC

Aruitoxt provided by Eic

[ VUSSP P —

Ricky did not jattain/mastery level in category 24. Therefore, the SERT®

i minute of decodlng for category 24 of the phonlcs sequencet e L ."j ,-'~%;
| Deternine maotez’y and znstmctwnal level. . e S -
j' The criter1a establlshed at, River Run Sohool for detérm1ning mastery and -
instructional levels in phonic decoding skills are as follows _”:_ ’ ) g
Medlanq Grades 1-2 . X k o
Frustration Level: Instructional Level ' - Mastery Level - -
29 words/min. or less . | 30-49 words/min. )0 words/mln. or better & ' |
and/or | aod/or 2 or fewer ernors/mxn DR B
8 or more.errors/min. « | 3-7 errors/min. R PSS
~Medians: _[Grades 4 and above ' . T ‘ ) R
v s o .

" Frustration Level InLtructiOnal Level § Naétery Level : ot
.49.words/min. or less L 56-99 words/min. 100 words/min. or better & N
and/or anq/or g , 2 or fewer errors/min.

8 or more errors/min. ' 3-7 errors/min. '

continued to sample from successively lower levels of the sequence. Ricky

attained mastery| level in category 17; thus, instructional level was deter-’ .

mined to be catggory 18. ‘ - {/
Plot mastery Ze?’ez on /the progress gragyh for kay and hi peers:

On a progress graph, the SERT plotted aQ at, ‘the 1nter5ectlon of the 11ne9

representing cntegor/ 17 (9 months. of‘progresq) on the vcrtlcnl axis and
month one of grade 3’on the horlzontal axis, and a 5 at the 1ntersection of

!
the lines representing month one of grade 3 on both axes (Graph 13b).
Draw a_nont ntewenﬁ/on progress line. ’

The noninterventfon progress llne, projected from Rfckv s actual current
/

mastery level, 1nt°rsects the last 11ne of the 4~year kill sequence at the

- point representinglone year and 8 months of progress., The SERT concluded that

thhout Lnterventlon, Ricky would master little more,than 17 months of the

phonics skill SeqUence during the cnementary gschool bars

- . N ey

f 1"
; /

i -
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’T, . ":7 ‘ . ! - . ) e ’
e  stooent: K1eKY scHooL: RIVER RuN . CURRICULUN: PHONICS SEQUENCE
- . « . , @ - [ ——————
47 e Yrs., T+ . ;o i - R . E
& 3, S s - - .
o : ? 1 "
o K} § H:— 1'
:A 2 5 ! T
o pos) ' ;
2 3k : o
. 37,___;__4 B KEY: ‘
. Ik A DESIRED LEVEL of MASTERY
- 22— ; ¥ tauh for AGE/GRADE
_ STLE HHTHE 7 : O ACTUAL LEVEL of MASTERY
‘ : § ; g ‘ ./ DESIRED PROGRESS LINE P
1 ¢ .
Zf“'% ! 1 X / NONINTERVENTIOM PROGRESS )
- s %3 B8 St
) ol k % Shiaais . LINE —_
* g i :JL- 1 Vv"—)/\
11~ o ¥ 1
r L v R 3
Jisss E3dishes 1 : } -
l i e , Y
‘4 XY} R :‘ 43620 11V03820 LiDevR L IEE LRI - - -2
N : - . 1 2 . 3 4 5 6
i , - TIME IN SCHOOL ( YEARS 1% =~ ° ] .
: Grdph 13b. Rlcky s actual mastery lpvel in phonics skilt seguence in relatioun
_to des:rpd progress and est:matcd noninterveniion progress.
S ' A " ro ) . ) ,
. .
EXAVPLE Ol: . Determining Actual Progress for Ricky

. in the Math Skill Sonucnce2

STEP 1] Select the matertals.

a. The SERT prepared three sets of at least 25 problems for cach categorv

of the skill ééquence. Each set included at least five problems frea the
Larget éategory and one problem from each of the preceding categories. A )
sample of the setr for category iQ‘LS ghown in Figure V-6, .. : !

) ' STEP 2] Collect the data. ’ , : : ;

' a. The SERT ideqfifiéd category 22 as mastery level for Ricky were he

progfessing as deéired in the math skill seﬁuencc (see Graph 1daj.
- ) b. Ricky was asced to wrelte gnswers to three sets of problems from
‘ category 22 while the SERT clmed\pim'for one minute. o
, Swrvramnng data. ) . ¥
~a. The SERT totaled the number of cor'wc and lncorren.t digits wrut-:nl
minute in sequence. Eor example, in the problem 20 + 35, {f the studenth

¢

responded 95, one diglt would be counted as written correctly and one digic «

— -

ZWhile the Read Series approach 1s used tu teach ceading in the vast majerity of elementarv
* . _schouls in the.United States, math skills are m 1e frequently assessed and taught using
objectives in a skill sequence. Therefore, aii.. -h it would be possible to randomly
select math problems at each level of a basal math serles, measure performance, and place
the 'student at an Instructional level in a graded math bouk, for present purpueov we nnly
determine progress in the skill sequente. o

o —

Aruitoxt provided by Eic: B N . B Lo
1

% 1



35, (10) 4, (19) 15 (1) 12 A7)
+86 ’ £+ 2 = -4

%

+34, + 4

8 s

15 (19) s (2
! 5

¥
.

.Random sample of five problems from category 19 and one 'problem from each
precedxng category.

e

' as written incorrectly. If the student responded 50, the answer would b@;
counted as no digits correct and 2 digits incorrect. In a prob]em'such f

as 34 + 29, if the, student's response were 63 and he had placed a 1 over the

e

3 to indicate carrying, the answer would be counted as three digits correet
(the mark made to indicate carrying would also be counted as a digith./ -
. This method of xecording correct and incorrect responses in math i;

" based on the work-of-pretipdxnr—teachers—fﬁaughton, 1971 )~ Recording move-
ments/minute rather than number of total responses cortect/minute decreases
the risks associated w1th treating all problems as being of equal length
and complexity when, in fact, the prdblems vary in the length of time

o \ needed for completion because of variations in the number of operations,
, - requlred andAthe,number of digits in the written answer. '

. h . Al .
b. .The total correct and inéorrect responses for each set of problems

" were ordered from high to low and the medians were selected The medians _J
? ' are Ricky's correct and incorrect rates/minute for Computing math problems J
Determining mastery and instructional level. -
Here are the criteria established at River Run School for determlning \\q‘
mastery and instructional levels in math compuration skills hS .;fi
- ) : Medians: Trades I‘3‘ .
Frustration Level ) : N lnstructional Level " Mastery Level ”
0-9 digits/mln. correct . 10-19 digits/min. correct ] 20 or more diglts/min.
and/ov and/or T correct &
8 or more digits/min. . « 3-7 digits/min. \ 2 or fewer digits/min..
incorrect | Aincorrect . ’ incorrect ’ )

- ERIC

LT e — S

i
1)




FruStration Isev{

Medians:

Grades 4 and ahove

Instructional Level

L

- Mastery Level

= N ) ) .
| / T0-19"digits/min. «:g;rrcct 20-39 digits/min. correct 40 or more. digits/min.
; v ~and/or - and/or X -correct & ’ .
- ‘ 8 or more igits/min. y fiigit:.s/min. incorrect 2 or fewer digits/min.
| . . i .
\\_ j‘_n(io‘rrt.(j 7\T 7 i\\_L ‘ ' 1ncorrccf. .
'::ﬁ- R = . L] A
. LI 3 i
- dxd not aclneve at mastery level id the category 22 problems
. / -~ re. the SERT continued to f;ample from ';ucce';sivelv 1ower levels -

LY

&

’

(&) ]

ERIC- /

R A .70 provido by exc [l
v

o

stnﬁ

S

‘\._‘"rV levels for tar

eqxé’*fxce um.11 ‘hckj% achieved ac mastery level in category 2,
Eganai:gdvel was determined to be.category 3..

get student and peers, on the progregs. graph.
ag the SERT plorted Ric.cy s present mastery level at the inters

sectidn nf the .lxneq representing acluevement of ob]ectwe 2 (5 mont:hs of

’prﬂgres';) oh’ the vertical axis and begmning of third grade on. che horizontal

STEP 6 ‘Dz'aw the

axis ((‘x.lph 14b) .

.

nomﬂtervenmon progress line.

-
P

) N
‘.

Using Ricky's preseng mast:ery level as the focus, ‘the SERT drew a proleue(l

prqgres§
5 months,
not altered
oE progro_?;s
school. ~
STUDENT: 1KY

Id
k '
Yrs
v

5

The GERT cor:/lluded that if Ricky's
{

by int_rver

7

scHOOL: River Run.

5

" . %

)3
T
I
b, ¢

1
L3

ey
-4

5t

3
2080820

3
X
Y

By (BRIREnn e

v

-1 p-ded<4- 3+

MNLINANE mMUINANS CNUININE TNUIAC UG PTNIVENS WAL AR B
Y

b4 34 §4

1 s 3 *

17 2

TIME IN SCHOOL (YEARS )

4367

3

12

43678 12)as626 12345818 Al

4 -5 8 Kl

“line; it intersteted the last.- 11ne of ' th

e graph at 0ne year and

S present rate of progress wore'

’

-

KEY: .
A DESIRED LEYEL é% MASTERY

0 ACTUAL LEVEL of MASTERY

ion, he would most probably aducve only 14 months

in the math skill sequence by “the romplet ion of six ydars of

curRIcuLUM: Math SKills

v

+

b

for AGE[GRADE

7 'DESIRED PROGRESS LINE

’

HONINTERVENT ION PROGRESS

LINE N

Graph Hb Rlcky s actual mastery level of math skills in relation to desired
level and estlmated nomnterventlon progress.
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s Performance measures, as dis— ‘
. cussed.in Chapter IiI, focus on the Determining Pesired Academic Peflormance @
- individual level of'pro‘ficiency in ° for Targethtud‘cnt Vol
single tasks. Altﬁough performance . \ ‘ ’ '

on tasks may be stipulated by the cul.ure, for school tasks we think it is preferable to determine
desired performance on the basis of the median performance of average students in,the particular
class, or school. The proeedurc for obta1n1ng the information to determine the desired perform-
. ance are described in the following steps. ’ )
1"‘ . , SeZect rrauemal “ox’ task in which vez formance will be measured. .
< j . * Three cr1ter1a govern the selection of performance tasks:
’ ‘ l . The task must be dne that can be counted.
‘2. The task must be defined in specific enough terms to permit two indep;n-

o . : dent observers to make counts and subsequently to demonstrate agreement.

- : - : 3. The task must be one in which you would like the target student to

)

a1

perform at an average rate when the program modification is completed.

For example, ln readfhg, you might wish to look at performance in reading
" the newspaper, since reading the newspaper represents a desired outcome of
learning how to read. The performance task would be stated as follows.
.® .k of‘ words réad orally/min. in newspaper. In math, you might wi‘sh t¢ assess
performance in the computatlon of all types of computation problems, rather
than in oneoparticular type,' because such perfotmance is more l1kely to be
the outcome behavion desxred The performance~tasx would be stated |as # of

ma‘h problems computed/min, In sum, in selecting a task, the focus should be

,centered on changing the student s specific performance rather” than on \,

placement of the student in a particular category of an ordered sequence.

. It follows, thtn, that evaluation of success in program modification is
S based on the extent to which the student s performance on the targeR task

Is changing (increasing or-decreaslhg) rather’ than on his mdstery of. p -

’

certain level of material in a sequence. . . .

'STEP 2| &elect "average” students. S X . !

Ask the teacher(s) In the target studenc s c]ass or grade to identify

o

v

' students who are performing. at an average rate in the task or behavior *of

interest. From these students, randomly select a group, prefrably, at

least 8-10. ’ ’

STEP 3 Sample peyxformance.

Take a timed sample of the students' performances on the behavior of
v

»

. jnterest. k -
STEP Summarize data. ‘ ’ ", - -

. H
v a. For each student, count the mmber of correct.and incorregt responses
- and divide by the length of the timed period to get the per minute rate. (A
- . one-minute’ sample, of course, does not have to be divided.)

“b. Order the indivldual rates from high €6 low and select the median
*y »
. number. This numher is the median performance rate for all the sampled.
students and represents desired performance for the task in that classroom
o . . ) . . - . .
N - -
B . ) ..
| 106 .

’ ) .
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< or school. i ' .
* - {STEP_5 Seleet and lab Z the gr'aph' B - '
C L a. On the equal—ratio graphy the vertical axis .should be labeled 4
“performance /min." oOn equal-interval graph paper, the vertical ﬁgis should o
~ be laheled' for eyample, "number correct/min.," "percent correcté" "number .
. . . completed " or.the like, depending on the performahce of intereSt. On both
. . K -

graphs, the dates on which measurements will be taken are plaged on the hori-
‘zohta) axis. .~ ‘ .

Y desived éerfomance line on the grizph. s /
/'a. Inasmuch as desired performance remains constant,fit can be represanted
as a horizontal line.choss the graph; ; to make it distinctive, howeyer, the

o line should*be wavy/vfwﬁhﬁt > . P

. - s, 5 Z
_[apPLICATION

)

Three examples (D, E, and F) follow of the application. of these prOcedures

to determine- the median performance levels of Ricky s peers in computing

math facts, spelling, and handwriting. - »

" . EXAMPLE D: Detefmining'Avefaée‘?erformance of Ricky's tPeers in
\ . - Computing Math Facts -~}

.

STEP 1 Select material. . . {

. . In reviewing the math sequence for grades 1 and 2, the SERT determined
that by the beginning of grade 3, mastery of addition and ,subtraction math
facts was essential. No information was available, however, on the rate of

A ,.".v

performance for average students. To determine the' dverage rate of perform-

ance, the SERT prepared three sets of randomly selected addition and subtrac-
tion facts from the entire domain of addition sums; for O through 19 and sub- =

traction sums for 0-9. A sample of a set is shown in Fig: v-7.

Selecting students. - : ' )

Upon the request of the SERT, each third-grade teacher named the group of s
students in his/her classroom who wete assessed as perfor ing at an "average"
_level in the computation of math facts. From this list, he SERT selectgd
x £

t ' ' every fifth- student until a group of 10 was formed. 3 ‘- .

N . .
Yiov e . Samplzng performance ‘ . .

! N One of the three se‘ections of math facts was distributed to each student, '

and the group was given three minutes in which to write answers.
A N . . * .
' Summarizing the data. ) - | ‘
|
i
|
\
\

a.’ After coliecting the papersf the facts summed corr c¢tly on each sheet
’ were added up and divided by 3 minutes to obtain the per minute rate for

each student, . .~

«

b. These pef minute rates were then listed from high to low. ihey were
.-as follows. “o, 14, 18 19; 19, 21, 22 23, 24 and 25. Because there ara

v " 10 scgres, the' median falls between the fifth and sixth scorec, that is, .

. “r , .y
. - B ~
- . . ¥

: »

The procedure depends upon the total number of classrooms and students available for sampling.
For example, if there were only-one third-grade classroom, the SERT might sclect every other
. - * student, every third student,,or every fourth student .from among those listed as average.

Q - P ) . oy e .
TRIC - R » 10' e




NAME

ADDITION AND SyBTRACT}ON FACTS

-/

DATE

L

o o

PROBLEMS PER MINUTE

11 4 13 & 7 15 5 11 7 10 "
*6 -1 *6 =7 ~7 3 H -0 -4

18
-9

17
-9

11
-9

+
oo
~ 0o

2,

lo

10

.7 15 7 15 . -8 2 6 ° 10
X2 -8 i) -9 b § =3 -6 8. I *3
Fig. V-7. Sample test of the computation of addition and subéraction facts, third-

‘

.2
.
[}

grade students, River Run School, o

between 19 and 21. Thus, cheigedian is 20.
Selecting and labeling the graph. -

Thg SERT selecceé equal-interval graph paper and labeled the vertical
axis, # of addition and subtraction facts/min. Dates were written along

the horizontal axis to correspond with the beginning of the schoal year.

Qe

Drawing the desired performancg line.
A wavy line mmawwiwas drawn across the grdph at the line representing

(See Graph ISa.%

20 additigs\and subtraction faces/min.
. . <




STEP 1] - SeZeci:zng mata"zal : / ) - T

Determining;hverage Performance tor Ricky's
Peers in Spelling:

EXAMPLE R:

T

&

L o

.~ B

At River Run School as in nost schools, a speclfic sequence of spelling -j

§kills has not°been identgfied. For the.weekly spelling tests, teachers

prefer to select words from a wide variety of sources: students' writings,

readingselections soc1a1 stud1es material, seasonal kords spelling. "deﬁons,

and areas of student Lnterest. ) j"_
Ricky was referred for help with spelllng because he was not succeedlng on,
these tests and,when wr1t1ng storles, qu notvspelllng correctly. %he SERT ’
decided to determine des1red per£ormance for spelllng by d1ctat1ng to the
students paragraphs compris;ng 75 words appropriate to first and second
graders from "Dolch List 05-220 Moséiéommonly Used Words'"(Dolch, Note 2).
Three such paragraphs were prepared by the SERT. (See Flg. V-8 for a sample ,
- of the words ) ) [N o - . S R B *
= : ~ v
- 4
- N " - ~2 . * " e .
' . pun four . no _ ;
" N L -
and, ' aid . 0% get ev by CoeNE
“ . N ] N . N - =
big” v see . good . had '
o « e .o : - - N
blue * ., “ . the have - v going |0
- Y - ‘ . o g <
. ¢an . : to v into him A
¥ ~ ~ =X . = . Al . X
. . . . . 3 0
come * N two must let | ANIP
for... | “Tup g new .- may
-} Lamny | " we out N ‘of
go . yellow . Dpretty . one.,
- + ~ N . -~
1 osn' Y you ran pkay .
, - . . 2 M L \\; o~
all B ~ she " . I‘Od . ) PO N
. L 3 !\\
N . am N ‘eat . . e
L T . . C . S.Q_ ' N “ ‘. \)\3
) &~ : N N R Al A ~ . “““.- .
N - T . g f; IR o
jump be’ this . aS/ et
wooL . N .o R . . . . N ‘\." O
little . black too .. .ous e 0T
make brown vas ’ old |- :
° . : . G !
) but what any” - " .ot
' T L
'f - did L .who . pow . I7 - - .
not. X do- * . will - ' g
Fig. V-8. A sampie list of spelling words appropriate to first and second = - :,
. graders. Source: E. W. Dolch, "Dolch List of 220 Most Commonly : R
Used Words." Champaign, Fl.:  Garrard (no date). ) o . i
Lo S
B . . » H A\
N - ] e
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STEPJ Selecting students. Poe

.

Fifteen. third-grade students were andomly selected from a total of

. o

75 third graders at River Run School who were identlfled as performlng

!
at an average level in spelling. The selected students were randomly d1s-

tr1buted among three groups of five each. *

s . Sampling perf‘omance. f ’ s '

‘ * One of the three para§raphs was d1ctated to each group at a normal
' speaking rate for a perlod of one minute”_ Students were instructed to,
N ' write down as nany words’as they could in that time. In other vords,
instead of paclng the dellvery of the words to some level which was com-
fortable for all students, the intention was- to allow students to write
° as many words as possibfe.a This technique provides a truer picture of the
number of letters in seduence which students can spell correctly than can be
obtained with the more traditional approach. B

Summarizing the data. .o . a2 /0

<

R 3 a. The number of letters in sequence spelled correctlygwas totaled tor.
each student. When thls me thod és‘used although the word in its entlrety
may be svelled 1ncorrecc1y, the student is given credit for any letters,

o beg1nn1ng w1th the first, whlchtere in ‘the correct sequence. 'For

i LY

, ekample, if the word "f- u-n—n—y is spelled "f-y-n~-y," the student .
) -is%redited w1ch havxng spelled four letters correctly and one letter -
- 1ncorrectly (an omiss1on) If . ae word had been spelled "f—o ~-g-n-y," (
the student would also be .given credit for having spelled fournletters cox-
reccly and one letter 1ncorrectl)-(an error) xcounting‘letters gorrect,

1nstead of words, helps to reduce the error 1nherent in counting all words

o as belng of equal 1en°th, some words take a cons1derably longer time *to

write than others. , . " L = T

a1 -

. b. The indlvidual per minute ratesof letters spelled correctly in
° séquence were ordered from high to low and the quian rate determ;ned as

* pey

30/min. correct and 5/min. incorrect. . ' -

STER- 5] Selecting and labeli- 7 the graph. ' !
. ¢ . .

The SERT selected an equal—1nterval graph and labe.:d the vert1cal

Pra

'.-.......

_axis, # of letters spelled-corrcctly in sequence’mzn. .

s ‘ Drawing the desived performance line. ) .

~

»
Desired petformance line was drawn as a wavy line across the graph to  *

¥ .represent 30 letters spelled in sequence/min. (See Graph 16a.)

EXAMPLE F: Determining Average Performanee of Ricky' s
R Peers in Handwriting

STE? 1 SeZecmng matemal ~ - ‘ o

The dec1sion on whlch materlal to use to assess handwritlng depends upon

the partlcular requ1rements of the school in which the student is enrolled |

as well as the student's age and developmental stage. Some possible choices

»

QSee Starlin (1972) for the ratiodale for and a more detailed description of the procedure.

i . ¥ ' 110 . v “

r

1 are as follows. . .-
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)‘ Tt A ’ ‘
o _ .Manuscript Writing (usually, g}ades 1- 3) or'Cursive Writing (usually, {
B grades 4 and above) of any of the following ' . NS ‘
l. Copying letters. of the alphabet: or numerals in serial order. ®
, 2, +Copying lét\ers of the alphabet or numerals in, randorp order.
) : s . J . 3. Writing letters of the alphabet or numerals in serial or_der from )
o e ) ] “‘dictation, i.e., without a visual match. . ‘ . o
, s 4, Writing letters of the alphabet:or numerals in rahdom order from i
s " dictation, i.e., without a visual match. ' !
5. Copying wordsg sentences, or paragraphs
The SERT cted to determine desired performance for copying a 100—150
wérd paragraéh in manuscript writing (Fig. V-9) from the blackbozrd, as’ the
.o . task most closely resembled the classroom requirements for Ricky and the other
e T T students in his class. 3 . - ‘ )
‘ STEP 2 | Selecting students. - )
; ‘ : Ten stndents were From: ‘ . , .
F} - . ’ .~ randomly selected J  Level H Read Serles (Amerncan Book Co ) :
‘},‘ PR " P ‘ . . N . )
T . from dmong the 50 Indian Messages
third graders who
> ‘ L3
— vere identified as Thé Indians sent signals with sioke . (6)
i _ average writers at 3 10 . 21 - 25 - 30
e River Run School. . First they made a .,small fire-and threw ‘_,(14)
) - ¢ : 35 39 43 44 b9 53 56 61 ¢ -
. Sampling performance. some grass over it. The grass made the _ (22)
s . . . ~ 65 70 74 76 - 79 84 88 91 .%% .
S Each student was i fire smoke.' When the fire was smoking, 1 (29)
. .+ . ¢+ given one minute to 95 100 <104 107 - 111 114 121 .
n . copy one of the three | the Indian held his blanket. over the (36)
: NG 24 12h 7 130 34 137 144 48 151 .
. paragraphs which had smoke. 'By moving thé blanket up and o (43)
: ' 156 158 164 167 174-176 179 -
s bee?.:writte»“ on the .down, the Indian could make the smoke  (50)
. blackboard in manu- 183 186 . 192 198 202 205 210 ,
o go up in long ot short puffs. (57)
o script writing. 212 214 216. 220 222 227 232 :
" . ' All the people of the tribe knew (64)
. < S , , 235 238- 24l 246 249 254 258
. oo . . X the mean1ng of the different puffs of (71)
Vo T , 261 268 270 273 282 287 289
N ) . . . smoke. Some of the signals were (17
AU S ‘ - 294 ™ 298 300 303 310 314 .
> - - . danger or warning signals. Others . (82)
to . Fig. V-9. Sample para-. . 320 322 - 329 336 342 . .
. L -7 graph for average stug called .a council meeting., Still (87)
\'f - dents to copy from black- - 3487349 - 356 363 368
board to determine aver- * otheri called the tribes together for - (93)-
;. « age no. of words/min. 374 380 383 389 - - 397 -400-
T e Numbers in parentheses war. Others told of peace. This was_ - (100)
b .if are the word count; . ho3 . 409 W13 fis h20 h2h h27* '
¢ . . numbers under, words are the Indians way of communicating (105)
e L - the letter count. . 430 437 bLho 442 455 ) .
S ’\ . . . with e another. - ~(108)
" gt o . 14597,.9‘62 469 . oo .o
" oy ~ ; ™ M ‘&.‘"‘-.J )
T, . HSThe appr opriateness of stch a task is not dealt with at this point but is reserved instead f,or

//’ Lo -.11.14
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s _ sampling the performances of

Iiiilil Sumwnarize data. :
a. Count the number of correct and incorrect responses.
- . _ b. Order tne scores from high to low and select the median.
T Plot perfozgnance dfzta on the graph. . : . .
‘ » al Plot the referred student's actual performance at the intersection

E

[

I =M N .
! 1
4

y N
STEP 4 Suymmarize “the data.: : ,

LA ax_ The number of letters writteh correctly by each student were counted.

- ’\ .
- A letter was judged to be correct if the word in which it was written was
Third-grade tLachers participated in the scoting of

i 5
a1

legible o the reader
" the paragraphs, and each paragraph was scored independently by at least twa_

Tn case of d1sagreements the lower number was selected

persons.
The per/minute rates for eachtstudent were listed fronrhigh to low

b.
and the median was selecded. 40 letters written/minute.

Select and label the graph. ‘f : .

The” SERT selected an equal-interval graph and labeled the vertical axis
# letters written/min. . ! . g
&

STEP 6] Draw the deswed perfomance line, .
) A wavy line was drawn across the graph at the line representing 40 letters ..

KSee Graph 17a.

?u

‘,’i.v e Y
: t wriften/min. on the vertical axis.

3
> _ N
y 13

1

J @

i e : , ; - .
tual Performance of ‘Target Student
I <

After desired perform- :

ance has been determined 'by .
) Determining Ac

X .
average students w1th appro- ,, -
priate’ materials, the target student s perforﬁ/nce .on the same task is, assessed, using..;the same

~s

* (
~ materials. Here are’ the procedures,t follow. . - .

. A .
E . :\ - 3 . ','

. STEP 1 |. 5312@_,ma$erial' ‘
”’//’Use the mater1a1 that is prepared to assess.the pcrformances of average .

" - ~ . o,
N students It comprises’tasks that represent terninal behaviors of dnterest

to the people’ concerned with the referral. ; t
Although in thlS marival, we have stressed primarily academ1c and spcial o7
J . ) T _ behaviors as examples of performance tasks, it should be emphasized at this
’ p01nt that any performance task is "fair game" for, dlscrepancy measurement - i
If a 5

as long as it is _clearly defined and can be observed andtmeasured

student has been referred becauge there is concern that he cannot read 'the
then decoding want ads from the

If interest is in car repair, then

want ads from the newspaper to find a job,

newspaper is‘the performance of interest.

) the length of time it takes:an average student mechanic to repair something
. ) . < in a car is the performance of interest to which the target student's per- o
"L formance will be compared.
" Sample performance.
Ask the student to perform the behavior of interest and record the fre-
f o

quency and accuracy of his'responses. ObCain at least three different samples

of perﬁormance from three different selections of material
* I

‘ 14
of the lines that’'correspond to the calendar date (alpng.the bottom) and the

R . J.].;B‘ - K s ‘;

RIC x

Aruitoxt provided by Eic:
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- " * 99 « ’
’ . . ‘/\R . o . - =
o STUDENT: R"'-“Y = " scooL: River Run CURRICULUM: Handwri{mg o
1< SR _ _ ) ‘ ;
‘s %” k k | ~ | ’
%F T4 KEY;:
it S S o CORRECT
B P A TN ~ T
. S R SRt SRR Q MEDIAN CORRECT =L
etk di T B A MEDIAN INCORRECTE
DUNUd e s 0 T b . s DESIRED PERFORMANGE:
§ B et ot UL i (AVERAGE STUDENTS)
| i

LA Lo B P D R A A A, o

NUMBER OF LETTERS WRITTEN/MINUTE

\~

. M F’th”er' fxwv MWFE MWE MWE MWE MWE MWE] MWFE MWE MwE mwi 4
0- .7 28 7 42 56 70 84 <98 n2 o
; : Successive Calendar Days : ) , .
Graph 17ay Da:ly graph show:ng.lecky s performance inwriting and desired performance.
.leve) of performance (up the left side)- N .
' . Ub) -Plot both” correct and inz.brrect performance the same way using '

/ .
diffe’rent symbols (e 8. Q = correct, A= anorrcct) 5
c. Place the median correct seore in aQabove the data and tlie median

s

¥

incorrect score in a Aabove the data, '

. v

. APPLICATION There follow three examplef' (b1, El Fl) .of performante measurement in .

N which the SERT applied the above procedures to assess Ricky .S performance in
. computmg math facts,\spelling, and handwritlng These behaviors. were

: "identlfied during referral interviews as priority concerns.

! ~ - ;”"g"

:7 P T ExampLE D1t Determ’:ln:lng Ricky's I’erforrﬁanco ip
f : g’ ' ., ) [Computing Math Facts P -

' Selectmg the matemal

. The SERT had prepared three sets of randomly selected addition and

subtractlon facts to use ip assessing the performance of "average" stu-

-’

R / dents ('Fig, V—7) <, . °
: " . Swnplzng performance. |

U51ng the three sete of. problems, the SI‘RT samp]ed RL cky.'s performance,

.

. tlming him for three minutes on each set. ’ IR
‘ Swmarizing the data.! . ‘ .

’ a. The SERT counted the number of corre\t\ind incorrect facts oxh each
set and divided the totals,by 3 minutes o’ obtai\\the _per minute rate

S U7
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, ) ! .
b. The scores/min. were ordered from high to low and the medians were

se lected/as follows.

\ \ ,
gg;recc 4, 9, 10 10 11, 12 . Median: (o )
Incorrect: 1, 2 102, 2,1 Median: 1. .

. Scores were pl ced -above the data (see Graph 15a). - /

PZottzng the data for the target student on the performnce gmvh
Using a O for correct and'a A for incorrect scores, che SERT plotted

Ricky § data on the performance graph. The medians of )the correct and incorrect -
/

)

toe . Spelling

, . Selecting the material.

%

" m " Surmgrizing the ddta.

The same material which was used to assess performa ce 1nﬂ§pélling by

" Ricky's peers was used to assess his performance levels. . This materfal

consisted of paragraphs containing saﬁbles of Dolch wprds from Levels 1
and 2 (Fig. V-8) which were dictated to the scudencS/at a normal speaking

.
rate. , T e

i - .
— f - §

" Svalzng pfrformance._ . , »/“w‘~« K i

Yoo
N

a

| stEP 2 | Sampling performancs. ' C [

.3
S

i

hY

B

- a

2

' minuce were tocaled v N

STEP 4 | Plottzng data j‘or target student on the performmee graph. ) |
P ———

1

lSTEP 1

v

A

-
e

The SERT diccacgd the three paragraphs to Ricky ?c a normal eponking ;

"rate for pediods of one minute. - CR

The

I ! - ‘.

a. The num}m\' of letters spelled correccly and lpcor_reccly {Ln sef;uenco}/"
. -3 .

b. The correcr. and im.orrect scores for the t ree patagraphs ‘Wero

B

ordored from hlgh to low and the medians were se% ected, as follows:

->
Correct: 14, 15, 15 " . Medi/\ @ ' /

by

Incorrect: 4,5, 6 2 odflﬁ

The SERT plotted the three correcc scores, using the ©, and che thr -c
incorrect scores, using t:he A, on the perforfnnce grnph. The. medl:m]

were placea above the plocced data (Graph Lﬁa)/. | ;

EXAMPLE Fl: Determining Ricky's lPerformanqe’ in | -~
‘ - Handwriting - ot

- - '
Selecting the matemal / . /
»-&-—. l

“ The same macerial which was used to dece}'mlnc desired pcrf‘ormnce for

average students was used by che SERT" co“aasess Ricky's performance; 1n
handwriting. The number of samples was in¢reased to seven, howeyer, to

provide a better data base. i /'

The SERT asked Ricky to copy the snmple paragraphs from the board for

-~

a period “of one minute edch. o~

;

i

+ |\ STEP 3'| Swmnarizing the data. \ - ,/ o ’ ;

a. The number of letters wribcen correct;ly/mlnum'\using the critcrmn
of legibility, was  summed t\or each paragraph., Two paragraphs were scored
by the classrdom teacher as well as the SERT to establish scoring rollahllitv

S llo. |

EXAMPLE El: Determining liicky's"'éerformanc'% in .




= . .
- L f
. ¢ . .
101.
" §

e - - - (95% in each instance). ;
F.‘ -t ' R b. The summed scores were ordered from high to low and the median
i_ ' ) f‘ was selected: as follows : . . : ;
: GoFrect. 34, 35, 35 36, B6 37, 4 Median: t;? ‘ : ;
. T ] Incortect - Not counted 7 . ) : ;
‘?? What is the median number of letters written correctly/minute by Ricky? f
— . Check your answer below. 6 / nt ,5 . ) . f
" . ’ Plott zng the target studenb's data on th perfomance graph. .,'
3; ‘ . See,Greph 17a. Are the seyen data po%nts plotted correctly? 1is the median f
J;‘ ' e - shown correctly? . v:} / - f
. o Although discrepancy data can be De‘rermmlxng Performancc Discrepancies '1_;.@ ' }J
o . used whenever a developmental sequence Soc1d1 Iy: avior ) ‘ g
‘? ‘ can be identified,, many performance dis- = /
crepancies are not easily placed in a sequentlal c%htext, particularly those 'social behaviors thatr :
may mark a chlld 1n the classroom as "different." |A child .is more likeLy.to be identified as ;

SOClally discrepant if he displays social behavib s that are cons{dpred undesirahle (pnrtieularly7
out oﬁ place," and "aggression') at fre ueneies that are grentcr thnn those desired by
1€ possible, however, 1d ntification should be delaycd until a more ah}ccr

k; ‘ // " "noise," "
- : the classroom socLeiy
tive picture of the child' s behavior in relat1on ‘to that of his peers has betn,obtnined
Three steps are critignl to the succesgful implementation of DBPW fur 30ki31 behaviotS" f
", !Selectmg the oehamor(s) o lobsehva. S " _ ‘f
R . The behavior(s) to ho ohs rveé must be statcd tu specific, bitcthc, ?
. / and mﬂasurable termsA »' ‘l . ) ‘ o L, ; . .
. Determne the reliabi Z'Lty 1 tHe obsewamarzs . L '
B Z simultaneous obj égyat fon é should be made_by two people to determine . T j . .
B . I‘ ‘observer\reliability C ;-Ji , . A ; g i
. = Collect tne data over twe' ) r L L
. . o Observations on the behav or(s) of concern must be made over a period !
) "of days‘ﬂusually,‘s 7) «to ps abl {sh bnsoline performances for the referred ;
T student ind his peers for(mepnrlsqn purposes. . Y f .
: * : - - P i
h S .

o

. Select the Behaviors to be Observed
N Y
« What behnviors should he observed and recorded? Although in, somo appruathes

STEP 1
it is suggested that a deéLsion on tﬂrgecbehnvlors deponds on the lndividual
case, ve believe that a ﬁet of behavlore can be identified that fairly
) ﬁhcse

i x

n _ Y ,
‘ represent the "categorie of concern" for most classroom teachers.
categories are."noise,” lout of place,” "physical contact,” and "off task."
The catégories and thelf,deﬁinitlons follpw T i Q'
i * N . 1
Definitions of'Categorics , o
* . i 2
- . f s
- -~ M Noise: Any sound7 created by the’ ch|ld which dlstract either o "
' = AN
another student /'or the teacher from‘the business at hand. f.
‘ The noise may be/generated vocally (uncludnng “talk outs' or f .
LY R !
" Frme meiitay 15 36 ' / . o |
Q The median is . { * .
- 1lb . .
. ‘)' - "
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v
. un|nteII|g|b|e sounds) or nonvocally (“tapplng a pencil" or
!  "“snapping fingers"). !
) 2. Out of place: Any movement beyond the either explicitly or
|mpI|C|tly defnned boundaries in which the chnld is allowed
movement. vathe child is seated at his desk, then movement of

any sort out of the seat is '"'out of place." '
Phy5|cal contact or destruction: Any contact with another ‘ L,
person or another person‘f property which is unacceptable to

Kicking, hitting, pushing, tearing, breaking,

3.

taking, are categorrzed as physicdl contact or destiuction

: ‘?':\ .
- 5. Other:
able basis fof.most observations,

that person
Any movement off of a prescribed activity which
P

L. Off task:
does nat fall into one of the three poeviously Jdefined cat-
Looking around," "staring into space,! ""doodling

egories.
or any observable movement off of the task:at hand is, included
Althoigh the behaviors deanéd.above serve as a reason-
|nd|vndual cases may arise
»Children may be -
In . :

in WhICh other behavnors should be’ recorded
!dentlfled who do not communlcate orswho donot Jinteract.
either ' self-lnltlated utterances" or Vself- .

|nstances,
|n|t|ated contacts" may be added deflned and recorded

J such
Generally, howe ser., the ﬁnrst four categornes W}|| encompass

many of the discrete categorles whlch mlght be considered, and

the "other" category should only be used |f absolutely necessary
-] e

-
r

~

to clarify the ”problem" |dent|f|ed by- the teacher.

Fd
i

The definitions ngen-will’notlhih themselves, produce consistency pmong e
!

Determine Reliability Of Observations
recorders, and consistency among recorders is the criterion that determines
For that reason, it is recommended

the usefulness. of a recording system.
that whenever observations are considered necessary two or more people
should observe and record the same behaviors at the same " Eime on at least

'

The consistency of these observations can then be deter-

one occasion
time disagree on the number of times the behavior occurred, some estimate

N

. L
mined. Whenever two observers recording the same behavior at the same
of the disagreenent should be obtained. < )
Two or wmore pe3ple should observe and record the same behaviors
at the same time (at least once) to establish the reliability of tiie
Be as unobtrusive as possible when making

s P
. 1.
e /\ ' L observation procedures. )
/ . . . ]
ﬁ A observations. T
-! 2. - Check reliability.
/ . ) Divide the sma?ler number of aecw'rencea ‘
/ . : 4 recorded by ene observer-by . -~ —- Y 100=1% ,
I . The larger mmber of occurrences recorded / "
S I B by the other gbserver for the same- behavior )
{ 2
/ 7 - 3. This percentage represents the degree of re liabllity between the
) . two observations.- When this percentage falls below 80%, Lhe data are not |
reliable and another check ‘should be made. ol
. . 'y . ‘
1 .1.1. 'l s * "!

{
i

ERIC. -
B
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Collect Data over Time . . .
'ﬁ ~ ¥ STEP'1 a. Schedule convenient perlods of 10-30 minutes canh day for 5-7 days

‘to observe.the target pupil and hlS peers. If p0331b1e, observe the children

for a total of 30 consecutive wminutes for five Jays; if.not, make observations

!

. fng at least 10-20 minutes per day for 7 days. .
b. Make up forms on which to record the observation data. The forms

should include spaces to record the incidence of specific behaviors per

R .minute for target pupil and peers, and beglnnxng and ending times of obser- e
vation (see Fig. V-10). C, ' / | B *
c. Obtain a stop watch ro measure accurately the time intervals (minutes) ?
~  ’of observation. i |
A - ; |
ta i
" BEHAVIOR O3SERVATION RE ORI . . ‘
-\ » ‘ . N
Recorder : ) . —Child * ! ) s
‘ Date - a Cnrcumstance (AC'['IV)‘IV obscrvcc‘)
- ' - - Lengrﬁ of tlme bbserved . ————
: 7 TARGET CHILD ! ‘ / _TOTAL
- . N o . R , - {' " <
Noise -~ i ~ v \ .
~ | Out of < -., . -
place "~ Yo
) A4
task
# Physical )
T b eentact - -
ther
- . ) - : . e
b Noise
Out of ) v
lace_(.@tc. - -
tas
- ‘Physical
A contact (I o
Other o
AN

..

Y /
- one minute of observation. /-

Q . L e ®
ERIC " 118 / |
e . . »; : [ N . -

Fig. V-10. A form for recording observatlons of behavior in cla7sroom. Each square represents




'h T d. Determine_the random sampling methods you will use to select,the, '
- e peer grdup (e.g., goiné up and down rows; mowving from one tabie to ; other s
' ’ clockwise; or alrernating from left to right). Do not. choose Beers Eho sit |
near target child and do not alter the sampling pattern to include a peer
who is exhibiting a behavior af interest. l .
- e. In the classroom, be as unobtrusive as possible whan entering, making

.obsgrvations,.and leaving. However, do not deliberately ignore childre\
1]

who qome up to you. A few brief visfts before beginning the observations

PR AW B

_— will help to acclimate the children to your presence in the . classroom.

Ay

§ o o

f. On the behavior?observation record, anter a tally mark in the appro-
o priate box for each occurrence of a behavior durihg a timed minute for \
. . h the observed child. If the behayior is sustained for a full minute, only .\
;__ T " one mark is tallied for that minute, if the behavior does not'occur, enter
a (0). 5 : | ~-
‘8. Aiternateiobservations between the target pupil and the .peer group,
.- ‘ focusing on a different peer each time (e.g., during 1st minute, ohserve
' target child; dﬁring 2nd minute, observe peer 1; during 3rd minute, observe
L . l ‘target child; dﬁring 4th minute, observe peer 2, etc.). '

”
4 . « "

v : 8 . o . ’ N . L
RN AR a. At the end of each observation period, the number of times each
. . P

- ' ] behavior occurred for the target student is summed and divided by the length
Ce of the observation period This is the target student's per minute rate of
L ) i performance for these behaviors Here is the‘formula: )
el " Total no. of behaviors " = Rate/min. for
= I Length wf tw@\ of observatwn (z\n mmutes)  tar gg & pup{Z. .
» — e At b. At the end of each observdtion period, the number of times each o7 .
P L ' behavior occurred for all the observed peers is also summed and divided by 7

the observation time to obtain the per mithe peer rate of performance for

. these behaviors (as though all the behar}or was emitted by one person.)
o oL - Here is' the formula: RN .
- Total no. of behaviors '

Length of time of observation (in mznutes)‘"' ;zzigmz" for

> s " N
= c. At the ead of a11 the observation periods, the per minute rates . 4

- ) o faor each behavior fqr each day of observation for the target student are .

— y ordered from high to low and the medians are selected.

* ’ . d. The same procedure is followed to find the median for the peeré' -~

L behaviors. i ) ' .

- N ~ \

=t . STEP 3 " Plot the performance data on the graph for the target student and his

Y

. peers.
— . h: Either equal-interval or equal-ratio graph paper is appropriate.
b. Make up a separate graph for: each behavior. :
c. The vertical axis represents perfdrhance per minute,(total number
of behaviors per minute). The horizontal axis represents eucéessive calendar -

S .-z - days and should be appropriately labeled.

C L | - 119 |

PR A v et Provided by R

™




.
< .‘".-c ey oy e
— g

S

e

105

-
<

d. Each day's per minute rate is plotted on the approprigte graph with a
O for the target’ student and a A for the peers.

vk . é. The medians for the observations are written in a <P for the target
) - T student and a (5 for the peers. .
o ‘ . J f. On equal-ratio graph paper, the "record floor" (least namber of

behaviors possible/minute) is computed on the besis of 1/min. and drawn

opvche graph, using dashes between <ach Tuesday and Thursday line.’

I SN . .
LT o

' . The "Record Floor" =1 (the least ¥ of behav’]_o‘rs—poss iBT6) - e
' - \‘ Time of observation ;
‘ “ Minutes of Observation Reécord Floor

(S 10 .1
11 - .090
‘ “12” .083 )
13 .077 :
. Y . :o7| o .
15 . .066

APPLICATION There ollows an example of the application of these procedures to: the .
of Ricky and his peers in four categories of behavfor. ° o, B
LE Gl: Determining Target Social Behaviors of ” : .
Ricky and Peers: - . . H
kY N N
SeZectzng th behavzor's to be observed. . . !

During the initial referral interviews, Ricky s teacher made the following
. stutements: |"He is always in the middle of a fight." '"He doesn't get along

with\the othex students.” "He makes a lot of noise." These statements

T ¢ _ premptéd the BERT to select Ynoise," "

physical contact," and "out of place"
- as béhaviyrs to observe Yn the classroom. Ricky's poor academic per formance ‘

also indicaﬁgé the need to observe off-task behaviors.

~ | STEP 2 Determmng observer agreement. . -

The school psychologisc made observations with the SERT on one day;

\ 957 agreement was obtained begween them.
RSTEP 3 Sempling the perjbvmances. . N

. The SERT observed Ricky and his peers on five different days, at diffe¥
s L R ent times durlng the days for 20-minute periods. R
' Eg During each 20-minute period, the SERT spent 10 minutes observing Ricky A
and 10 minutes observing his peers, alternating the minute-by-minute obser-
vations. '
_ Swmmarizing. the data. -

Each day's totals were summarized for each behavior for boch Ricky and

#

all his peers. After the totals were ordered from high to low, the medians

were selected for each.

Q ' 7See Pennypacher, Koenig, & Lindsley (1972) fo{ discussion of concept.
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Performances Per Minute
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STEP 5 SeZectuzg the graphs and plotting perfomance data for kay and peers
The SERT elected to use equal-ratio paper to graph the performances
of Rick/ and +his peers in eéch\social behavior. !
b.

placed on the horizontal axis.

as

Four graphs were developed. Each was appropriately‘labeled; dates were

Q

Each day’'s rates were plotted on the appropriate graph with a() for

* °
Ricky and a A for- his peers. Oa - .
d.

The medians were placed in appropriate, teardrops above the data points.

c.

)

[POSOU S

-
e. The record floor was drawn on eachgraph Since each observation had

been 20 minutes ir length (10 minutes observing Ricky and 10 minutes, his

peers), the record floor was computed as followé“

v

‘ ’ . . 1.(least # of behaviors posszbie) =
’ : ’ " 10 (length of observation period) ..

. The -data plotted by the SERT f.r each behavior are shown in Graphs 18a,ll9a,
' . 2 i and 2la. .

o

dsing a Discrepancy Ratio Worksheet.

N

¢ o

There are detailed in this sec-

. H
.

! * - 4]
Procedures,to\ Compute Discrep‘ancy Ratios tion the procedures for :omputing
- >

. three kinds ‘of discrepancy ratios and

The discrepancy ratibs described are for (a) academic pro-
gress, (b) academic performance, and (c) social behavior.

Procedures for using the Discrepancy
Ratio Worksheét are given'in ’ '

B
0

. Computing discrepancy ‘ratios for.progress.

After actual and desired mastery Pevels have been determined in a subject for a referred stu-

dent), the discrepancy ratio between the ‘two levels is computed by the following procedures

|

-
~

’Determzne the amount of progress.

i The discrepancy ratio for progress in a subject is defined as the tela-
tive difference between desired progress (1 month progress per one month

in schéol) and the target studént's actual progress. The amount of progress

" desired is the curriculum equivalent in months of the number of mgnths the

student has been in school "The actual amount of progress is the target

student s present mastery level expressed in terms of curriculum months.
Compute the dwcrepancy ratios

To compute the ratio, divide the larger of the progress levels by the
. smaller. That is all there is to it

Y

ERI

1
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... lappLICATION

e A . STEP 1 Detezmmng amount of progress ; . ¢

Slow e

=T

4{)

N Larqer progréss level
Smaller progress level

= Discrepancy ratto

lThe formula for'the discrepancy ratio for progress is applied to the
data collected on desired and actual progress in‘the Read Series,'phonics,
and math sequences for Ricky (Examples Hl, H2, H3). “

EXAMPLE Hl: Computing the Discrepancy Ratio for Ricky in the
) : Read Series -

. The SERT reviewed Graph12b and determined desired mastery level for
beginning third grade to be completion of Book G or 18 months of progress,
and Ricky s masteryL}evel to be Page 60 in Book c or 4 months of progress.

°

Comp.xfzng ‘the diserepancy ratio. . L=
: v 18 months of progress _ ‘4. 5% : &
: 4 months of progress L e e

. -

. Ricky is progressing at a'rate wh&ch is 4.5X less than desired for average
students of his ase and grade Stated differently, Ricky's peers are masteri

4.9 months of work for every month of work that Ricky masters!

EXAMPLE H2: Computing the Discrepancy Ratio for Ricky in the '
. Phonics Sequence . .

' Determining amount of progress. . <

. B
> N v

The SERT reviewed Graphl3b and determined beginning third-grade
mastery level to be completion of Category 24 or 18 monchs of progress, and
. Ricky s mastery level to be Category 17 or 9 months of progress S
Computzng"‘i:he dzscrepancy ratio. -
18 months of progress _ o 0X . ) . A
9. months of progress ) . .

Ricky is progressing at a rate which is 2.0X less than desired for average
students of his age and grade. Alternatively, Ricky S peers are mastering

2. 0 months of work in phonics for every month of work that Ricky masters

EXAMPLE H3: Computing the Discrepancy Ratio~for Ricky in the
> - ¢ Math Sequence-

v

Det,emzmng amouni: of progress

Review Graph 14band make your own determination of desired progress for
average third-grade stydents and Ricky's actual progress in math. _Check
your answer below. ’ , o o )
Computing the uzscrepancy ratio. - . N ot

Compute the discrepancy ratio by dividing the 1arger amOunt oﬁ progress~
by the smalter, then check your ahswer below

B " - .
A ~

" . . “

18 months .
Q - S.months

ERIC™ -

Aruitoxt provided by Eric

Actual mastery level
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ng'

P 8De81,red mastery level = 18 months (Category 22) !' ' Lo Tl -
= 5 months (Categoty 2) . R -
U C. . . . )
{ A h :
3.6X less than desired ' . o

el
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2 Procedures to compute discrepancy ratios for
; ) perfomqnce graphs. . .
Now ' ’

. After actual (bgéeline) per formance level for the target studént and desired performance

[

>1eve1 for students Q?Ehe same agé/grade on the same tasks have been, determlned, the dz,scr'epancy
ratio between the target student's ‘actudl performance and desired performance is computed Qy
the following procedures: T " '

STEP 1 | = Determine deszred and a"tual performance levels. - .

See the procedures described in STEP 1 of . and review the relevant
7 * graphs., - ;

[ stEP 2] . Compute the diserepancy ratio. i :

: Divide the larger performance level by the smaller performance level.

Larger pérformance level .-
Smaller performance level Discrepancy ratio

APPLICATION] , In the following threc{examples, the procedures are applied to computing

Ricky's 'discrepancy ratioT for performances on math facts, spelling, and

handwriting. )

0 i

~ EXAMPLE I Compdting the discrepancy ratio for Ricky in
AU math fatts, sp€llirg, and handwriting

STEP 1 Detezmzmng desired and ,actual performance ZeveZs

After rev1ewing Graphs 15a, 16a, and 17a, the SERT made the followlng
determinations v
Math facts: Ricky's actual performance level in writing answers to ]

'multiplication facts is 10 facts/min. " “The median rate,of performance

for average students in ngky s ‘grade is 20 facts/min N

Spelling: The des1red level for spelling letters correctly in sequence
is 30 letters/min.; Ricky's actual performance is 15 letters/min.
]Handwriting: Can you determine the desired and actual performancefievels
- for Bicky's peers and Ricky in handuriting? Check your ansver below.10
" Computing the dzfscrepancy ratios. .
The SERT computed ,the ratios to be as follows

20 - (deszred rate of performance)
10 (actual rate of performance

Math facts: = 2.0X

i
I

Ricky is writing answers to math facts at a rate which is 2X less than that
for average students of h1s age and grade.

Spelling: gg' = 2.0 . . ) ;

Ricky is writing letters correctly in sequence in spelling at a rate which

- b

is 2.0% less than average students of his age and.grade ,5

!
6

. / " . v
Handwriting: Compute the discrepancy ratio by dividing the/larger perform-

ance level by the smaller performance level. Check your answer belowell'

N . ! "
The desired level for handwriting is 40 letters/min.; Ricky's performance is 36 letters/
min. " ' o .

Ricky is writing letters.qorrectly at a rate which is %%%%: 1.1X 1es7 than the rate for

average students of his age and grade.
b}
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The discrepéhcy ratios have been compuned in exactly the same way as those for other performance

Anitial assessment and for each program change.

a7

' " '

. :?ocial behavior

Procedures to compute’ diserepancy ratio for :
-
7

~

‘A summary of the data from Graphs 18a-2;a is given in Table 8. !

S - Table V-1 . ‘
;’ ' Median or Middle Frequencies of Displays of /

t Four Social Behaviors: Discrepancies Between
le\y and Ricky's Pcers ; . :

out of - Phys i &l off .
5 . ‘Noise Place Contact Task i
a Ricky ¥ 3.0 .30 .13 3.0
R Peers .20 <3 ENEIR .50 ;
Discrepancy 15.0X - 2.3X 1.0X 6.0X
- el ~

’

e

graphs (1. e., the larger number divided by the smaller). -

The summary chart shows that durlng Lhe observation periods, Rlcky was 15X ' 'noisier," 2.3X

.

more "out of place,”" no different in phxﬁical contact," and 6.0X more "off task." These ratios

were obtainedlfor each category of behavior simply by dividing the larger number by the smaller.

. e

’ ) ‘ Procedureo for usmg dz,screpanc Y ratw worksheet — ) /

% .

/
In DBPM, dlscrepancy data are central to the determ1nat¢en~o%»the»referred~9&u«entjs problem,

v

To ,

establishment of the student s eligibility for special education services, and, subsequently,

evaluation of the cffect of d1fferent program changes on reducing the dlscrepancy

r . . '/-'—¥~
; v % /
The workshcet contains spaces for recording the discrepancy ratios for 10 behav1ors at ﬂ]/

clarity and ease. .

Space ls also provided to show the changes ¢

Lﬁ

One box on the worksheet lS labeled for each behavior aesessed, and the dlsc;epanuy ratio

in the discrepancy ratios over initial assessment after every 3 program changes.

determlned at the initial assessment is recorded in the space provided.

in the subsequent spaces are dlscussed in the relevant .chapters.

The proipduresqﬁsnuialslng

advansi ~
i '

’

E

&

.

Q

RIC

QA Fuiiext provided by ERIC

During the initial assessment phase, the data on the worksheet are used by the SERT to wrlte

e~

.ation ‘at the- eliglblllty staffing.

EXAMPL

'the ratlonale for the importance of the referred student s problem(s) and tgﬂgtganlyu the prcsent-

.

;-

N

The discrepancy data for all of Ricky'§ behaviors assesged by the SERT are given on a

Discrepancy 'Ratio Workshret

‘Summary Two.

1

. For réasons of space in the following worksheet two ratios have been omitted:

~

- 4 Out of . " Physical
_Place Contact
Desired Level .30/min. .13/min.
Actval Level .13/min. .13/min. , .
Discrepancy - 2.3X . L.ox , . P
z . .’ v .
12Percentages also can be computed from the scores; e.g., "noise": (3,0 + .20) - 1 = 14 = 1400%
"out of place": (.30 ¢ 13) = 1= 1.30 or 130%. . : . R .
- «
* ' ¢ ISYN * *
, 126 o

, (see,p

i ’

112).

" The data are then summarized on Case Report

L]

¢ -
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4 .

N -

DISCREPANCY RATIO WORKSHEET . o

. f . . o
Student ﬂ/% _ - School /é(,f;:% AW/ Teacher% /6 .
: ) ,

BEHAVIOR 2/2 € -

Change from

Init. | ] | Change from Change from !
Assess. Change |Change| Change init. Assess. Change Change](:honge nit. Assess. Changd | Change | Change nit Assess.
. DESIRED ¥ > < -
LEVEL /8 mas., i ' 4 - - |
— .. [ACTUAT ' " T — 1
T LeveL Imos. : e : ! -
+ |oiscrerancy| o 5X . g ] ‘ T
o0 less ’ R e - - t L
BEHAVIOR  9/RS : t ' . . ' .,
nit. g Thange from. Change from N Change trom
4 M Assess. Change |Change| Change init. Assess. Change [Change | Change Init. Assess. Change | Change phunge init. Assess.
DESIRED oy ' ] ‘ ; : ‘
LEVEL Bmes| ,
o -~ ACTUAL
LEVEL Smes, | - .- - ‘ '
DISCREPANCY| 3 73 ‘ ' ] /
_— ‘less. : l 7
BEHAVIOR ' q/2& A -
thit. " Change from . Change from p Change from
¥ Md%% Assess. Change |Change |Change Init. Assess. Change |Change| Change Init. Assess. cm"é Change |Change init. Assess.
/ DESIRED 10/ z ) - -
LEVEL mmn. !
ACTUAL 7 = - ,
LEVEL . ... | /6/min. . : - i
DlSCREPANCY !ZOK ¢ ¢ : '
,‘ 13/56 ) W ] ] . . ,
BEHAVIOR _ 9/25~
. init. Change from Change from "J! Change from
Assess  |Change|Change|Change| i Agsess. Change [Change |Change | ;e Agsess. Change | Change |Change Init. Assess.
DESIRED - - , S . - M
v |eeve /8mos. -~ .
ACTUAL v
‘ LEVEL 9mo.5. . !
DISCREPANCY! 4.0x . . | ,
e less .. ’ !
FAYIen 3 Change 1 Change f - Change Tror
. toit. ahge from P N ange from nge from . .
% Assess, . |Cange|Change| Change] iy Agsess,  |Change|Change[Change| i Agyess.  |Change |Change[Change] nip asqess,
. {OBSIRED 7 - . : . v
LEVEL ao/mfn. ' '
. ACTUAL : p T ‘
< LEVEL /5/ mn. - R
DISCREPANCY| 9.9 x| St 1 N
. f le ) - j l -
BEHAVIOR 7135' S— S
' ‘. nit. Change from ) ange§rom y | . pge from
Assess. Change |Change| Change Init. Assess. Change | Change| Change Init. Assets.> - Eh'"?’ Change|Change init_Assess.
. |DESIRED T ‘ . L4
! |Level 70/min,
ACTUAL ) - -
LEVEL min.
~ DISCREPANCY| /. X . . ) ..
\\ : 4:75 . A s N
. »
'BEHAVIOR  @f2%" -
N D fnit. Chs Cha Chan Change from Cha Chs Chan Change from Chatige | Che Change Change from
Assess. nge noe 04 Init. Assess. noe nge ve Init. Assess. 9 nge init. Assess.
DESIRED . ‘ = - T -
fLeVEL: - 'Xhlmln- -~ ‘ . \
' ACTUAL '~ K . .- .
!|cever  %|3.6 /min. _ :
. | loiscrepancy /5% .
/ M?r c. ) 7
BEHAVIOR  ¢/a 5 . ;
i 1 : — . ) -
M X‘,':m . |change|change Cham; Note: Two behaviors--Physical Con’tact and Out of Place-- .,
N €0 . ) have been omitted. because of lack of space. a
LEVEL  ~ [ ). -~ - .
ACTUAL 7. : - -
. |uever $OIMin- D S o
’ N\
QO [ |oiscReEraNCY| (.0 X murte ) 4
! . . , .
ERIC ~ ST
. = o _ -



. CASE REPORT SUMMARY TWO™

. " . - - ) ) . v
3! . -19] - 1 7%. B
‘7* o Student C Gr%‘d&e ,},%(,»; . " Age N ' ) Teacher _

s @ v 2.: ls there a d.iscrepancy between desured and act,(k:\l performances?

Voo What are the discrepancy ratios~for hltjh prlor havuors? <
What dataare ava.lable on past history of pro rk ss/p rformance?
I . ’ !
- \ W ’ ) v N
v List the priority behaviors and dlscrepancues her U . . t -

TR BEHAVIOR EAASDAA-G 7'_13““777‘

| DISCREPANCY ﬁig 3.7§*

Y

gg,f\;f,g} SPELLING| -
. /. , 5 . 6 3( ! ”
ccss |

>

E " BeHavior | MOVSE
DISCREPANCY] /3.0 X
MORE"

. e . j

1 A - aA” v /a7 6 -

~ I} L ', ¢ -
Y2 L2XL N ) a2y AL/ Q) 2L
* g / - . .
) o LA XAV 2 (/- 7207 N AL ML - ¢
7 / " / . s N ] Al
. . ; :
a ‘ x ’ * 0:

"Data collected on high- prlorsty behaviors and past hlstory are summarlzed on this form.,

. , o . . t References g \ \

. Haught:on,‘E Aims - growing and sharing. 1In J.B. Jordan & S. Robbins (h\.ls Y,
Let's try doing something else kind of thing: Bchaviora. pmnazples and

. the exceptwnal chiid. Arlington, Va.: Council for Exceptional Children, '

o, SIS 1. T 5 PP .

. Pennypacker, H.S., Koenig, C.H., & Lindsley, O.R. Hanlbook of the Standa
Behavior Chart, Vancee City: Precision Media, 1972.
4

» 'Réad Series. New York: American, Book Company. 1968 - .

Starlin, A. Sharing a message about curriculum with my t:eacher friends.
) J. B. Jordan et al. (Eds.), Let's ¢ry doing gomething else kind o thing.\
. * Arlington, Va.: Council for Exceptional - Chi“ldren, 1972,

SRR St:ax:l:.n, C., & Starlin, A. E‘mde for coni:muou dectsion r:akmg r’.-mi:lji, -
‘ Minn.: Unique Curriculums Unlimit:ed 1974.
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Chapter VI R U ; /
PROBLEM SELECTION; EVALUATION ; ;
’ 1 ) AL f/ !
. Decisidngrea: . %?- ' f
“Problem Selection e ' 3
* /
. , i
. Overview N . I

! .

When data on the magnitude of theldiscrepancies have been
collected, the next stép }s to evaluate their imporrance and
estdblish the student' _';;gihility for service. This chapter

Gfocuses on thequestloné,rmateriels, and activicies that lead

to the- evaluation of the discrepancies in the referred student's

progress/performance

decision matrix and (b) collaborative' DBPM works with both.

' which is the better model for a particular school 'or disarict

Two approaches to determining eligibility for service are discussed:
It is for the reader to decide

ke
=y

Proaram Phase:
Inttial Aescssment

B

Overview

Contents

%

. . 4
Matrix questions

implementation

(n)

; the discrepancy ratio

“

Y -

Q

LS

The important point is that discrepancy ratios are vitnl to the decision-making procese

in DBPM, whatever the approdch to determining servige cligihility or the other data that may

be required or desired. During this phase of probltm sclection, thorciore, the SERT (a) reviews

information on the uorksheet, /b) reviews che prioritioe which have been

identified and (c)® evaluates the interview dhta.‘ These three items of information are used by

the SERT to write a rationale for the importanec o} the problem, and this rationale becomes the

7
\:-(\

basis for evaluat{ng the student's eligghillty for{serv!ce_qt the ﬁtuf[lnge

L&

|

B .
.0 > -
»

{# PROCESS: Evaluation ¢
’ A !
- QUEST 10NS MATERIALS NEEDED ACTION REQUIRED '
3. Ils the student Gufde[ines for‘making <:) . '

¥

«

DECISION AREA: Problem Selection

PROGRAM PHASE: Inittal Assessment

eligible for service?

Have fmportant discrep- .
pncies been fdentified?

]

g

Can a rationale be estab-
lished for the importance
of the problem?

Does student meet eligibil-
ity requiremerits?

“w

the eligibility decision

Procc'ures to review and
evaluate data.

Id .
Review discrepancy
data and sclect dis~,
* crepancies which mect
criteria, (ﬁ)
Write 2 rationale for
the importance of the
problem on Case Report
Summary Three. @

, Convene staffing to
3 make eligibjlity
decision. @

Summarize decision on
Case R?%?rt Summary




. (i.e.,- from normative behavior) ) T . -

‘

Q

ERIC

Aruitoxt provided by Eic:

To this point, the assessment activities ) g R
of the resource teacher have been directed Maling the Eligibility Decision @
. toward numer1cally descriBing the §ize of n foa

the difference, if any, between the actual academic and social behaviors of the referred student
and the behavior desired from hlm by the signifieant others of his society. *The definition of’
"exceptionality" implied by the assessment procedures used to yield these ‘numerical descriptions
is a combination of two perspectives' , (@) the ecologieal (Rhoades, 1967) which, in 1ts simplest
terms, maintains that a problem insts when the relationship between the referred student and a
significant other ia disturbed; .and (b) the deviance, which maintains that a problem exists when-

ever the behaviot of the referred student deviates significantly from the behavior of his peers

- ]

The eéological perspective is admirabie because it tends to eliminate ' person blame" from _

definitions of "the problem" b% focusing instead on a disturbed relationship betweep the individual

and others 1n his culture. Tne ecological perspective, implies that as much attention muat be given

~

to the requirements (desires) of the culture as to the behavior of thc referred studentg The

ecological approach says, in faet, that it 1s not possible to understand the probl?m by simply

" observing (assessing) the referred student bcca}se the problem does notlexist within the lndividual.,

In DBPM, Lhe assumption is that the problem for the rcferned student exists. nut in him but hc-
o \:‘

’tween his behavior and that d}iired from him by others. Thais assumption is eonsiﬁtcnt with the eco-
1ogica1 perspective and it is the reason why the resovurce teachtr spends much time in 1nterviewing

aud es:1blish1ng the przoritﬁts of parents, teachers, and other persons who are tpncerned with the

student s development ! ! . . !

| - ]
The deviance perspective influences assessmeat during the problem sclection .phase of DBPM by,

implying that exceptiunality means that he behavioral development of the individual is signifi-

cantly different from his pecrs A devipnce dpproach, then, dirccts us tu dctcrmrnu the magnitude,
of difference betwetn the buhavior of the individual and that of his pecrs. SFRls follow this
approach when thcy use diregt obscrvatfon and darly mcasurcmtnt of not only the tLlerLd student's
behavior bu:, also, a sample of his pfers’ behavror on thc same tasks The apprulch is useful
because it provides all the people c¢ncerned with the hild's dtvelopme t with an empirical des-
:cription of the behavioral differences that led to referral,

A summary of the influence of these two pcrspectives on DBPM has been presentcd at this polnt
because an understandiﬁg of the assumptiunw upon whlth each is based is necessarv for making the
eligibility Jecision--the decision that the academic and social behaviors of a child are, in some
sense, fxceptional enough to warrant special. education intervention. , L

Before considering the recommended procedures for makingdthc Lligibility decision in a DBPM,
however, we need to point out that in sume instances the procedures for determining cliglhllitv ara
not in the hands of the SERT. Procedures may have been established at another level (c.g., state
“or local education agency) that involves other profcsgionals to the exclusion®of the SERT. Our
viewyis that such instances are not only unfortunutc but « condition whicl, the SLRT should work to
‘change. The passage of P.L. 94-142 Shuuld help. The following Ou[llntd procedurts may provide a

model toward which the excluded resource teacher may work in such instances:

Approach f1: A Decision'Matrix

1
Making the eligibility decision in a data-babgg-a;proas) involves cstablishing a decision

framework that gives, weight to both the ccolog § aﬁ?* e deviance definltiuns of exceptionality.

2
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For convenience, we can illustrate the dimensions of concern implied by the two perspectives, the

"importance/value dimension (ecological) and the "differer =/discrepancy dimensxon (deviance)

and combine them in a matrix:

' H -

i

- ; ‘ leference/Dlscrepancy { /
: o . of BehaV|or -, y s
-—-—-——-‘ L f - N , S
) . .
Large Medium ] Smal) .

. s
o = .
3 High - i .
o L _ -
>0
N o= !
o > -
28 Moderate ) ¢
© o .
L by
0 .
g. ’ - . ” I‘ I
= : Low ! ! .

At . : .
—

To use such a matrix for decision making requires that prior classification criteria be estab-

lished by those persons who are responsible for allocatijﬁ special education resources.1 An
) . f

example is given below: : ,
i
Behaviors Typically Present

e

1. Year O- §§"\

~

I Y
Years 5

2. Years
3.
4l Year
5
6

e g

A
3—-\

Years -9-11

7. VYears 12~14
8. Years 15-18 -

- ' 174

Years 6 8‘ SR

(g

/Value

i \1,’
|

t
|
{

33 - 1' ':-L .
!

IR
4
/

~_.,__“§
*\4 .f

The particular value ordering in the example indicates that an inverse relation exists be-

tween the importance assigned to the particular behavior and the age at wh ch it is usually man-

ifested.

In practice, this value ordering would mean that in decisions ??

allocate special edu-

cation resources, more weight would be given to the development’ of preschool behaviors than

school-age behaviors, or that more Weight would be given to the development of behaviors associa—

ted -with middle chi dhood than adolescence.

i

To complete the matrix presented above, levels along the d‘fference/discrepancy dimension

) must .also be quantifled and weights ussigned.

As has been noted earlie ), discrepancies in per—

formance or progress can b¢ measured and,summarized by using a diScrepancy ratio such as 1X (no

discrepancy), 2X (desired performance or progress twice as great as actual performance or pro-
> b .

gress), 3X (desired performance three times greater than actual), and so on.

Given such a formulation, all that remains is to combine the importance/value weights with

the discrepancy ratios; the combination yields ar estimate of the magnitude of the referred

child's «vceptionality or problem.

lAt the present time it seems reasonable to include representation from parents, general

educators, and special educators in rhe

'responsible persons''

131

category.
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Aruitoxt provided by Eic:

,from their peers. When discrepancids less tha

30.0 (Total Impor ance/ alue)

ision-matrix illustration, the weighted dis-
crepancy is 6. OX or 4.0 points higher than the of 2.0 established in River Run School.

e, all, 1C of Ricky S assessed behaviors would have

-~

Although only three behaviors are used in ; e de
ut- of?

In the actual decision-making process, of cour

been included in the matrix.
For each behavior, the following criteri must e mét: - .
1. Each behavior (or set of behavior§) jrelevanf to the initial referral be _measured.
2. Each behavior measured “be aseigned an importance/value weight based on some a priori
system (1. e, priority rankings) e
¢3. The discrepancy between the targe behavio and desired behavior computed.
JA. The 1mportance/value weight assigned to th target behavior be combined.arithmetically ’
(as in'the illustration, by mulriplicatior) with the computed discrepancy.
5. The discrepancy between the tota obtaine? for the referred child and his "normal" »

peers be, computed.

At this time, the decision on whet?er the chilld is exceptional enough to be eligible for
service requires z policy decision whicr is based jon the understanding of state special education
laws and regulations and school system puvlicy. T complete the decision matrix approach to deter-- *
mining ‘eligibility for service, a seleétion/rejec ion point should be determined for your program,

and the determination should be made zn advance. . .

Although an inadequate amount of, research hds been conducted to establish a firm basis for any
particular selection/rejection point, we believe most special educators would agree that
children should be eligible for épecial educ%tion service when they are at least 2X discrepant
2X are obtafned, more disagreement will occur
over whether the child is exceptlozal enough to warrant special education service. When dis-

crepancies greatef than 2X are sotlined, agreement is greater that the child is eligible for

service.

Approach #2: The Collaborative Mbdel ‘ ’ ;

ERIC

P

Many people both in and outlof educatisn are skeptical of the possibility that decisions like

, the détérmination of eligibility can be made q antjtatively through an aoproach like the decision
. . Ly

matrix. They believe that'impoftant factors may be overlooked. thereby and may escape the

measurement net. Too, many peoPle believe that the decision process is more complex, that it re-

quires the special abilities (and feelings) which caring humans can bring to bear when they discuss

SR X . S

- K \\\ {* - 1! “J : ‘
- ’ ™ i
l.:g - - ; |
! ] » .
/ ’ 17
An 1illustration follows of how such a sfstem can be i- ’
STUDENT= _Ricky AGE: | 9 ' -
Behavior - Importance/ f I . o, Weighted el
Measured __Value [ Lo Dilscrepancy = Discrepancy e
. (EstabTished by _ (Established by )
priority rankings) - , eajurement data) -
Reading 15 { = 67.5
Math 10 X = 37.0
Noise . 5 ) ¥ = 75.0
. - . .
N s 179.5
Weighted discreparity = 179.5 _ \Total wenght d Discrepancy) _ 6.0x — .
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" the evidence and testimonials presented by persong with a vested interest in a particular case.
For those people who are reluctant to leave decisions to a decision matrix approach, the most
; l s:raightforward and simplest approdch is the collaborative model.
The collaborative model is essentially simple. Upon the cumpletion of initial assessment,

those persons who sheuld be represented in the decision process (i.e., parents, child, general

and special educators, principal, social worker, cuunselor, psychologist, nurse-phys1cian) meet

\
\. to consider the informatipn which has been collected. Examples of such information are presented
\ - ~._in the clear examplc of the case report for Ricky. '

After this information is ared, either verbal concensus is obtainedbon eligibility or a
vote is taken’ to determine the majority opinion. (Current efforts to protect the child under due
precess\of law " suggest that a for al vote be taken and recorded )

Improving the precis%on of thk collaborative approach usually requires that a system be ..

g developed for formally organizing each type of information (i.e., medical, educational, and psycho-
logical information, and personal opinion), which includes specification of who is responsible for
organizing and presenting each type of 1nformation In addition, fairly formal procedures for con-

ducting collaborative meetings should be established .to prevent the irrelevant discussion of "hor-

yor, stories' about a child's behavior, which often dominates such discussions. We recommend that
the SERT chair such meetings, be responsible for establishing a rationale for the importance of
the problem, Summarize the outcomes, and carefully record and distribute the sumparies to all .

a il
. concerned partiis - I . Ny

- ey

) . A combination of some form of both the decision matrix approach and the collaborative approach
_1~- is possible, of %ourse, and, at the present time, desirable. To use a combination of approaches
|

increases the data base for maKing the decision to allocate or not the precious and limited
- \ B

l N ’  resource- of speciilﬁeducation service to a specific child. .
\ 3 - »
N o STEP 1| Review the collected data.
Proccdurcs to vetermine Eligibility for . Review the discrepancy
- Special Education 801v1cc, Uslng thc . i
o , . CollaboratJVC Model. ; ‘ . Adauawoﬂmheetdnd thie
o . . . . ) interview and priority
v S ’ data. . B

STEP 2 h?ifé{a rationale for the importance of the problem. .

-~ A short paragraph can indicate why the student should be considered for

s servipe Be as concise and specific as possible
STEP 3 Arrange for a staffing. ’ .

' , .
Convene the student support team to consider the information gathered 1in

the initial assessment of the student's academic and social behaviors,

?

prionity rankings, ‘and interviews.

- ‘ t
Ppesent the data.™ . ]

-

uPresent the data collected by the SERT ‘and others. For.the SERT, these
data include the following: ' )

v

s

1. Discrepancy Ratio Workshéet . v
2. Priority rankings.

3. Rationale for the importance of the problem.
4. Evidence that the individual's rights have been protected (e.g.,

Q . written consent of parent for the assessment).

[RIC - - o133, a
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STEP 5§ Make. the elig{bility decision.’

Make the elMgibility decision o the°bas;s of the teaw's evaluation of
- the importance\of the probfem, other federa}. state, or local guideline%,
. and previously

« 2.0X).

STEP 6] . Swmmarizé result

Record and su

'stablished criteria (i.e., discrepancy ratios greater than
N [ e

arize the decision made and communicate with parents.

nd other intefested persons, and agencies.

EXAMPLE l

/ ! STEP 1 l Reviewing the collected datar . |
‘ .
= The data summariyed in tﬁé Case Report Forms (#1, Ch. IV; #2, Ch. V) and

A ; (if not presént)

/ on the discrepancy ﬁbrksheet were- reviewed by the SERT. The discrepancy
PRAE . M
ratios ranged from 2.0X less to 15.0X more for all the behavigrs assessed
o except for handwritlgg and physical contact. A .
Academic Behavlérs . Social/Behaviors
) Phonics Sequence 2.d§ less .. Out of Place “2.3X more
Spelling 2.0k less, Off Tafk . 6.0X more
‘ . Math Sequence 3.7% less . Noise 15.0X more
v \ B Math Facts 2.0* less .
' Reading 4.5& less N : ™

A review of the interview and priority data confirmed reading and math’

hest priority academic behaviors and noise as as one of the high- :

est pfiorit:es in Epé area of social behaviors. Physical contact, uhich:

‘ teacher, did not emerée after observation as a discrepant be~ . %
N . \ havior (1.0X))

Ricky was observed to engage in the same amount of physical
\\ contact as his

eers. The SERT made a note to discuss with the teacher whether
fights were a prnoblem in sbttings other than those in which the obser&ations .
¢ - \were madé. Further sbsc:vagicns could he arranged if they were indicated.
Weiting a rationale for the 'import’an'ce of the problem. .
On_thé b?sis o
of providing Ricky

-,

the reyiew, the SERT wrote a rationale f;r the importance
(and h%ﬁ teQiﬁpr) with special education support scrvice.
written in paragraph form directly on Case Report Summary
eligibility staffing.

the rationald written by the SERT, why not try t9 write one

This,. rationale was

Three\to use at th

. Before you read

vourseélf? Rigﬁt ndw you have as much information as the SERT except chgt your

experibnee with th

activities was second~hand.
B .

Is thiere justiffcation for ﬁroviding se}vice to Ricky? -

What Yo you seg as the most persuasive data. to support the position that
Ricky sholyld recefive service? ’
If Ricky wer

What otheér

h «

a student in your school,'dould he be eligible for sérvice?

°\"\~|~|-.‘._

ta would you have been expected to'collect in your school?

. additional data are needed before a decision on Ricky is made?

Do you'th

.,

T — e Perhaps A can share the'infoﬁmation on Ricky with other resource teachers

Q in your*siﬁool r diétrict'and elicit their reactions.to thg questions. ,
ERIC ' .
e g J_‘i‘i

P o
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‘ : , « CASE REPORT- SUMMARY THREE () .
- B The rationale for the importance”of the problem is written here.
1 - ¥
Rreky J. 3 l 21 . |V B |
Student ’ Grade Age * ; Teachar
3 . ’ ] : -
. 3. is the student eligible for sérvice? .
Have important discrepancies been identifjed? : ,
M . Can arationale be established for the importance of the problem?
N N N 1
‘l .
Write a rationale for the |mportance of the-groblem here. »

. dlent zd 2o | - /
Wmfﬂ/m | g
e

. . ‘. - a’ . . . -
Had skece, 3.7 ~~ 2
.- 7 e /.- e Lot L4400000 Lo

Mm”.wmum

. . - 7, ~
PR i} Date Completed , < . T 7.
- 5 2 . .BY Sé‘fi r v - ‘ - ' ‘ . &
, . ; - -
. m Armngmg the staffing., - ’ . .

The scafflng to discuss. Ricky's cligibilicy was arranged at the time of
the initial referral (see Ch. V). '

T Presenting the. data. . l . . T

) ) The SERT duplicated copies of che'DiScrebancy Ratio Worksheet for d_is- .
. tribution at the staffing. Cgsc Repoxt Summaries 1, 2, and 3 were read.and ’
discussed. p ‘ ' 1,
" Making the eZ'ngsz'Lty deczswn. . . J_;i . -7
—
- . The faculty at River Run School had prcviously established a discrepancy
’ d ‘ ; ) ratio greater than 2.0% in one or more academic or social behaviors as the i

ERIC  © . o o 139
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criterion for eligibility for special education service. Should the service o

D

%

fac.ilities .be limited, students would be rank ordered on the basis of nuxnoer T, o

of disgrepancies; those with the greatest number would be given priority. ' Lo
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) .
. - R . Introductlon " ?

s . . -

Part lll describes in detail the specific procedures that are used in the program selection
phase of DBPM. It copsists of one chapter and comprises the evaluation, measurement, and communi-
cat|on and collaborat|on procedures. Lnke the chapters in Part I1, Chapter VIl starts wnth an
overview and then presents the detailed set of guestiocns, materials, and activities that-amplnfv
the matrix cell from wh|ch the quest|ons were taken. '

' rThns phase of DBPM focuses “on the selection of program plans for. the referred student who has 4
be\?-ldentlfued as ellglble for special education service. The term “selection' is used del|ber-

. bt

ately to emphdsize. two points: ' L . - .

[: More than one alternative plan to meet the needs (solve the problems)

. \k i . “.of a target child, “who has been identified through intake assessment ' f ;
\. and should be consudered by all persons involved in the referral
AN 2. in a student's educational program should be’ made on the basis
. \df "of explicit rather than |mpI|C|t dec|S|ons. ' *

The first point, th alternatlves should be planned and'considered is based on the assump-

tion that the chances of so ing a problem successful ly are increased if multiple rather than:
one p055|ble solut|on are availaple. Little needs to be sa|d about such an assumpgtion save that . .
it'is well supported in the psychologlcal literature on problem solving. No problem ever has

just a “single solut|on"; a number of alternatlve solut|ons can be devised for almost any problem

and'-each offers some possibility,of sucgess. . . ) L

~
-

The creat|on of alternative ‘solutions s_an important charactefistic of DBPM It emphasizes

an expernmental approach to educational problem solvnng. In the intended sense of the word,

"expef”nentatlon” JFequires the systematic measur:méqt of the effects of successive different ‘

changes which are systematically |ntroduced into a prb is especial~-

ess. The experimental approach

ly applncable to soIV|ng human problems because the unlqu ess of each individual makes it im~

possible to pred|ct the specific effects of any single changd, or set of changes, on the |nng|d-‘

ual. If alternative changes are devised and considered prior t rogram selection, then these -
'aIternathes can be tested subsequently to find the program that is.post successful. The attitude
engendered by this approazh prevents the professional staff from try'"9\52WE£SELE£_EEE—£959Eﬂ'°"
hope alone. DBPM establnshes at the outset that no one knows exactly ly what« <program is best for a

¢ . .

_pupil until different programé have been tried. . .. ! ’

' The second point emphasizes that once €ligibility has been dutermined, program changes do
not just ""happen." hather, they proceed from formal or informal plans which have been\developed
and acted upon by people who are in a pos:tlon of influence relative to a student or problem.
Maknng the process of select|ngprograms explicit has several good effects.

1. Program accountab:lnty is increased by making public who is responsible

<

for the program decision, how those decisions are made, who is doing
AN s - * what to whom, and when program changes wi}l be -n|t|ated

B 2. Opportunities for making program decisions collaboratively rather than
unilateraily are increased. With the growing recognition that all
chtldren have a place in the normal regular school envnronment, mech=-
anisms myst be created for developlng and malntalnlng a sense of shared
responsibility for the programs that are available there for the child-
ren. Collabo}ative decisions in I'program selection' make public

CERIC U | L IR
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. Explicit Program-selection decisions, made collaBoratinly, increase the
oppoﬁ%unity for'due process Protections and, therefore, countercontrol.
We have taken a.long tiﬁe to learn that even the best-intentioned
persons som?times develop pEégrams that work to the detriment of the
very students for whom the programs were desiéned (Hobbsi 1975). From
our point-of view, the primq{y cause of such errors is the omission of
countercontrol procedures\in,educational‘programing: Until recently,
all power for Program decisions rested in the Hands of
condition that leads to abuse'in the education of, children in £;e same
way that narrow centralization of power has led to abuse in the treatment
of state hospitaj patients and prison inmates. Mechanisms for cqunter-‘
influence in such institutions have been‘developed only Fecently. A.

y s 3 . ’ . 3
publ.ic decision-making Process that includes fajr and just representation
of a1l

.

) as control. - . ) ,

Educational programing'f@r exceptional students must include protectioQF during each phase
of program development. The SERT must be sensitive to the issues related fb due process protecxl
igns mandated in P.L. 934380!gnd P.L. 94-142.  The SERT must work continuously to develop a

" program éelection mechanism that includes the necessary protections for the righf of parents or

. guardians to be involved in the deci§ion-making Process. At the Uniyérsity of ‘Minnesota, the

M o |

., . . . | . N -
instrument that is used most often by our trainees is the student-paqent-school staff c0ntract_
(page 126). . In this contract, each Participant js publicly identifiqﬁ,by name in writing (and,
u%Uglly;%by signature) as responsible for carryi i fi '/'f . In our

experience,

common goals.
Measurement, and communication and collaboration.

The forms and.materials for data gathering are ircluded where decessaryc Once again, summary
I M

.data on Ricky are presented. Thé_spegifié steps taken by the SERT {n Program selection are as
A ! °
foliows: . ‘ ; \

(STEP 1] .Seleét specific %iserepancies to be modified during first inEqrvention.
. ) . I

D
“Write long~range,weekly, and/or daily obj'ectives for each discrepancy.
m Specify two program changes for each objective.

- Spe.cify two alternative administrative arrangements for the program.

Some questions to consider as You work your way through the‘chapter are as follows:

1. Would you have selected the same set of behaviors for program modifica-

-

tion? » which would you have selected and why?

2. Several alternative administratijve arrangements are proposed by the SERT to

implement the Pragram plan. Would these plans be possible to implement
]P.L.~93-380, Education Amendments of 1974. )
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* ~ AGREEMENT: CHRIS T./SCHOOL STAFF/PARENTS T .
' . . L
Concerning the following behaviors: ’ - L
i Y ~4
L On;ta§k effort: WOrk‘at~as§igned tasks.
2. Social-Verbal behaviors: On time-to class x
e ’ Necessary work materials
Refrains from disruptive interaction

l >
n.

LRI
‘ I 1.
f

Chris agrees to: : g
oise and talking out-of-place behavior to a satisfactory ¢

- 1. Cut down his n
level as determined by classroom teachers.
2. -Make an effort to complete assignments. ’ . )
hers and leave it with Hr. H. (SERT) . .

Carry a daily point sheet to teac
(Room 311) at the end of the day.. .

3
I3

Teachers agree to: .
1. Fill(ou; the daily point ‘sheet. :
/s

Mr. M. agrees to: . ¢//
1. Monitor the program and ‘communicate the results to teachers atl/parents.
Bl

- : 2. Monitor Chris's.free time--3rd period on Fridays.

* ~

4

Mr.- and Mrs. T. (Parents) agree to: . .

1. Arrange for Chris to’go with his friends on a four-day camping trip =« -
- (if earned). . - )

2. ‘Take Chris horseback -riding with hi - : e

Y .

*a

s friends (if earned).
4 ‘ g -
- POINT SYSTEM' : . )
1. L5 points per week earns 30 minutes of free time. ’
. . 2. 50 points per week earns one period of free time (3rd periothriday).
: o 3. 180 points by May 16 (4 weeks) ='camping trip.- -
4. 300 points by June 6 (7 weeks) = horseback-riding opportunity.

Free time may include any of the following or other activities agreed upon by N
Chris and Mr. M.: : v .

Use the race car set in Room 311 Game with a friend .

: Using’ AV machines in media center .

- - Early dismissal .
N Time in Ms. B.'s EFRSA Reading Room

Hallﬁbeha#ior .

MR jlf Chris is p te hall behavior he will ’ -
[lose the earned g

2.. | If Chris is placed on deten

*° go on the camping trip.

We agreg that the contract is fair and clear and will carry out what is re

*Name

laced on detention for inappropria

free time for that week.
tion 3 times he will lose the opportunity to

“,
. » #

quired of us~ .

Name Date pate

) - 4/18/74 /s/ David D. (Teacher) 4/19/74

/s/ Wayne M. (SERT) _ 4/18/74

/s/ Chris T.
[
/s/. Jane T. (Mothier)

4/18/74

/s/ Arnold T. (Father) 4/18/74 ]

greement between a student/school staff/parents.

Fig. Part 11i-1. A contract a

‘
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"within a specified time period.

.  PROGRAM SELECTION:
« COMMUNICATION AND COLLABORATION.

L . -
~ . ¥

Chapter VII T : =~

N - <) N . .,
N . .

EVALUATION, MEASUREMENT, AND

Deetstion Area: . .
Progran- Selection . ) .
~ i

——d

[ - Overview: Evaluation '~ s

e

RNow that the. referred student has beén identified as eligible

for special service, the time has come to select a program for him.

During “the firsb phase of program selection th\\\FRT carries out four

activities'

,-] - . *
. X '
/ RS R
. ~jK
L - -
; e
! Progran 'Prage:

Program Planning

, Contents
Evalyuation
Measurement

-Communication and
Collaboration CB

1.

1

Select the first set of behaviors: to be modified

!

-

.2, Generate long-and short-term objectives for each targcted behavior on the basis of the

éstimate of progress/performance that is needed to substantially reduce the pupil 8 dlhcropancies

2

at

3. Select at least two program changes for each targeted behavior.

-

&, Generate two alternative admlnistrative arrangements for tmplempnting the program.

k]

" PFOCESS? Evaluation

QUESTIONS

\\\ 5. What program plans are
\propoced?

. For thch identified discrep-

oped at this. time?

Program Selecti

PROGRAM PHASE: Program Plannin

what program objectives are
proposed for these behaviors?
W!at progress/performance is
estimated? How long an inter-
vention  is planned?

DECISION AREA:

What progrem changes are pro-
posed?

anéles w:lj programs be devel-

MATERIALS NEEDED

Procedures 'to select dtsifsp-

ancies to be modified.

Procedures to write object-
ives. é

Guidelines for specifyina
program changes.

"ACTION REQUIRED

Select lScrepanCIcs
for which a program
will be eveloped

Compute progress/pgr-
formance estimates;
select infervention
period; write long-
and short-term objec-
tives for each dis- .
crepancy

Select at least two
program changes

fgr
each objecti've.. é

_______________________________________________ o - -

Complete Case Report
Summaries Five & Six.

----------------------------- e e - -

What resources are available
to implement the plan?

Suggested alternative ad-

ministratjve arrange-
ments. @

Propose 2 alterpative
arrangements to
implement plan.

- = " D = s D e o e 4D P e o e W G AN e O e e e A AR A g A

Complete'Case Report
Summary Seven.
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f Given the time and person - .o

power comstraints within a Procedures to Select Behaviors to be Modified @ -1

*school, it is usually not pos- . i "

sible for a.SERT and other _per- . { .

) sonmel to develop a program plan which 1n(‘1bud85 nll the dls;repancles whlch have been identified
for a student. From our experience, the behaviors that ahould be given the highest priority in the
" first phase of program modfficarion are those showing the largest dlst_repancv ratios and chose

. behaviors wh1ch have gene"ated the greatest concern among the parties to the problem-- particularlv
teacher, student, and 'parent L

From the Discrepancy Ratio, ‘Jorlgslleet, the SERT identi,fied Ricky's greatest discrepancy ratios

as progress in reading (4.5X) in the Read Series; progress in ‘the math skill sequence_(3.7X); and

noise in the classroom (15.0X). Th consultation with !iicky, one of his parents, and otherAstaff

members, the- dec151on was made to select progrese in reading, computa/t’lon of math facts, and noise

. : in the classroom as tne first behavirrs for program mod1f1cat10n The rationale for the selection
- ot math facts rather than progress in the skill sequence as the pinpointed behavior was based on
the premise that mastery of math facts is a prerequisite to mastery of othe" skills in the math -

sequence. (See Case Report Summary Five.) L ) . ' K

. In DBPM progress/performance objectives are

written for both shovt-range (Uaually daily or’ Writing Program Obj'ect-ivesl @
»weekly) and long-range goals. The latter specify o

the desired levels of progress/performance that.will

. T
entirely reduce the initial discrepancy. The daily and/or weekly goals re written as sub‘;etq of

" the long;-range goals. Objectives are written in three steps: ¢

BIErY)  compute pz'ogzress/pezﬂ_zomance cstimates for the b',r;aviors. ’

. GIEEZ)  select an intervention period for each bcha

Woite the objeot':ives. . i .

R ) There foll»ows an example of the steps taken by the SERT to write program

objectives for Ricky for progress in the Read Series, performance in com-

or based on th~ estimates.

puting math’ facts, and performance innoise reduction in the classroom.

EXAMPLE

‘

STEP 1 Computing proyress/performance estimates >\‘"e” Tables V11-1 and V11-2).

The procedures for computing progress/performance es‘tli_mates are outlinad in Chapter
11T as follows: | : L s

-
I . —

* Determine the time available for the program modi ficat'zon.
Subtract the student's present mastery or performgznce level from the
desired mastery or performance level at the end of the time allowed’
” for the progranm modi fication to determine the amount oy" improvement
' needed by the student.
' Divide the improvement needed (mastery op perforrance)} by the time
dvailable for the intervention.

1'I‘he rationale and proccdures for writing performance objectives are not described here. Readers
who are not skilled in these procedures are referred to materials such as those developed by Mager
. Q  (1962) and Wheeler & Fox (1972). See also Ch. III. )
ERIC - : 143
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In Tables Vii-1 and VII-2 there are given the computations made by the SERT, first for'pro-

K . gress estimates fot three behaviors and, second for performance estimates for four behaviors.

o

. Estimates were made for two time intervals for each tehavior. Estimatgs of performance differ
from estimates of progress only in that intervention periods are usually specified in.weeks ini
stead of months. . . . . ’
' " Select an mterventwn period for each behaszr.
once estimates are computed for difierent time periods the SERT uses the estimates to de7ide

»

.

i

how long an intervention may be required to bring the pupil up to desired behavior

The decision on the length of the intervention must be made within the context of “all.th
information collected on the problem. The following questiong shou1d be’ coqsidered'

1. How important is the behavior (i.e., has it been designa:ed as high priority)’ - _h
1

- ) ', 2. What is the magnitude of the discrepancy? Larger discrepancies requite longer inter-
¥ ventions. . j ’ .
f 3. How.much daily instructional time is available to provide service (i.e., how often will

the child receive instruction--min./day, days/wkﬂ)? If the daily time is short, a longer inter-
vention period will usually be needed

% .

- 4. What arrangements will (or can) be made to provide service (i.e., individual vs. group)?
5. Given the student s history and the estimates for different intervention lengths, liich
est1mates appear more rea11st1c for this student? ‘ .
The estimate provides another pertinent piece of data to aid in.decision mBking. Give the
information you presently have for Ricky, witich intervention periods would you select for him in

1

cach behavior? The following were selected by the SERT:

<

a. Reading Progress: Reading is the highest priority behavior for Rick s

program. The SERT plans to propose that at least one-half hour of daily
service in-.reading be provided for him.\'Therefore, it seems realistic to Ty
plan an intervention of 9 months rather than 18 months, given the estimate |
of 6.5 pages per day mastery needed to reduce the Jiscrepancy by the end oé } p
the 9-month period. (See Table VII-1.)

b. Computation Facts: The two estimates here are for 10-week and 20-
week interventions. The. SERT selected the iO—week estimate of. 1 fact/
min. faster/week as a realistic\goal.

(See Table VII-2.) . "~ : |
- . c. Noise Behavior: In this instance It is more difficult to decide how

|
é
|
!

much time it will take to reduce the discrepancy in\gicky s noise behuvior

- \*rhe SERT has not worked with Ms. B. before and is uncertain of her commitment
to the consultative arrangement she would like to recommend “The behav1or is
of great concern to the teacher, ho -ever, and it seems important to spend
time consulting frequently with a teacher to achieve success. A 9-week inter-

vention period is selected, therefore. (See Table VII-2.) X ~
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Write the objectives. - :
Using the estimates selected 1n STEP 2, the SERT wrote long- aLd short-

range objectives for Ricky's program. ’ i . . N
‘a. The long-range objective for Ricﬁy in reading progress was to achieve

the desired mastery level in 9 months. For Ricky's age and grade, nastery

level performance (see Chapter V) is to read 50 words/mlnute or hettcr wlth s \

2 or fever errors and 80% comprehension. Therefore the SERT wrote the

Bbjective as, follows:

. e i

. Long-Ranga Objective

By the end of the year (9 months), when given any thiee . ,
gample selections in Books C-H in the Read Series, Ricky v

will read at the median rate of 50 words/min. or better with

2 or fewer errors and 802 comprehens;ion.

b. The short-range obJectlve translates the long-range ob1ect1ve into .
daily, wegkly, or monthly achievement.

For Ricky's reading progress, daxlv, weékly, or monthly de51red mastery
1evels aré determined By d:v1d1ng all the material in the 9-month period
by days, weeks, or months, dependlng on how the short- range goal is written.
From Table VII- 1, we can see that Ricky must master 6.5 pages per day, 33
ages/week or 131 pagee/monch. The daily objective, therefore, was written

as follows: 2

Daily Objective

-

.Each day, when given successive stories from Books C-d in
the Read Series, Ricky will read sample selections from 6.5

pages at the median rate of 50 words/min. or better with 2

or fewer errors and 80% comprehension.

The weekly objective wouid be written as follows: 4

~

Weekly Objective

[P

+ Each week, when given successive stories from Books C-H
in the Read Series, Ricky w:ll read sample <elect|ons from 33
pages at the median rate of 50 viords/min. or better with 2

or fewer errors and 80% comprehension .

The monthly objective rould specify mastery level performance on sample

selections from any of 131 pages. ) .
Following the same three steps, the SERT wrote che long- and short-range performance objectives
for math facts and noise. Thé objectives for all th¥ee behaviors were written on Case Report Sum- >
mary Six in terms of conditions, behavior, and xritvria.z Program changes to facilitate Ricky's

achievement of the objectives .were also «ritten. -

—

{ ' Q Y format is used by Wheeler & Fox -(1972}. ' )
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For many skills a prbgress estimate Ifor

[ SO

. . ,‘ ‘ ;
X . w3 o
- o / > . : ! 5
I N - <
¥ R : Table VII-1 - N
¢ ) . foggqss Estimatés for Ricky ' ’ \
’ IMPROVEMENT REQUIRED } IMPROVEMENT REQUIRED PROGRESS ESTIMATE : I
BEHAVIOR TIME AVAILABLE IN TIME IN MATERIAL ! TIME \d - MATERIAL
] ' s C Months Weeks [ Days®
ON'”E SCHOOL YEAR Desired 27 /mos. | Books 1/3 C,D,E,F,G,H =1 23 mos. . 2.5 1180 pp._ 131 § 1180 - 33 y 1180 _ 6.5
. L | Actual -IJmos. 1180 Pages 9 mos. mos./| 9 mos. pp./] 36 pp/| ¥80 ~ pp./. .
(9 Months) - ——1, i mos. . mos. wk. day
= . : IMPROVEMENT 23] mos. .t .

} rEADING/ REQUIRED d .
READ - . . : . - ) y
.SERIES TWO SCHOOL YEARS Desired 36 mos. |Books 1/3 C -*I = 32 mos. _ 1.8 ]1410 pp._ 78 1410 _ 19 f 1410 _ 4
: o . 18 mos. mos./] 18 mos. pp./| 72 pp/]| 360 ~ pp./

(18 Months)' Acgual =4 mos. }1710 Pages mos. mos. wk. day
r . IMPROVEMENT 32 mos. N ) ° N . )
REQUIRED | ! '
' 1 onk scioon, year | Pesired” ;7“ mos. |SKILLS 2 - 37 = 22 mos. _ 2.4 |35 _ 4/ |35_1/ |35 -2/
\ - © Hontho) Actual _-i_mo_s_ 35 SKILLS 9 mos. mos./|9 mos. mos. | 36  wk. 180 = day
MATH/ . | PROVEMENT 22 més. .
Si(ILL - § REQUIRED - D
. DR i .. .
SEQUENCE . o scitooL vEags | Pesired /36 mos. |SKILLS 2 - 57 = 3lmos. 1.7 |55 _3/ . 55 _ .8/ |55 _ .1
v Actual |_5 mos. |55 SKILLS 18 mos? mos./|18 ~ mos. 72 wk. 360 day .
(18 Months) | mos.
TMPROVEMENT | 31 mos.
REQUIRED | . -
M e ] I’ @ s ——————
ONE SCHOOL YEAR Desired ! 27 mos.{obj. 8 - 32 = : 21 mos. _ 2.3 |24 _ 2.6/ 2 - .6/ |26 _ .1/
5 mon‘r_hs) Actual " -6 mos. |24 obj. ‘ 9 mos mz:./ 9 " mos. 36 wk. 18. day
m . —
PHONICS/ IMPROVAMENT 21 mos.
SKILL REQUIXED | )
ci . P
|| SEQuENcE~ THO SCHUOL YVEARs | Pet fred .36 mos. Jobj. & - 37 = 30 mos. _ 1.6 |29 _ 1.6/ 29 _ .4/ |29 _ .08/
! " . 18 mos. mos./{7%  mos. 72 wk. 60 ~ day
(18 Months) Actual ‘ 26 mos. y29 Obj. . mos. -
: “MPROVEMENT 30 mos. '
- | REQUIRED s
144 ‘ | L4
D . !
. l: \l-lC«aSee Section 2 Figurei 16 for Pages/Book ) )
K ) days yields a relatively meaningless number. *
"3_ .
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L " Table VII-2
- Perf¢rmance ‘Estimates for Ricky

- . - -
BEHAVIOR PERFORMANCE TIME AVAILABLE \‘ERFORMANCE tSTIMATE (APPROX.)
Wt CHANGE REQUIRED - - .
| Desfred 20 /minl, 10 Weeks 1! %% 16£:§;s£7i£: o
- COMPUGTING Actual -10/mid. ’ . ;
MATH FACTS : '] ? .
. ) - { Required .! : 10 _ .5\acts/min. -
. Increase 10/mig. 20 Weeks 20 Increhse/wk.
. 1 - - :
' - i
s .. . .
-1 spELLING Desired  45/mip. 5 Weeks g% - ?n2§2;::7win Seq/min.
LETTERS Actual  -15/min. . \ .
CORRECTLY - e
IN Required 30 _ 2 Letters in {eq/min.
SEQUENCE Increase 30/min. 15 Wecks 15 Increase/wk.
T
i . Desired  45/min. 9 _ 1 Letter/min.
4 1 WRITING Actual  =36/mi 9 Weeks 9 Increase/vwk.
LETTERS e . A ; '
(HANDWRITING) Required . .
I quire 9/min. 18 Weeks _9 _ .5 Letters/min. P
ncrease ) 18 = Increase/wk?
Actual 3.0/min. 2.8 .28 Noise/min. : \\
| pesired _ 2/mi 10 Weeks 10.0 = Decrease/wk. Y
NOISE esire . n. . M
Required ‘ 2,8 _ .14 Noise/min.
Decrease 2.8/m}n: 20 Weeks 20.0 . Decrease/wk. ]
3 ) 3’
' CASE REPORT SUMMARY FIVE .
Program plans are summarized here. y
Ricky T, 3 9 B P - A
Student Grade Age : ' Teacher
Il.  PROGRAM PLANNING 7

5. What program plans are proposed?

* For which identified discrepancies will program plans be developed
at this time?

What progress/performance is needed to reduce the discrepancies? © s
List discrepancies for which program modifications will be developed.
7 o5 N U]
LS.
6. . .
Summarize estimates of progress/performance needed to reduce the discrepancies here.

L J s :
2 5 V¥ PO | P2,
‘ : . / ;‘? Y- ;ﬂd {3
| Sleth facts astorfrvn. | Faster /ruin
) - | . Sy,
‘.ngiaﬁiﬂl, _ decrense/uh. | dberense fok.

- . -

BEHAVIORS

Q

148 | '
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- . ,, CASE REPORT SUMMARY SIX o
k¢ . Proqram objectives and proposed changes for each objective are summar:zed here,
rekyd] 3] [9] [7 &
| ) . - \ !
N ¢ . - ‘Student . Grade Age \f Teacher -
5. What program plans are proposed? (cont.) ® '
What program objectives are proposed?.
' What program changes are- proposed? . /
List long-—rangé weekly, daily obJectlves and program changes for each \
. program modification here. .
: ﬁcad,@ CONDITIONS °  BEHAVIOR CRITERIA ’
A  Long ’”’3 e/odaf Rlcky witl rend | (AT 4 medin el
' “ Range A Me se/ections é 54‘ o
’°"’ C’-H . ewe#ee:ro“::s ;Z:d. '
' ' Behawor ;’ 44 eAd.Soﬂe.s . R cornorehension. ,
R c. wz/f § ot A Shme
weekly IVG') 8 CCCSSIVe ﬁ Crirerin AS _
es frem eﬁ'ﬂoﬂs SiX pmbove. . -
+ Behavior Books C-H .&2‘ es . v
Change 'W@Aew .
Change zwmmmm 7.7 0P

\ ‘Change 3 &n?;m/[&etmdazg_migg@/& :
[ath CONDITIONS BEHAVIOR I CRITERIA

L A+ 74 end of -4 10-) | Rick // At A median
ngge Jweek peried. g/ ven /9”5&/‘50 I,b Ul‘gg of Q0 ﬂC'f inin bé
: 3,54 7‘5 2 | [Frers ‘ with 2 or fcwer

T

Daily Ench week gjven /?/'cjﬂ wil] wrvte lﬁf A rate wA/c‘A

Q A Sheet As o /s /  fAact
, specrfied sbove A “,’e s faster/min. Han
Behavior

he vVieds weeA‘.
*Change | y

Change 2

. Change 3 Ay oue
/UO ':,e. CONDITIONS BEHAVIOR | C@TE%[A
« ISC [BF #he end oF 5 | [Ricky's aaise || [ee 47 74 -
- Iéggge /O—UCM ’YM& Oeravior w/// SAMme /C"e/
: 9 ;c v o AS peers.
} » Behavior s : .
" Daily d -2 ﬁm: Ricky's noise decravse b
oL U"/ e &e/hvior wil, S RE/ /7.
.s/zeefz“ Above /H ’ i/ ‘ / )
Behavior

change | _Condracst

Change 2 /O pynutes oA/ 70 ',Qéz(/ it th CArS.
change 3 Choose B Lriend. ) ’gégg _@J/J‘A Lor 10 suns.




If the problem you are attempi':-‘_ . ‘ -
. . * . B
ing to solve requires a change in ) Gil'ulcllm;s for \pe\.n\xn Ft‘u;,r.'t."z L,a;mur @
student parformance and you are
l‘ook.ing for some guiding pri;nciples -
) . to help you decide what program plans (changes) to make,.keep the fulztmmg AKX éuueums Lo it
.- 1. Always try as « firse chang}e talking with the s adenty 2loary . .
a.. -‘ghowing him the performance that you desire, and
) b. exDZazmng to him who thinks the behavior is tapnrtant and why thes sellese $2 1w S
i ' importanc. . ) - -
. 2. Arrange ample ?Fpoz'thiz:; for tne studint t. prastise L 1h I N T T U e °
) measuring. ) - A
» In effect, this second guidelinc means that you shuald 80 ofpanirs lnetta £fa $73€ ¢1x als-
dent can spend most of the daily lésson time practieing n the Lest fask. 2 1 coumsie, 11 = & ate
attempting to improve word-recognition proficien.y and » . 1:: abhtaintor a driy GBearda o F Taasleg
* words in context" (oral reading), then most of the dail; lesson should o ks thoe aY resldl g
orally the sdme words, essentially, oS those in thé test pakearges, . 1»“‘; s oare Feariog
for improvement in recognizing words in familiar passages, then t L aNEsacE Woa? Ty ‘
dif ferenf from the test passages. The prin. {ple weuld hold true for P thoe 3 soarhog =
task in any content area. . > ‘ )
This second guideline is espucially impurtant whra a progris ta ' -.a,; wn,;e‘l e f il vx
have revealed that children who areperforming poutly on 4. ademic casks won ! uv,/:« s time ’
actually working direct\ly on the skills in whiibh they are deflodent. Toe guitel)l o« dx vl wt: v -
tant in the development of programs ta fnflucace s al bebaslor, gl tor v oaama reaw w0 Y
you are attempting to increase the frequency of a ChEld"s foters Taons wit o e PR N .-
arrange for ample opportunity for him to pr:m'c ice at sov tnl dntera EFREN - T -
3. sHave the student set improvemeniyor’s m - ’,'”-,;; e »r:" T LRI ’ N
Because we are concerned witii improving s(udvnt_jlq-rﬂuz‘ﬂsa.%m’ wroteo U ameme ¢ g 0 KrE . ‘-,”
ponsibility for effecting a change. When we assume this Teapensibiilf . we Femane 15 &7 Bt & ’
i the central role he can (and should) play fn Jhanging hie own hetiacl.r R e I O L P
both setting goals and monitoring his progress threngh propblog - ntea s €15 i ] smgas a<if
improvement. (See.Starlin, 1972, and Ch. II.) i : ’ '
4.  Examine-the student's performance ;uu;?z‘w":" " gtalomt rer i, g - Ve em o,
and/praise (socially reinforse) improveronr. o
s , 2\/n individual can léprove his performance fn I8ulatlon but, genvrails, 10 ix mors ¥ oo v
Lén with pecple than alone. More important, perhups, ase fhe o Lai . aergues vg 3 *:h t e
which may be the most durable set of influences for behavfor . hange 4nt Milatrran v Ae S e
through guidelines 1-3 above, you will news-mrllv Be Intefm ting whth $he atoptpat aad . (45 ’
reinforcement should occur naturally. , w»;- need ln empbadise’ n-s ASDATY AR -r e il L T T T
(not just praise) tor 1mprovemcnt, huwever, and to be ;{.’n‘ thqe thote  Sweorn 23 ave Fridred )
to improving performnnce rnther than to practicing on :h. fﬂk ' )
° N_OIE: R ' . T -
The four guidelines reenmmended above cunstitate 3 set of hanges 1gyin&T @l a¥] s h :;,Q
progranm changeé should be tested. We often have found that H:}-se chsoges sione ars .f:»{«»;:?w ‘o
. produce improvement and that they canconstitute the !/ - f;‘;r-gr" T, R te cmmeniivg .
Q : { ‘ i
. 1o, - L
. I
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< -

IEN > rhis set, we are challenging you to try to find additional changes that will, in fact, improvel‘

a studgng}s'prqgram

be more effective byt
50

‘;éyond the set recommended in guidelines 1-4. Other changes will be found to
< L
this basic get of guidelines is the standard. . -

Be sure to arplnge Jif

program cha;zyes.

s

exu.- sunsequences, for Jdifferent amounts of improvement as one set of

\

As teachets, we often &,sume that performance can be improved by a new piece of curriculum )

or a "new, teaehxng method. In so

If
desirable consequences (frec time is ovne of the best) are made avaxlaulg ‘to the student contingent

WL tend to view all academic problems as skill deficiencies.

.. dolng,ue overlook the enormously powerful influence of motivation on impzr ovxng performance.

'_\ upon gradual improvement, reasons are cr.ated for him to manipvlate his ~own instruction in the .

way that best suits him, You may be surprised to find that apparent skill defxcxencies disappear

. rapidly if the student has good reasons to elxmxnate them. One surprxSe for us has been the

rapld disappearance of' reVersals in words, letters, and numerals which has occurred through
. drrdnglng contlngent consequences for correctness.

6.‘ Use cther studcnts in a teaching role whenever individual ingtruction is necessary.

Ay significant body of 1iterature exists on the effectxveness of children as teachers. Care-~

'

ful recruitmen; and training of btudents as téachers enormously increases for the student who
has diﬁflculty

iy}

both the available 1nbt§uccxonal resources and the opportunities for soc1a1

. . ,reinforcement in 1carn1ng Peer cooperationofac111tateh the development of acadgmxt skills in
Both the tutor .and tutee; it is also an occasion for increased ersondl soc1a1 development :

' Various arrangements whicn can be added to the "basic set” to create program‘modifications

are shown in Table JII-3. A decaricd list of change strategies is given in Appendix C.

LY

&

. EXAMPLE

The first set of changes proposed by the SERT for Ricky's prog.am included the following:
Y 1. Development of a contract (Fig. VII-1). v °

2. Development of‘a Token Economy.3
3.

The propobe

Practice on the tqsk.

. .

changes are listed in Case Report Summary Six. A Note that these changes do not -

v

- wall fur thc impleunLutxun of alternative curricula. Contrary to other approaches, DBPM procedures
. [ 4

try to maintain (ohesiveness with existing programs as the first. steps in program modification.
b - ) - -Q'

The proposed changes aice systematically tested duringlnvgram implementation. Adjustments are

proposed as the data on these changes are collected and their ‘effectiveness in reducing the

discrepancies is evaluated.4 -

: g " The selection of a program may

not be restricted only . . -
. Administrative Arrangements

r . ‘ »
@ Procedures to Determine-Alterngtive
to instructional materials, procedures or

4 incentives:

administrative arrangements should d4lso be negotiable.

where possible, physical or

shown.

. The distinetion is made in the illustration betwevn direct and indirect service.

servize refers to program modifilations which are planncd and implemented by the SERT.

In Fig. VIE=2 vight style¢s of service are

3

Hreot

Indirect

seryice refers to program modifications which are planned and implemented by others (usually,

3See Homme (1970). ] y )

aprbgram implementation and adjustment are discussed in Part IV.
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Table VII-3

Arrangements That May Increase or

a -

% /

/

Decrease Behavior, /

P N
To Increase:
10 increase

1.

Refinfdrcement 1

hi .
a. Social’ ot
b. Activity

‘e. Concrere

“d. Inairecf ’ g

t

Prompting (Priming) . ~ 2.
. ~ .

T

a. . Verbdl

b. Nonverbal

¢. Modgeling-

Shaping

5.‘ Shifting criterion

To

‘

b. Chatning (task
analysis) . *

Decrease:

1

2.

Extinction ‘1.

Time wut 2.

Punishment 3.
A

Response Cost 4.

Incemptatible Behaviors 5.

e
3.°

. Definition

An increase in behavior produced by
consequences:

.

.a. social events delivered by §om¢one

else .

b. doing something which is preferred
or desirable

¢. receiving edible or material awards

d. tokens or symbols which are exchange-~
-able for other consequences
~ .
o

Making changes in the cues for behavior
to increase the chances it will occur

a. saying or writing directions, explan-
ations,.or instructions for perform-
,ance

b. doing something to ensure performance

c. pfesenciqg an example of the desired
performance

Gradually building a desired performance
by beginning with behavior already in the
student's repertoire

a: focreasing the duration. percentage,
or frequency necessary for reinforce-
ment

b. requiring that two or nore smaller
behaviors occur in sequence for
reinforcement *

A decrease in performgse produced by
withholding' consequeifes which have pre-
viously reinforced th{t performance

A decrease in perrorha:ce produced by

not allowing any behavior to occur& be re-
inforced as a consequence of that perform-

ance

Decreasing performanre by maxing a con-

‘sequence contingent upon that, behavior

Decreasi. g performance by taking away
somethiug as consequence for performance

Decreasing one behavior by reinforcing
another behavior which, if it occurs,
interferes wigh doing that behavior

/

" . Example . : *
[ncreasing‘complet on of* school tasks by:

hY

A Y
a. Praising, attending

to, interacting with, or

touching someone who completed his sc¢hoolwork

b. TIncreasing correctip

roblem solving by allowing -

students 3 minutes |free time for every 10 prob-

lems solved correct

c. Ihcreasing spelling
Stickers" for spell

.d. Increasing "in seat"

' giving points to stu

exchange for social,
consequences

a. Saying "Everybody wa
picture"

b. Writing in the air,

y

accuracy by awarding "'Snoopy
ng 9 of 10 wordg correctly

behavior by occasionally
ents in their seats to
activity, or concrete

tdh ne and T'11 show you a

v

tracing, counting on finéers

c. Presenting a syllable,card, saying "This is sat,

now you say it"

'
/
f
i

i

;
a. Increasing by 5 minutles the amount of continued
"in seat” behavior necessary .to earn a token

+ b. Teaching single syllable regular words and re-
quiring the student to '"sound out" polysyliable

words

Example

1. Deccreasing "in seat"
any at:ention to it

. .
2. Decreasing "throwing
dent sit by bimself

behavior by never paying
or p-aising it 1

objects" by having thé stu-
in the back of the room for

5 minutes as a conseq ence

3. Decéeasing ¢ mpletion of worksheets by giving
additional work to studentswhen they complete

their worksheets

4. Decreasing "hitting'" by having student lose

tokens for hitting

<

5. Decreasing "out of seat" behavior by awarding

tokens for being in

.

the seat




R @Zy\ and Ae-B . both agree.
S f on the fo//owmg:

- | 7. If K/Ck)/ works gu/el‘// a// .mvrmn\c]
R Ms. B wi/l ask Rigky,_to choose the

game the class will play at lunch recess

2. If Pﬂ':kx works 7(//}9(/)/ for five days
M B  w/ send a note horme to

Kl'ckxé‘ Monm.
RiC K Y N/

Student’s name Teacher's naene

e

Fig. VII-1. Contract for the decreasce of noise 'n c Taisrme felaren <t (fent ! 2oy 2
specified rewards.




B . =
[l N .

' ’ _IN ROOM
INDIVIDUAL
OUT OF ROOM

DIRECT
> SERVICE TO — OUT OF ROOM
THE TARGET STUDENT BY GROUP\
THE SERT IN ROOM
. . - |N ROOM
; lNDWwUAL'\ '
OUT OF ROOM
. o INDIRECT - .
. -~ SERVICE T0 —= QUT OF ROOM
. THE TARGET STUDENT BY ™ GROUP ez
» - JTHE SERT THROUGH CON- . ~— IN ROOM
SULTATION WITH CLASS- =~ ~ :

. |ROOM TEACHER; TRAINING
OF AIDES;, VOLUNTEERS;
PEERS/CROSS-AGE TUTORS

Fig:%VlI- 2. Alternative administrative arrangements: elght styles of special education service
within the mainstream. (Adapted from E. Joseph, A description and an implementation

evaluation of the Seward-University Project. Unpublished Master's paper, Department =

of Psychoeducational Studies, University of Minnesota, 1974.)

classroom teachers) in conéultation with the SERT, or in which the SERT trains others to implement
the program plans. (Spec1£1c procedures for consulting with classroom teachers and training others .
/ to implement DBPM are discussed more fully in Part VII.)

Differeat administrative arrangemunts may be appropriate for different content areas. The deci-
sion o& which arrangement to propose or accept should be a collaborative one between the class- -
room teacher ani the SERT, with due consideration given .to selecting the ;rrangement which is the
S appropriate and "least restrictiQE" one for the particular student.5

For ' Ricky, two alternatxve administrative arrangements were proposed by the SERT for each

academic behavior. Only one arrangement was ‘proposed for social behav1or

-

Reading: ) .
. " Arrangement 1. Daily direct service by SERT in regular classroom.

Arrangement 2. Daily indirect service by peer tutor monitored by SERT ig resource room.
Math: ’ .
Arrangement 1. Daily'direct service by SERT in regular classroom.

| ) "Arrangement 2. Daily direct service with. three other pupils by SERT in resource room.
' Noise: '

Arrangement 1. 1Indirect service by SERT through consultation with classroom teacher

(see Fig. VII- 1. - ' . .

. ’ 5

The definition of least restrictive alternative, as given in P.L. 94-142, clearly establishes the
policy of educating all handicapped children "tv the maximum extent appropriate" with children
@ who are not handicapped.
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Date Completed 7/Q ‘7,/75—

o A2 LT

140
' ~ CASE REPORT SUMMARY SEVEN ‘
Aieky I 3 g 770, &
'Student Grade " Age " Teacher
5. What program pla'ﬁs are proposed? {cont.)
! What resources are available to implement the plan?
i : N .
: Propose several possible pr: gram arrangements hc(are
Behavior] ' Program Type of Instruction Time Irﬂplementors Place
Arrangement . .7 ’ c-
1. Group /’:'50’ ) AIDE Resource Room
Indirect ’.Z:; CLASS TEACHER OTHER
Qeden Y | peer Other -
., Direct  Group - P _ AIDE
' (lndirect) “',’" CLASS TEACHER OTHER Clagsroom -
: |above J(REER ' Other
] Group {1r00- AIDE Resource Room
Indirect o | cmss Teacher ome
! /N -
nath lDai/y . PEER Other
, -
Indirect Individual /1:50 CLASS TEACHER OTHER <F Classroom
’ ‘ ' baily | peer Other
>
’ 1 Direct Group — @ AIDE Resource Room
2 individuai) |AM. |(Class TEACHED OTHER
. ’ N
Nowe ,! PEER Other
2 Direct Group SERT AiDE Resource Room
; (/\/ ) Indirect Individual CLASS TEACHER OTHER Classroom
[og SV
PEER Other
f -
—
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Overview: Measurement
Measuring progress on a daily, weekly, and monthly basis has been demonstrated to be a
c;itical cbmponent of DBPM. 7o insure uniformi;y of muasurcment'throughout)the program as part of
the program plan, the SERT must specify’ which of the graphs developed during initial assessment
will be maintained during the program and how'o?ten and in what manper the data will be collected.

Additional graphs may also be constructed if they are needed.

’

PROCESS: Measurement ‘
QUESTIONS ¢ MATEBlALS NEEDED' ACTION REQUIRED

0N
ing

6. How will effectiveness
of program plan be measured?

What procedures will be used Guidelines to select - Specify procedures to

to msasure.progress/perform- measurement procedures.<:) measure behaviors and fre-

ance? . / 4 ‘ quency of data collection
! on Case %:iort Summary

How often will data be, . . .Eight.
collected?

“Program Plann

DECISION AREA: _Program Select

PROGRAY PHASE':

yhat progress/performance Procecures to draw_pro- Draw projected progress/
‘ Is estimated? jected progress/perform- performancg estimates on
Fir ance estimate on grap@. graphs.

Several factors must be

. . . - I
considered in the selection of {

(‘uadellnm to Sclect Mcasurcment Procoduro,éT@

the meéthod and frequency with

-

which data are tollected: ‘

1. The opportunity available to measure the behavior (i.e., the frequency with whichlpﬁé -

. . ; : ™~
behavior can occur). If the student is seen for instruction only weckly, a dally measurc is ruled

out, obviously.

2. Whether progress or performance is being measured. Progresé graphs usually span longer

éeriods of time and measurement may be less frequent. ]
» «
3. The frequency with which the behavior is likely to change. Behaviorsthat change frequent-
1y should be measured more frequently. A genefal rule of thumb is that the more frequent the

measurement, the gredater the sensitivity of the measures to changes in progress/performance.

.

EXAMPLE

In Case Report Summary Eight, therc¢ are listed the procedures that will be used by ghe SERT
to measure Ricky's progress/poerformance.  Note that in aéd;tion to the monthly progress graph for
reading in the Read Scrius, which was dueveloped during iniéial assessment, the SERT will maintain
a daily progress graph as well. 1In this instance the daily progress graph will help to monitor .,
the estimated daily mastery goal of 6.5 pages/day.

For math facts and noise behavior, the graphs developed during initial assessment will be

157
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1
i
1

Reading . : v ! 3

1. On the first day of each month the SERT will plot a point on the monthly progress graph
to represent the mastery level which Ricky has achieved. N 5 by
) 2. éﬁch day Ricky reads, the number of pages mastered will be determined by tﬁe;mastery
cr%terion (50 words or better/min. with 2 or fewer errors and” 80% comprehension) on afranquly sel-
ected paragraph from the pages. These pages will be added‘to the cumulative total bn;the déifx,
progress graph.* . !
Math Facts ‘ ;

Each day Ricky will }espond orally for one minute to a randomly selected set Sf:addition and
sqbtractién math facts with sums from 0-19. The number answered correctly and incoriectly/min.
will be entered on the graph. - r

{
!

"Social Behavior - :

Each week the SERT will observe Ricky and his peers in the classroom for 10 miﬁutes daily
foy n?ise behavior. Rfcky will be observed for 5 alternate minutes and his peers for 5 alternate

minutes. The data will be .ummarized and entered on the graph by the SERT, and subéequently

N <
s shared with the teacher during consultation.

This information is summarized in Case Report Summary Eight.

“

Procedures to Draw Projected Progress/Performance
Lines on Graphs. Sce Chapter III. E"WLE

The projected e¢stimates made by the SERT for Ricky's three pinpointéd behaviors were added
to the relevant graphs. *

Reading. The intervehtion'puriod sclected by the SERT for Ricky's accelerated progress in
the Read Series is 9 aonths. At the end of this period, desired mastery for Ricky is completion
of third-grade reading.lcvel or Book I. This point is shown as A on the graph at t.e intersection

. of end of xrade 3 (27 munths) and Book I Ricky's present mastery level is the fourth month of
first grade or two-thirds of the way through Book C. This_point is shown as ()on the graph'at
the intersection of beginning of grade 3 and page 60 in Book C. A dotted broken line (=+=-=:= )
is-drawn between Oand A. Sce Graph 12c.
" The esgimatud progru;s for the 9-month intervention period is based on mastery of 6.5 pages
per day. To @uniLor Ricky's daily progress, the SERT sct up a daily progress graph in reading.
On the vertical axis, the SERT listed the books and pages in the Read Series with each line
representing 6.5 pagus, begioning with page 60 in Book C. Thus, the total pages on the vertical
axis equal 637 (40 pp. for Buok C,‘the total of 100 less 60; 190pp. for Book D; 222 pp. for Book
E; and the first 185 pp. of Book F) to be mastered in the 98 days Lf the 20-week intervention
period. The weekly dates were written in on the horizontal axis. 2
SERT plunned on starting the intervention in reading during the week of September 23. Thus
the SERT cstimated that the 20-week intervention period would ¢nd February 19, Thereforéf the
SERT placed ZX at the intersection of 646 pages qnd 20 weeké after the start of the intcrvéntion;.
C)was placed on the graph at the starting date of the intervention. A dotted broken line
(mememem ) was drawn to connect the two pofnts. See Graph 12c¢-1.
At the end of 20 weeks, a new graph of daily progress will be organized to start with p. 186'

of Book F, and a new estimate of progress will be drawn, as in Graph 12c¢-1.

Computing Math Fuacts. The SERT had chosen a 10-we8k intervention for Ricky-for Lthe computa-

Q tion of math facts. Using the equal ratio performance graph, the SERT marked off 10 weeks from
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Measurement procedures’ to be used in the program are summarized here.

CASE REPORT SUMMARY EIGHT

PN

Ricky T 3 Q P 28
Studeqt Grade . Age Teacher i f-
6. How will effectiveness of the program plan be measured? g‘ﬁ
What graphs will be maintained for the prograr.? : T
How often will data be collected?
Behavior How materials What the What the { Type of Frequency of | What is . =
to be ‘are organized teachefr says student graph measurement recarded. on
measured does the graph
- # of
Rardem | Read 745 | Readls Fges
o Selecton ;ﬁjc hrfe | #4e Yoilered.
» . 1from 6.5 Trme ou ;
ﬁCM/gy ;4385 7 - for / /:;{/) ;:I/ft/ﬁm Performance Weekl.y )
, Resd Series 77»8; LN ., of
capts |z [T %
. 3 oYc T A
C-H). gbulz.sﬁms- QuesTiens mastered,
Frinted page | Plesse Wntes |rrogress ¥ Comred,
f; ,i?m write 7he | prswers /neorree
Selecte Answers \for 7 Per-mnutel
Mloth St 7o s | minote w7
Svubtracten
Fants |ah wra. |77 et
ACTS lwrith Soms Monthly
c-/9.
' . . . r~ rvn.
/U . R/cévy ﬁ/)d 7&,9%,- « /&g()/gp Progress Daily /ﬁfc of
O/Se | peets mn |observes |cjpes- | L N\ oehavior
in  |elossreonm. |For /0 | worA, - ‘@ | for Rekyl
C Jassroon runotes. | andl Qgﬁ ;
’ = Honthly

This case report summary is an adaptation of a recording format presented by ...

Jr.,

The assessment tool that meets your needs:

Childven, 1976, 4(3), 106-109.

The on# you construct.

£, McCormac‘k '

- . )
R R e
DA 3

ar

placed a & at the intersection of the line representing 10 weeks after the start of the
intervention and the line representing 20 facts/min., and a Q at the point representing the

presént median.

|
|

A - - - was drawn to copnect: the two points.

5

See graph 15b.



Q

ERIC

Aruitoxt provided by Eic:

- 144 !
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Graph 12c.  Monthly progress graph, Read Series, showing nonintervention progress line
and estimated progress line, for Ricky.
NoisJ. For noise a nine-week interventjon period was selected. AE the end of this time

period delired nuise behavior for Ricky is .2/minute (Pevr noise behavior). This gual is shown
on the griiph as a A at a point nine w'eeks following baseline at the .2 line on the graph. A

_ “~
dotted lige =:-=oaem was drawn from the present median of 3, represented by a (/,to the A . See Graph

19b, pag«j 148.
The ,iSERT then completed Case Report Summary Eight listing the specific activities for measure-

ment and/data recording for each behavior.

PROCESS:  Commumication vl Collaboration s
g, f QUESTIONS MATER{IALS NEEDED ACTION REQUIRED
0 4
o X
s 7. Does the program plan Purpose of _program plan
A meet the expressed needs review. d ~ \
S of referrer; student; v
5 5 parent; others?
G & T e e e S m oS oSommoooomooos Ssessespeses
§'§' Have all parties been Form to receive feedback Circulate Case Repo\rt
& & involved in planning? on program plan. (Case Summary Nine to intey-
Report Summary Nine) @ ested parties.

-Ffif}f[ Have all parties Arrange program plan \
%% accepted plan? staffing if required.
SF-| I !
2 [ )
K-:)Fi .
[ \

1610
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ST}.'ID7ENT: R\CKY _ 'SCHOOL: RiveER*RUN . CURRICULUM: READ Series
16370~ ,

& "70‘0 " - v KEY s

- 515.0~ — —

’ ‘ ESTIMATED

5525~ "PROGRESS
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- , Time in School (Days) N
' - Graph 12c-1. Ricky's daily progress in Read Series showing estimated progress
line for *intervention. *

o

v

Progress in Curriculum

) The program plan review is designed
- £

to insuré systematic feedback on the extent Purposc of program plan review @

to which the planned program is meeting

the expressed needs of all parties, and to
permit some choice about which administrative drr:.mng,ements will be implemented. Thus the
collaborative nature of planning is confirmed. 6 ‘ -
Program plans must adequately reflect the concerns arciculat.ed during the p_roblem selection
’ phasé of the program. The exhnustivq nature of these activities can be justified only if the
\resulting plan is more appropriate fcr the student and satisfactory to the student, teachers,

parents, and others than would otherwise have ociurred. To expedite implementation of the program,

the plan is circulated to the relevant persons and tReit approval, reactions, and preferences.are
solicited. If the administrative arrangements selected by all the parties is not the same or the
program objectives or changes are rejected, these diffuvrences are reconciled informally or at a

review meeting until agreement is achieved.

-‘.6 L. 94-142 guarantees parents the right to partifcipate in all decisions regarding their child's
Q p ogr‘hm, including the right to participate in planning the educational program.
[MC / l b l
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e 4
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= * Successive Calendar Days ’ )
: Graph 15b. Daily performance graph for computation of math facts/min., for Ricky.
- EXAMPLE . {
The plan the SERT developed for Ricky and summarized in Case Report Summaries Five, Six, |
Seven, and Eight was circulated to the team four approval. The SERT and the classroom teacher 1‘
. then hild a conference with Ricky and his mother. Thé plan was explained and both Ricky and his
mother were asked which administrative arrangement they preferred and whether prugram objectives ‘
and changes seemcd appropriate. Their preferences are shown in Case Report Summary Nine.
, .
5 T T — — - T - L‘ - - ” - - ekt At
-4
162
Q
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CASE REPOKT SUMMARY NINE

This form is used to solicit and record feedback on program plan from interested
parties. . .

| Riesy 3 g 7. B

v
v
H

Student .Grade, , Age ] - Teacher

7. GDoes the program plan meet the expressed needs of the referrir?
- student? parent? others?
} . Have all parties been invalved in planning? 4
’ " Have all parties accepted plan? .

Directions: . .
} Circulate proposed plans (Case Report Summaries Five, Six, Seven,and Eight) to
interested parties and solicit their program plan preferences on the form below.

- . . T = P TS e D TS e e P O S O D e e e s T T TP gn T G Y O -

} : Enclost are the‘Plans which have been proposed for La/ program. Please

read them and indicate your approval or disapproval of “the plan and your choice of administrative
* \
arrangement. If you have concerns about the plan wi.ich need to be communicated in person, please

T
stop in to see me in the resource room any morning before the start of school or call me at

3{23- 3‘!2[ . If plans are not satisfactory a team meeting will be arrang d. °

SERT .
9 /27]) 75
- Date ” g
! have read the enclosed plans.
} ’ My preference is as follows: .
Preferences
Behavior Program Arrangement lass Teacher Parert Student Othker Team Members

0, 4| 1Dvects indwidual | o/ v | Mo preference)-

2. Trdirect: individual v

: 1.Divect; mdividual
Mk | . Divect; group

7 v, v
"1.Ind fz’e)cT; ivdividus¥ N4 v v

} 7744@ 2. . .
| AccerT  procram GeuecTives | v/ % B S | SRuchy . | '
- | ResecT_ . . AND CHANGES ] : | )
- —

Please return to the SERT's mailbox as soon as possible so that the program may begin.

Frogram Plan: Accepted 7/&:5’/76/

Date ° N

¢ / .
a

'ITo meet requirements of P.L. 94-142"a staffing ma'y be necessary here.
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Graph 19b. Daily performance graph for Ricky and pccrs nonse in classroon showing estimated
performance line for intervention. >
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PART 1V

Developing' Skills ‘in DBPM: .
Program Operationalization Phase

N B

The best laid schemes

o' mice an' men

Gang aft a-gley. .
Robert ‘Burns :
s “ N
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" The four key elements in the program operationalization phase of DBPM are as folléwsa

1. Goals must be clesrly’identified and progress on the goals must be measured frequentfy.
H - 0

. A majortreason for instructional failpres is that goals are only generally defined and
- ~ . \ N . o .

. prdgress is Reasured only occasionally (Bohannon, 1975; Hofmeister & Crutcher, 1975- Jenkins &
Gorrafa, 1974

sufficient basis for evaluatnng student progress, the belnef is founded on fafth- not facts. Goal .

). Although teachers often beiieve that daily .nteractlon with students provides .
Settlng and m asurement, Wthh are d|scussed in earlier sect|ons of this manual, are ssent:al -
to any attempt to change students' progress/performance. N \Q\\\\\\\ o

2.’ Arprogram ust be held constant long enough for its effects to appear.

th unusual for them to change different aspects of the programs on an almost dally basis in

Nhen teacyers decide to initiate new programs for children with learning difficulties, it is
their zeal to pake dlfference in the ch|Idren s progress/performance. Such frequent changes
in instruction |are self- defeating, however, for two reasons: .(a) the effects of the changes cannot ]

be evaluated , §nd thug (b) any potentially beneficial change may be discarded before it is iden-

“tified.. OftenJ teachers attempting DBPM for the first time find it difficult to be consistent in

daily,instruct on because they feel frbstrated when immediate results are not” apparent. Yet, once

: they “onquer these in |t|aI frustratnons, the same teachers find it possible and rewarding to

'S
.

. QD
adhere to systematnc con5|stency . . ’ ~

. " 3. Dath should be used to make pr;gram-chaﬁge decisions, but som. aspect of the program should be

" changed ‘every 15 school days (3 weeks) or after 15 data points, whichever comes first.

. We recommend as a rule.of thumb' thit a program change be made any time three successive data
points fall below the projected progress/performance line (Bohannon, 1975) We also recommend that
regardless’ of how well tne program may be going, some aspect of the. program be changed every 15
school days or data ‘points, whichever comes first. 2 ;

These recommendatlpns are not dnffncult to follow, given that most teachers change many .
aspects of programs daily. However, it may be tempting to hold a program constant when a change
is Ieaoung to prbblem solutlon Stnll, we cannot know whether a current program is the best pos=
sible one unless we regularly make changes (evary 15 days or data points) in at least some aspect
of the prdgram to see whether, an improvement is p055|ble. Call this procedure ”tinkering,“ if you
like, but. it Ts an essential procedure in DBPM. Remember, we arc suggesting program evqut|on
. not revolution. For example, simply increasing or decreasang the amount of time that is spent

: each day on a part|cular instructional activity is a change, and it may lead to |mprovement. When
you make a change that decreases progress toward goal attalnment, ou are always free to change back
to your previously more successful program after plotting three succestiye data pqints below the

SN

line--and that is another change! N .

< ~ .
4. periodically review program activities ‘to insure that the program is being\Tmplemented accord-

ing to plan and .is agreed upon by those concerned with the referral. 0

The effectiveness of a carefully planned and selected program can be tested only\}f it |S

fully implemented. We flnd often that a true test of a program has not been made because th
people who are respon5|ble for carrying out important aspects have not done so according to the
plan. With periodic reviews, the extent to which the program as planned is being implemented can
be evaluated and any differences which are detected can be reconciled. Periodic reviews increase
the 1ikelihood that an %dequate test of apegentially beneficial program will bc.made. In addition,

D . i : . - . .
L O 16 ' S
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by, formalizing Communication among the persons interested in the student's program, periodic re-
views prompt and reinforce the sharing of responsibility which was initiated during problem and

program selection. "y,

These four points are discussed in detail in Chapter VIII,

N .
- .
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. "' Chapter VIII ' .

PROGRAM OPERATIONAL!ZATION: ’
MEASUREMENT,, EVALUATION, AND COMMUNICATION AND{COLLABORATION

N

1 o - N .
. .
, . N
Decision Areq: ' =/ . frerar Thage
Program Operationalization ; ’ Iyl and S0 gl sy
‘ - ~ §‘
¢ . Overview of Mcasurement . Contents

s

ri ogram icnalizatic sure F
. During program operaticnalization, measurements are taken A Measurement .
on the behaviors which have been selected for modification in )

- ‘ aluat in
the agreed-upon program plan. R Evaluation

. ° "
The guidelines for managing these data~collection activitien Communicatian gnd

. A . Haboratd
and the decision rules for making program changes ace Jdiscussed Lotlaboration

v,
in this chapter. 4 ”
. PROCESS:  Measurement
QUESTIONS ) ‘ MATERIALS NEEDED ACTION REQUIRED .
S = ’
' 88 9. Is program being
838 implemented as planned? . -
g g Are measurements being ' Guidelines for imp- Measure praogres, /e fores
St | taken? Are graphs being lement ing data collgc- ance. Plnl 4ataosn
1S maintained for each pin- tion activities, (:) qraphs.” -
FVENY pointed discrepancy? Are
QB 3 . ~
&3 data beipg recorded as .
< | planned?
\\5 e
X g ------- G - - R R R R L L e I LR R N L ] LI R N e e
gnﬂ Are program changes being Decision rules for mal ing Hake progras harges nased
-~ 2 F made based on graphed program changes on data -
&S .
data? Aré changes
. - ?
G noted on graphs
[u([} ------------------------------------------------------------ P R R A D e ]
o o<t
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+
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T
’ S .
. L . g The following VYist of paldelncn 10 oo cohpne
Guidelines for Implementing -
Data-Collection Activitics thve but i supgests some posftive apos oy e tor
. \ decreasing implement.at fon prohlems,
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When the SERT Collects the Data

During implementation, data are collected and recorded so that program-change decisions can
be made. Here are some guidefines to help to organize data-collection activities.
1. Choose the graphs you will use cz_zrefull'y.

Try to keep no more than four graphs for any one student on the behavior(s) of interest. for
example, if imbroving reading skill of newspapers is the behavior of interest, measure this
behavior only. It is not necessary to graph phonics skills if you have chosen to teach phonics

.

as_an iIntervention t6 improve oral reading qf newspapers.

2. Be organized. f

a. Keep-each student's graphs in a folder with his daily work for easy access. ﬁ\
b. Encourage students to assume respon§ibility; let them bring their folders to.the SERT .”f;;7~

when the lesson begins and return them when the lesson is over. A

c. Keep timers and penc{ls accessible; wear them around the neck, for example. i
d. Record data directly on the graph when the measurements are taken. Do not allow data .
to accumulate on separate sheets of paper. Transcribing information is more time consuming and
it is aversive enough to insure that it will not be.done.
" “e.' Eath time a change is made in the stuaent's progiam draw a vertical line half-way between
the last data point of the previous chaage and the first data point of the new change. Label the
change directly on the graph. ‘ .
f. Compute the discrepancy for each change directly on the discrepancy worksheet. .
g+ Include the necessary time for collecting data in your lesson plan. Do not try to
fit ‘t in if theré is time left over! . s
h. Set aside a regular time period to summarize and review data Again, do not try to fit ;
it in Summarizing and reviewing data must become a valued and legitimate [reparatlon activxty /
3. Train others to collect data (see Part VIL).
a. Train students, peers, cross-age tutors, and volunteers to collect and record data. It
has been demonstrated by Starlin (1972) and others that even first graders can be taught to
graph data!
b: Persuade the math teacher to develop a unit on graphing which will be taught in the
¢lassroom for 15 minutes ecach day and include practical experience. 7
4. Persuade others of the usefulness of data collection for sharing, reéorf?ng, and accountability.
a. Using data decreases the amount of time it takes to make program decisions. One look !

at the graph is usually all that is nceded to determine whether a program change is warranted.

b. Whenever you can, summarize data on the Discrepancy Ratio Worksheet for parent confergnces
"

and staffings. "One look is worth a thousand-words."

c. 1Include the graphs and Discrepancy Ratio Worksheet in the student's permanent file to .

decrease the duplication of record-keeping activities.:

R When Somcone Other Than the SERT Collects the Data

Since the SERT assumes personal responsibility for insuring that programs are implemented as
plmnned, it may be valuable to review some of the common problems SERTS have encountered in
trying to help others manage the data-collection activities. These problems and some possible
solutions are discussed briefly in Table VIII-E. The list is not exhawstive, of course. In Part
VII on consultdtion and training, further discussion is presented on how to solve discrepancies

between program plans and program implementation when others are implementing the program:

1.()‘) ‘ " . _-T‘._ -
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Table VIII-1

Implementation Problems and Possible Solutions

Problem

"1. The program is

implemented bhut pro-
gress/performance
is*not measured.

Explanation Offered

Imp lementor cites lack of time;
concern for extent to which
measuring performance detracts
from instruction.

o

Student objects to having per-
formance measured.

Solution by SERT

Trains students, peers, cross-
dge tutord, voluntecrs, and aides
to measure performance. -

Observe measurement procedures
and help to develop more effi-
cient methods, if possible. y

Offer training in evaluation pro-
cedures as a method to improve
instruction and not to detract
from. instructional time.

Manage the implementor's dlass

for a few minutes each dqy init- -

ially while he/she measures per-
formance, and then gradually.
withdraw. ;

Prompt and socially reinforce
all measurement attempts by the
implementor.

Write contract with student.

2. The program is
implemented; measure-
ments are taken; but
dataare nut recorded
on graphs.

Implementor cites lack of time.
Dataare placed on recording
forms instead of on graphs.

Implementor cites lack of
charting skills

Implementor appears disinterested
in data or does not see import-

‘ance of recording and graphing

data.

Manage implementor's class for

a few mintues each day initially
while he/she graphs data, and
then gradually withdraw.

Keep all graphs in a looseleaf
notebook for easy access and
record all data directly on

graphs. /

Train others to record data.

Teach charting skills. Model
charting behavior by providing
samples. /

(SERT and principal) prompt and
reinforce data recording and
graphing by "stopping by" to
inspect graphs each day.

3. The initial pru-
gram change is imp=-
lemented; progress/
rerformance is
measured; data are
recorded but addi-
tional changes are
not made as planned.

Implementor states that the
student is already making
satisfactory progress.

Implementor believes program
changes are unsettling to
student.

.

Implementor lacks skill in think=-
ing of appropriate changes.

Review discrepancy data and pro-
gram plans with implementor and
others iuvolved in problem iden-
tification and program selection.
Determine if all are satisfied.
1f not,write a contract to be
signed by all concerned parties
(including th. implementor).

Socially reinforce implementor
for being concerned; arrange

to review changes with student
and/or suggest using the data to

“determine the effects of fre-

quent changes.

Consult with implementor. Organ-
ize several changes for implemen-
tor. Prompt and reinforce all
efforts by implementor. Share
simple "how to" articles appro-
priate t. the problem.

11}
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) When a plan has heen‘implemented-and the
data are collected and graphed, the data are Decision Rules for Making (:> .
. used to determine when to make program changes. Program Changes . R
Based on the work of Bohannon (1975) and the rules . ,

for making data-based decisions discussed by Liberty (1972), we recommend the following two rules:
- 1. Make a change whenever three successive data points are plotted .
below the estimated progress/nerformance -linc.

. i ) \
2. Make a change after plotting 15 data points or after three °
. . . A
weeks, whichever comes first. 2\
. . <
Each time a change is made, be surc to record the new discrepancy on the Discrepancy Ratio Work-
sheet.
Changing the Estimated Progress/Performance Line
When three successive data points are plotted below the estimated progress/performance line,
necessitating a program change. a change s also required in the estimated progress/performance
line. The new estimate is drawn parallel tothe original line beginning at the last recorded data
point (see Graphs 12e-1, f-1, g-l, in Part V).
The new estimate adjusts the original objective to the student's actual performance. When . \
‘ ~ * X
the initial estimate is computed, tnere is little information on which to evaluate the student's
progress/performance on the specific objcj%ives proposed. At best, the initial estimates are .
educated guesses that are based on the team's evaluation of the importarce of the problem, the
time available for the intervention, and the size of the discrepancy. In practice, when the esti-
mate is consistently not achieved, it is a signal that the original estimate may be too -high (or
too low, if progress/performance is consistently and markedly above the estimate). The new esti-
mate, therefore, is drawn te accommodate the actual. performance of the student.
Overview of Evaluation
During this phase of program oeprutionalization, the extent to which the program is being
implemented ‘as planned ‘is evaluated.
The four questions which are answered are shown in the matrix. When discrepancivs between .
the program plan and its implementatiun are detected, the ‘differences are reconciled or justified
through the review process. ., ,
L PROCESS: Evaluation ’ ¢
N .
35 | o
BN QUEST I10ONS MATERIALS NEEDED ACTION REQUIRED
ng
e R
§%5 8% 10. Is program plan .
IRy [
g}g g 8 impiemented as proposed?
O ™ el - . . . . .
888 Are there a sufficient, Guidelines for reviewing Review graphed data and y
S N~ number of data points data. () compare with program
& for each intervention? - plan.
<< o .
[N s .
[T
. < 5 Are program changes Compiete Part One of
% o frequent enough? . Case Report Summary Ten (:)'
N ’
R Are changes made "
& according to decision .
8 2 rules? :
& es?
: =

o Afrer three changes have been made, the data for cach change will be reviewed to evaluate which
Ez l(jchanges have been successful. These procedure are discussed in Part V.

s o
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One of the best ways to determine if a
@ Guidelines for Reviewing Data program is being implemented as planned is to

review the graphs which are being’maintained

for the program. The following data should be
summarized on Case Report Summary Ten:

= Data Required Procedures for Review
1. Data relating to measurement

a. Are there graphs for all pinpointed "Yere should be as many graphs as are listed
behaviors selected in the program in Case Report Summary Seven. ' '
. -]
plan?

b. 1Is performance being measured? ;, Compare the program plan with the actual

measurement data which are available.

c. Are data recorded on graphs. Each graph should tontain déily/weekly/'_
_monthly data points, depending upon the
type of graph and agreed-upon measurement

procedures in Case Report & mmary Seven.

S
2. Data relating to change procedures

a. Are the changes identified on the Check the graphs for vertical change lines
graphs? indicating that changes have beea impleménted
1
h. Have program changes been made Count numberaﬁalocation of data points.

according "to the decision rules?

c. Are the changes those speciried Compare program plan with implemented
. in the plan? changes. °

The frequency with which the formal reviews of program implementation occur depends entirely
on the individual ur group reépons}ble for managing the program. We recommend the first review
within two weeks of program implementation and, again three to four weeks later {when necessary).

Subsequent revi:ws are discussed in Part V.

- EXAMPLE B

Two weeks after Ricky's program was Impiemented the SERT reviewed and summarized the data

recorded on Graphs 12d, 12d-1, 1l5¢c, and 19c.

This information is summarized id Case Report Summary Ten.

1

7
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STUDENT:R\d‘)’ BOOKS, v SCHO}OL Rivev Run ‘CURRICULUM: Read Sevies’ -
. L AL AT .
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? A a KEY
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SUT 1 0 ACTUAL LEVEL OF
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Graph }2d. Ricky's monthliy progress graph, Read Series, first review. .
] .
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Data pomts recorded for Ricky's daily progress in Read Series, at first review.
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— T2 16 -
‘No -FLASH CARD ' .
Nener PRACTICE KEY:
: @ IR @ - * CORRECT
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Graph 15c. Data points recorded for Ricky's daily performance, Math Computation Skills,
.first review.
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\ Overview of Communication and Collaboration
® . ‘ *
.
During ihe first six weeks of program operation several meetings are convened to evaluate

. whether the planned program is being implemented according to the agreements.

\

—- PROCESS: Communtecation and Collaboration
N » i
JS \\\\\\ j§.§ QUESTIONS ' : MATERIALS NEEDED ACT 10N REQUIRED
lc “
- \E§w§ 11. Are all parties aware Purpose of periodic
~ 88 of the extent to which the review meeting.
.gfu program is being im-
R S plemented?
83
N
/ &3 Staffing_Request Hold periodic® review
C " S "Form. meetings with team. - .-
g§ Reconcile any differences
& ‘El . " between: program as planned
&5 and implemented.
A}
S Complete Parts Two and Three
2R . . of Case Report Supmary Ten.
g = '
T = * 9,
= <Y N
- 1 T
58
RS
AR
The primary mechanism for evaluating program .
operationalization is the periodic review. Periodic Purpose of Periodic Review @
reviews are held throughout the student's program

and should be established on a regular schedule. During implementation evaluation their focus
should Pe on the agreements that were established in the orginal ptlan. “

The implementation evaluation should occur from 1-2 weeks after the initiation of the program.
The purpose of this first review meeting is to determ}ne whether the plan is becoeing operational
(rather than effectively solving the problems); progress evaluation data need not be obtained.

At this point, it is more important to know whether the data on performance are being collected
rather than whether the data indicate the achievement of intermediate and long-term objectives.
Subsequent review meetings focus-not only on whether a plan is being implemented but, also, on
whether data show any program effects (usually, changes in student.performance). These reviews
should be conducted as part of the periodic review of program plans conducted by the studunt sup-
port team and are discussed in Part V on progress evaluation.

Discreeancics between this plan and the actual operations of the program are discusssed by
the team:. Some discrepancies usually are resolved during the review; other= are referred back to
the program selection group or the SERT for resolution. All discrepanc1es between the planned and
operatioﬁal program are recorded on Case Report.Summary Tqn and filed for future reference. These
records doEum' * the success of a program or provide the basis for the adoption of an alternative
program when, a result of periodic review, it becomes evident that the program plans have
built-in prot chat interfere w{th implementation.

‘At the team meeting at which Ricky's program was reviewed there was general ng;rf.ement that the

rogram was being implemented as planned. This information is summarized in Case Report Summary

a t

Q Ten.
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The SERT included Ricky's name for periodic review on the staffing form routinely circulated
® B »

to all team members 3-5 days priur to the staffing meeting. A sample of this form, which should
be used for all staffings, follows:

@ Staffing Request Form

To: Members of Student Support Team W y /775

From: SST (:hairmanI - Date

‘ Here is a list of the students for whom requests have been received since our
last meeting.

-

~

w) : : o
_QQm,ﬂ,JJ (MJ) .

M"O' (MQ}

Please list students whose programs should be reviewed.

Progress Evaluation Program Certification

Impiementation Evaluation

3)
: ‘ﬁ,_(,_'éi . (Mracle ‘/)
;
™, 3
The SST will convene in the resource room at 730 Y on /’

OW 9) /975 . . Return this form to the SERT prior to

.

»r

the meeting.

!We recommend that the SERT chair this team. :

ERIC | Liv
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- r) CASE REPORT SUMMARY TEN
Results of the SERT's progranm review are summarized here and circulated to
all interested parties. ’
Rreky T 3 ¢l . |72 &
; Student Grade Age Teacher
B, o .
H1l. PROGRAM OPERATIONALIZAT!ON
9: Is program being implemented?. *
10. Is program being implemented as-proposed?
11. Are all parties aware of the extent to which the program is being
implemented as planned? . -
Summarize data from graphs here. ) .
L]
W '\\- . ° Date /[0/8/7{
1 il - ,
e Number of Graphs 1 2 3( )5 6
Data Plotted? 2!::25 ’ NO .
-3
Changes Made? @ NO o .
/ Are changes @ NG  Comment
// . frequent enough?
Summarize review meeting here. .
Da'e 10/9/75
i ' ’ i
/ - |
/ : |
o |

|
List changes required to reduce discrepancy between program plan and program implementation ‘
10/9/75 .
‘. z ! N a- ‘

Date

-~

“ERIC v

v .
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o e . ’ . ) o . *Developing Sk\{lis 11\18PM
o L TN . - Interpretation, Refinement, and AdJQ ment
) ' : It is not so much a sknll as a’ personal characterlstlc--an attitude. s
l‘ . ) . And that attitude is _one of optimism. Igyou believe the prmcnples
S o i of the behavioral approach then an optimistic approach s the
B e only one with whnch you can function. You believe that this child.can .
: R . learn and that yod can arrange the epvironment to help him iearn. You
T . cannot, indulge yourself in the luxury of saymg, "He's too stupid,"
. s . i or "He' must be brain damaged.' . . t .
. . v b You naturally embrace an attitude of let's try domg
. . | something else kind of thing. °
R . . Sldaey W. Bijou
;v"".'.w L T . . ©_ (Let's Try Doing
: ' . ‘ . ’ Something E\§_e_
N : . J .° . Xind of Thing,’
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Overview .

P
There are descrlbed in Part V the essential skills of the data—based approach whidgh Iead to

n . cumuIat|ve improvement in programs. . ,
.- ,

As we have stated repeatedly, no one can predict with certainty the specific program changes

.. that WIII eI|m|nate an academic or social d|screpancy, such changes can be identified onTy through h
o . the systematlc testlng of alternatives. 1In contrast to teach|ng as it is ordinar|1y~conducted
;:;3 " DBPM is a continuous evaIuatnon design in which programs are deliberately changed and the effects

., of each change are compared w:th the effects of previous pregram changes Such comparisons
. enable obJectlve decisions to be made about which change(s) ps(are) leading most rapidly to
' prpblem squt|on and which is (are) Ieast helpful. when programs incorporate the data-based pro-
cedures outllned here, they have an evolutlonary quallty, that is, successful changes survive and
become a part of the program while unsuccessful changes fall out. The net result of such an

approach is the construction of a program that is cumulative, in its effect on problem resolution.,

~

Let us review the procedures that produce these cumulative benefits: o
5 o j.\ During prooiem selection, conduct an initial assessment of performance discreparcies to
clarnfy what problems exist and to did in determining pr|or|t|es among problems. The data éST?\\ ’

Iectéd during |n|t|al assessment should establ sh a baseline againgt 'vhtch subsequent program
. modlflcations can be tested. Continuity in programlng is established as the data collected in-
itially are the same data that are used in later program evaluatnon dec|5|ons

2. Durlng program pIannlng, carefully deveIop a plan conta|n|ng several alternative progra!

changes that may lead to problem solution. Attempt to predict the relative cost and effects of

different alternatives, and develop the attitude thar what we try first may work, but if it does .
ave other solutions to test. =~ ° : '
3. During program implementation undertake implementation evaluation to insure that the
program which was selected is actually in operation. Improvement of the program wil? require a
data-based decnsuon about the extent to wh|ch the program odification has had good effects on
the performance d|screpancres. For that reason, care must be taken to insure that the time series
ata coilected during init}al assessment are also recorded ,and graphed when the program plan is
mp lemented. o.
. Change some aspect of the program after 15 data points have beén plotted or 3 weeks,
whichever comes first, or after 3 successive points have been plotted below the estimated progress/

performance 1:iné . . i
Progress evaluation adds two addltnonal steps to the. process . . X
” 5. After a maximum of three changes have been made, compare the data obtained pr|or to each

program_ chan¢e with ‘the data obtained after each program change to determine whether a clear
c¢hange in level or direction has resulted. -

6. Maintain thuse changes which have resulted in program improvement and drop those which:

-y
‘have_not 1éd to improvement. - . ‘\\: . "
herence to this routine ieads to continuous program improvement, and the improvement is .
* refleqted in the graphed data. We cannot guarantee that each program change will be successful,

can guarantee that you will know when a change produces demonstrable success. Further, o
) say with some assurance that, in the long run, you will be more successful in solving the

pro lems for which’ you are respon5|ble than you would be if you did not use the procedures out-

o Ilged In Chapter IX, these procedures are described in some detail. . S

ERIC C 150
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DECISION AREA:

Program Adjustment,

165

Chapter IX

USING DATA TO MAKE PROGRAM IMPROVEMENTS

Priogram Adjustment .

-DECISION AREA:
PROGRAM DHASE

Progress Evaluation *:

13. What* information is

avarlable on cumulative -

progress/perfornance
to date?,

PROCESS: Measurement
. DR,
QUESTIONS

MATERIALS NEEDED

%

Guidelines forébtaining

charge data.

.

DPROGRAM PHASE:
3 Progress Evaluation

Contents

Measurement

Evaluation
1. Achieving Behavior
Goals
2. Implementing New
Program Plans

Communication and
Collaboration

ACTION REQUIRED

What .is median level
of progress/performance
for each program change?

Procedures_to compute

medtans ;

Compute medians for each
program change.

- — - - e e o = > = -

What is the discrepancy
for each program change?

discrepancy ratio from
initial assessment?

Procedures to compute
discrepancy ratips.

What is the change in the Procedures to compute

change in discrepancy
ratios. )

Compute discrepancy

-ratnos

___________ D —————————-

Compute change in dis-
crepancy ratios. (:;

______________________________________ D " . -
17 T

What is the direction
(trend) of the data
for each program )
change?, :

Procedures to draw trend

of data for each
change. @ -

Draw trend lines. @

--__~________n-________-______-____—--_________-—-----------------—--_---__-___________.

What variability is there

in performance for each

change? s

Is there a step
(up or down) at the
point of change?

|

Procedures to determlne
variability_and step

changes.

Summarnze variability
and step.change

data. @

Complete Part One of Case
Report Summary Eleven.
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In describing data-based
@ Guidelines for Obtaining Program Change Data Tiétision makirg during prugram

operationalization’, we recommend-

ed that planned program changes

] v - ! N
be made (a) whenever the student's behavior fell below the ertimated progress/petformance line
for 3 successive data points and (b) after 3 wceks or 15 data padnts, depending on which comes
R first. This decision rule is a useful one to follow to determine when a program hunge is in.

- .

-.order,

h Another useful rule is to ma': a careful analysis of the effects of the «hanges un the prob-
Lgms that led to the initial referral after a maximum of every three érogram vhanges. At regular
iHE rvals, these analyses are communicated to the team during the periodic reviews. The follow-
’ 1ng%;}h s should be followed in chg analysis. s
Determine the general level (median) of the Lehavior Juring cach ;v poe
' . change. @ " .
%m ute the discrepancy ratio for each change.'@ . o -
s m the discrepancy ratio for the last recorded change with th i
’ . discrepanty during initial assessment and compute *he change in 'he ' .
¢ diserepancy >ﬁs¢1<s. @
- Draw a trend Zine\Q show the direction of the behwicr ©or cach e
and compute its valué.@ . .
- - Determine whether the diveetion of this change ie leading ti a i u-*iowm
in the discrupanc;y., @ ‘\\\\
‘Estimate changes in variability and step, that is, whe thep Phepe lsoan
immediate change in the levél of the perjormance/progress daft af'ter a )
program change. @ ¥ ) “
The procedures for obtaining the in}ormacion specified in steps 1-6 are as folluws: Lo
{ | '
. - The procedures for idencifying medians are
' Procedures to Compute Change in "detailed in Chapter 1II. When the data points,
General Level (Medians) v for each program change are érdcrod from low to
N . high, the middle number is the meainn; if the
b nunber of points is even, the number halfeway between the two middle points is the mcdién.
! " The SERT computed the medians for the data collected in Ricky's program and marked them on
the graphs. (See Graphs 12d-1, 15c¢, and 19¢: see pp. 157-158.) . . *
, To compute the discrepancy ratio,
@ IP&'ocodurcs to Compute Discrepancy. Ratios as described in Chapter ITI, determine
. desired gxogressjperformance level
and actual progress/performance level,,
and divide the larger number by the smaller number. Enter the data on the Discrepancy Ratio s
.- Worksheet. ) )

The SERT computed discrepancy ratios for Ricky and summarized them on the Discrepancy Ratio

- ;) ‘ ‘ Worksheet. 1_55-,
B _ 5

.
- - g L
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4 . - . . -
The data-based approach affords the ) . .
. opportunity to objectively describe the * Dis Procedungs toicompuie Change ir @
, - iscrepanc ver Iniitial Assessment
degree to which a problem has been solved . I y ) en

by a particular program change. Suppo:e
we wantel to compare the effects of three different program changes in which the de51reé perform~

ance objectiv is as follows:

When presented with the 80 vocabulq;zﬁ words from Level 6, the student will identify 95% of

the words correctly. . . MR 3

Suppose the data in Table IX-1 appeared on the Discrepancy Ratio Worksheet. The table
summarizes the discrepancy after each phase of program modification and the degEée of _improvement
from the beginning (initial assessment) to the last program modification (Change 3). The general ’

. level of performarce during each program modification is presented (i.e.,‘the medians of ac¢tual
performanée level), and the degree to which actual performance differs from deéi:;d performance

. (discrepancy ratio) is.summarized for each change across the bottom. The aiscrepancy is quanti-. ‘
fied by éividing the larger number (desired performance level--95%) by tge smaller number (medians
"of actual performafice levels) and the result is éxpressed in terms of "timgf" by addihg the
muiﬁiple (1.20X, 1.01X, etc.). The desired performance during initial assessment was 2.4X greater
than the actual performance. After the fikst program modification (Change 1), the discrepanéy ’
decreased to 1.2X, and duriné the last program mc.ificatjiop éﬁe discrepancy was reduced to a
difference of 1X (i.e., no difference at all). . ‘

. What is new here is that the .able also includes a summary of the degree to which the dis-
crepancy was changed_from initial assessment to Change 3. To determine the change in discrepancy
from initial-assessmedt to the end of (or at any point in) the program, one simply divides the
larger discrepancy by the smaller and indicates whether the discrepancy is larger or sm;ller ¥én
it was initially. The general formula s as follows:

larger discerepancy
smaller discrepancy

= change from initial assessment (X)

o

This same fornula is applied whenever any discrepancy is computed apd:may be used, therefore,

to summarize discrepancies for either rate of progress or performance. -

Procedures to Compute Change in Direction (Trend), (:)

A. Drawing Trend Lines.
!STEP ll Split the data for each program change phase in half.
STEP 2 Find the median data points for each ha’ ', ‘

9

/

Table IX-1 . Y
Discrepancy Ratio Data for a T . '
i ) Program Objective
B N ¢ . -
N \\ ‘o . ° . N
o~ : I Change from

. /A\\\ Initial Assessment Change 1 Change 2 Change 3 Initial Asses.

- /  Desired Level 35% 95% 95% / 95% '~ X1.0 no chany

[/ “Actual Level 40% 79% 9% ¢ 95% X2. 4 increase

I Discrepancy Ratio 2. 4ox , 1.20X 1.01¥ IQOOX © X2.h4 smaller

Q . - .

R o~
. ,"’ e ;-’ ‘- \ 183 . — )
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Plot the median dat_a points for each half on the lines that represent
the middle day for each half (two points will be plotted on two
different lines).

Connect the median data points with a straight line and extend the

line to the beginning and end of the phase period.

B. .. Computing the- Value of Trend Lines.

Note the point at which the trend line crosses two successive
Mcnday lines (extend lines if necessary) .- )

Determine the level ( Jrequency) of the behavior on those days.
If you are using equal interval graph paper, subtract the smaller
level (number) from the larger and give the result a (+) if trend
18 fénc'reasing or g (=) if it is decregsing. i
The SERT drew trend lines for all the graphs, except the yearly progress graph, maintained

for Ricky. (Short-term trends tend to be meaningless on yearly progress graphs.) The directions of

the trend lines are summarized in Case Report Summary Eleven.
¥ -

1, @ Procedures to Detcrmine Variability;

Variability and imnediate change in
level (step up or down) at the point of
Immediate Change in Level (Step)

at the Point of. Intervention program change are determined by "eye-

- . balling" the data. A change in which
data points are scattered throughout the period of intervention indicates variable performance.
A large change in level between the last recorded data point of one phase and the first data point

of the next phase indicates a step .up or down) at the point of intervention.

Evaluation :
'~ PROCESS: Evaluation . . “
QUESTIONS i MATERIALS NEEDED > ACTION REQUIRED
2 €
®.3] 4. s the program as )
j’§ implemented producing .
-f;.\; cumulative benefits for R -
38
. the student?
S [t S e mem e men e
523 Are ‘there positive data Practice in interpreting Evaluate summarized”
s 2} trends? graphed data. program change data
B . on discrepancy ratio
& & worksheet and graphs.
; e - Complete Part Two
* < i} Are there positive changes of Case Report Summary
&9 in discrepancy ratios over Eleven.
“5,% initial assessment? .
=
S I} Were some program changes
A& more effective than others? ’
B O mmm o m e e e e e e e e e e e e e e e e e e
& £ :
fa Will programs for other Develop objectives and
behaviors identified as graphs for each new
high priority during . behavior. Select pro-
| initial assessment be - ’ gram changes for each
implemented at this time? objective. Draw project-
' - ed progress/perfarmance *
o , ? estimates on graphs.
, Circulate form to receive
feedback® (See Chapter
/
- /’
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In Figure IX-1, 10 graphs are
presented, each different in some im- Practice in Interpreting Graphed Data @
. . "
portant way. Each graph is 'set up so

that *(a) the vertical axis represents

N
~

the level of behavior, (b) the horizoutal axis represents time (days, weeks, months), (c) the
numbers represent the general level or ‘central tenJEhcy (median) of the behavior before and after
the program change (e.g., in graph a, the general level prior to change was 25 behaviors per day;
after the change, the general level was 75 behaviors per day), and (d) a vertical line represent-
«~1ing the point at which the program change occurred. '
" The basic question to be answered in each graph is, 'Did the change in program influence the
*

. behavior?"_ To answer the question, we must determine whether student behavior after the program

change-displays any of the following differences: . -

. o .
. 1., Change in General Level: 1Is the geaeral (meuian) level of behavior different after the

change from what it was before the ehange° (Graphs a, b, £, h, i, and maybe j.)
L
' "2. Change in Direction: Doés the trend of the behavior hefore the change differ from the

trend after the change? For example, if the behavior was increasing prlor to the change, did the
rate of increase change or remain the same? (Graphs ¢, d, and maybe g, h, i, and j. Graph a

is a change in level, not direction.)
9

-

3. Immediate chgﬁges in level of behavior at point of program change ("st5ps"): Is the

level of the behavior immediately after the change in program clearly different from the level of

the behavior immediately before the program change? (Graphs a, <, d, and g.)

b

4. Change in varlabillcy Is there more daily up and down movement (variation) in the

behavxor before or after the<fhdnge in program? (Graph e.)
Interpreting the beha//pfal effects of a change in program requires examination of graphed -
data in terms of the four possible kinds of changes (i.e., general level, direction, i mediate

changes in level, and variability) before drawing a conclusion. 1In the graphs presented in Figure

IX-1, we feel most comfortuble in concluding that a lasting change is reflected in cascs a, ¢,

o,

100 25 75 100 25 75 100y 22, 25

. ‘ 3 y
! - VWY JﬂF
50 50 s0f |
ok

0 : 0
a b c

100, 22, 25 100 25 25 100 7% 25 25 25

50 50 50 LHL"I . .
11111' VW VWY

0 0 0¢

d . e f g
100 30 45 ;OO 30 45 100 25 29
50| ‘.’vm SO it 50 w-‘:rl
0 0 0 - - °
h v i ]

Fig. IX-1. Ten graphs depicting data collected before and after ‘a p;:ogram change.
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o

d, and e; temporary change in g; and no change in b and f. We are uncertain about” whethet chang-
s > *

ing the program produced behavior changes in cases h, i, and j>
Learning to interpret graphs is like learning nny”new concept. fon must repeatedly practice
"on many variations with some assistance and, feedback until you necomefproficient One thiné
is sure, correct interpretation requires the examxnation of each graph in terms, of a11 the dif-
" .ferent kinds of changes that can occur, not one alone Craphs b andaf for examplc, clearly
111ustratt the hazards of using thdhge in general level without regard for, the direction (trtnd)
of the pre and pust data. The beneral levels of performanoc Beﬁbre and after the program change
. clearly d1ffer, in both tabesq and when direction as well as Jevel f; con51dered 1t:as evldent
that the program change had no effect at all on performance The value of tlm; series data is that
they allow us to consider d1rett10nras well as level. Pre- and posttesting (e.g., looking at the
behavior on the first and last days only) ermlt us to tons1der thange 1n level but not d1rection,

variability; or step. . ' o . s ¥ ‘“‘j

a

\ . ‘. \

ot s

The following graphs,.l’e, 12e-1, 15d, and 19d show data plotted by the SERT for Ricky duTlng

ey

_ the first three changes of each program. modlfication (reddlng progress, math facts, nolse)f Note
e that the level of the data’is sh0wn on the grdphs for each program mod;fica- o : )

tion. Levels are presen:ed in the tear dron§ and d1rect10n 12 shown as a straight llne,runnlng
in the direction of the datd. In addition’, noge that cach time a new cﬁange was 1mp1emented a
vertical line was drawn halfway between thelgnts onwhlch the data point for the last thange was'
plotted and the first dara point for tht ne«t change?qab plotted. In the margin above the ‘

change a note was made identifying. the modlfltamlon(s) in Rlcky s piogram that occurred at that ,
LN .- . |
! point. ’ o . “;,- P ¢ c
Let us look at each cf Ricky's graphs. First 1nspect Ricky’s math Computatlon graph (15d) .

22
o As you can see his level of performance was 10 torrtct and 1 incorrect per minute during 1n1tia1

assessment, and the direction of hIS performance was unchanglng. [he first modificat ion 1n.hls

math program LOHblS[Ld of daily flashcard practlce'on facts with the SERT Was this modlficatiqn i

4 program merovemtnt? Ricky's correct rate increased from 10. to 14 per minute, but his. error rate

.

also increased. His accuracy studlly decreased! -Daily flasbcard practice rtsulttd in Ricky s
doing prublems faster but less atturattly Fypther, all the performance c¢hunge occurred in the

first tvs <iys of flashcard practice; after 12 dJy he was perforang virtually the same as at \

x' .
' . the beginning of flashcard practice. . \ oy . . , |

At this point, the SERT. modlfled Rickv's program againy introducxng 10 minutes of written

practice on a math facts work sheet. Was the written practide modiflcation a program 1mprovement°

v oL

%
Clearly, it was. Ricky's level moved.to 22 correct and 2 incotrect prqblems per minute., In

e addition, his performance impréved steadil; for tbe first five days and then began to level off.

©

The written practice modification producéd an increase in speed, accuracy, dand direction. Because
Ricky's improvement began to level off and 13 data points had been recorded, even thuagh Ricky

had achieved desired performance level the SERT implemented a pofnt system to reinfor.e Ricky for
[ —_— !
further improvement. Was the point system an improvement? We would say no because the direction

L

ofﬁthe data remained the same; bit even more important, error rate increased to 6 per minute or

3X greater than during the practice phase. Siice three changes had been made, the SERT computed
. o gy -

the discrepancy ratio change. The actual performance level i1or correct facts/minute had changed

’ El{llc from 10/min. to 22/min., a 2.2X change! The erié rate had increased from l/min. to 6/min. or

3 ‘
‘ e . . . - S

a - ,.
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TV OEN
£

a 6X increase! Since Ricky was now writing answers to math facts at a rate which was faster than

-

the desired level, the SERT decided to reassess peer performance on this task. A random samp

of average students was asked to write answers to math'facts. Their median rate was now 30/min.

‘with 1 error. Recomputing tne discrepancy it was evident that Ricky was still 1.4X slower than

his peers. In addition his error rate wis 6X greater. Qhac would you do if you were Ricky's
SERT? . ’ '

Shift your attention now to Ricky's daily progress reading graph ‘(12e-1). This graph depicts
Ricky's daily progress chrougﬁ the Read Series. Because it is a cumulative graph the direction
of che data will always be upward or level (no progress) rather chan downward. Averages on this
graph represent the number of pages mastered per day during the program chdnge The SERT has also
drawn a projectoed pregress iine on the graph (the dashed diagonal line). That lxne is the rate
ofvmaSCery whii b she would like Ricky te attain throughout program modification. The shorter un-
broken lines ruunlng through the data points for ecach Lhange represent the direction (.rend) of
Ricky s pefformanee during the modifications. To use direction as an item of information for

program’improvement on A cumulative [ r.ph, you must compare the slopes of the trend lines for

’ steepness

t
Which of the modifications in Ricky's rcadxng program weti¢ 1mprovements Introducing daily

oral reading practice (the first modification) appears to have been an improvement; however, the
eight days of data are insufficient to safely make this judgment. The three data points below the
escim;Led line have resulted iu a decrease in the diitectiorn of the data points. Introducing
points for improvement (the seeo;d modifiiation) resulted in a decredse in Rieky's average level of
mastery over the firse modification. The third modification, in which Ricky set his own goals,
clearly affected Ricky's performance. There is a large increase in level of performance as well
as in direccion' Involving Ricky in makxng decisions about his own program resulted in large
gains. Clearly, this change should be rctained. The discrepancy is 1.4X smaller than during
initial assessment! .

}n Graph 19d; ncise made by Ricky and his peers, we can see that during initial assessment
Ricky was more than ISX‘noisier than the peers; During the first change the discrepancy had
décreased to 5X, but the trend of the data increased (undesirable in this case). During change two
che data points for toth Riclly and peers are below the estimated line. The trend of the data is
decreasing which, in this c.se¢, is exagtly what is desired! Change three produced the same re-

sults. What decision shuule te made regarding the effectiveness of the program changes? 1Is it

“clear which change had the ¢ -ec.test effect on the behavior? In this case, the positive gains

appear to be based on the cumulative effect of all the changes. Does the program need to be

" continued? This is a deexsxon the SERT Mlll have to make ‘Perhaps other aspeLCs of social behav-

ior should be reevaluated dad ".ew program modifxcacions developed? What action would you take?

The important point is thiat program improvement results from this ;type of progress evaluation.
Each time a maximum of three changes are made in any program, the graphed ﬂ;ca are evaluated in
this-way. Program decisions result from this analysis.

Whenever a pupil's behavior

is being modified to the sar~ Developing Additional Objectives, Graphs, @
Changcs Progress/Performance Estimates

isfaction of the teacher, SERT, for New Programs

and other team.members, the time

has come to think of changing other behaviors. Here are some guidelines which may be helpful in

. o olsy

~»




L]

Q

"FRIC

Aruitoxt provided by Eic:

decldlng whether new programs should be 1mp]ementcd
1.
w!xich were identified durxng initial assessment.
2.
pregram(s) can be terminated. which makes time available t6 begin a new program.
3..

indication that the program(s) will be terminated soon.

| EYAMPLE l '

~

Persons raspunsible for Ricky's eduu’]tion express new concern about specific behaviors

-

The discrepancies for the present program(s) have been completely reduced. Hence, the

The trend of the data for the present program(s) is inc‘easing and there is a strong

If time cgn be made avai]{able,dwther

program can be started.

o
The first new program, progress in the matn skill sequence, was implemented for Ricky on
December 8 . Recall that when the SERT r_viewed Ricky's program for computing math facts on Novem-,

v

B - . > M
‘ber 11 she found that although the discrepancy in writing answers to math facts had decreased,

A change was implement-

Ricky's crror rate had increased 6X (from 1 error/min. to 6 errors/min.).

ed specifically tu decrease error rate. After three weeks, the error rate had decreased to one .

and the trend of math facts LO-I'I'CL( was increasing again. Upon rcasséssment, the SER’[ dccided to
begin a program in mastery of math ob_)ectives (see Graphs l4c and lé4c~1).

The follOwing objectives and dhange pro;edures were written on Case Report Summary Six.:

/Vo/é S CONDITIONS BEHAVIOR_ CRITERIA
e m . D
Long LENE yc'l,:”‘ﬁf,”,,"%:,"," R/clz i/ At A median
Range re:. 2.2 .sfefs Wwrite Rnswers: gﬂfe of ao y
— oblems from 70 Fhese 1q/4s correcd
Behavi /s 13,1 ’ 3
sevrer /3, /6,5 /9, ¢g/-37 problems rUN. or beitkr.
" paily
or . é’nf;; week when Rie ky will - ,q,t 7he crsiore
Weekly 252088 | | wrife Ansuers crfied
éomb €M S from 70 TAe
Behavior ﬁnf"::* SA/'” me%cs boVGo
‘nnsf,e’red‘:&slé :

Change | MMMM&M&@_SL

Change 2

Change 3

The followlng measurement procedures were specified on Case Report Summary Eight: -

p/cwous
objectives.

4o 7Aese
problems.

Behavior How materials What the What the { Type of Frequency of [What is
to be are organized teacher says student ~ graph Measurement recorded on
Measured - does the graph
m”,% ff,"m”: P/mc M,k’ Progr:ess Daily N Cu » Mu
SR | write the M“"{o ers .. | swks
' V| answers ~/
SA///s /y -ﬁ/m ’”h”/e. Performance m“k,d'

1 £}°U ;‘\\
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A second new program was implemented for Ricky for spelling on December 8 as well. This .~

N program was developed in response¢ to Ricky's teacher's concerns regarding spelling. Reassessment

of Ricky's spelling performance and that of average peers in his class revealed the following:

Ricky: Median of 22 letters written
correctly per minute in sequence. \
’ - o Peers: Median of 35 letters written
correctly per minute in, sequence. i ) ¢

The new discrepancy was therefore 1.6X less,a change which was 1.2X smaller than the initial
(See Graph 16b.) -

The following\obJectxves and change procedures were written on Case Report Summdry Six:

assessmefit but ;till la. je enough to be of concerns

LCurreqsst

readin
boak, 2

_Z'
a’/c sre
Hhem Fo

yﬂua

] run.

Monthly

”

ﬂ/ \\\ CONDITIONS BEHAVlOR CRITERIA
s < ( - -
‘ kggge ﬁ s ;sikcl;::ld;g'r J v/ 97‘ A l')t’ﬂ?fﬂ)
. when diciaredl -
Seravior vhAree 'mz;’p{; -V Corres,_f /C#crj/ :
Behavior
€ Re. rynvte in
M A d"‘w | Seguence. .
Daily ) Ench week K,c // A7 A rIedmny
weeﬁxry S 'y v ew;‘c;‘r}fe
. Uh1eh 1s .S ferronlf
—_— * lkllb'wfﬁf . deyler
. - ",
Behavior aretntecl . er Phe prevweus .
Change | N, 4y prachice
Change 2 _&g;_ﬁn‘or
Change 3 /S,
The following measurement procedures were specified on Case Report Summary Eight. ¢
Behavior How materials What the What the} Type of Frequency of [ What is
to be are organized teacher says student graph Measurement recorded on
Measured © o does o the graph
Pﬂf:gf s |FPlease wrrte Sﬁa/(,':/ ) # of .
AS mAany |writes) - . /eFfers
N ’ Progress . A
S/a://;_nj A/ words As werds wriibes
Y oV .
’ .PM Rd, ‘/ f” “ Performance) Weekly cmc,‘///

/nCorrectly

sezuénc e.

At this time the SERT also reassessed the off-task behavior of Ricky and peers.

lpcted were as follows:

Ricky:

Peers:

Y

LY

Median of f-task behayior/minute %)

Median of f-task behavior/minute .4

The data col-

The new discrepancy was therefore 1.3X less off-task behavior for Ricky than for peers. The

discrepancy no longer existsed.

. .
When actual level is greater than (or less then for a decreasing

behavior) desired level the discrepancy is treated as 1.0X (no discrepancy) when computing change :

12

') »

O from initial assessment. (See Graph 18b. .

ERIC S assessnent

Aruitoxt provided by Eic:

. | S A9
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Graph 18b.
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DISCREPANCY 3 -¢{ ., Pprograms ar’d the reassessment data for progress in the math
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s Communication and Collaboration )
PROCESS: Commmnication and Collaboration.,
H QUESTIONS ' MATERIALS NEEDED _ ~ ACTION REQUIRED
- w8
o .9 ) ot .
§i§ 15. Can information Purpose of .periodic w .
5 A4 . . A 4
£ §] gathered on program- ) review meetings.
S8 changes be usefui to
: '§;§3 others? : : .
) Sttt ittt ittt dind
5 & Are all interested parties Staffing_Request Hold periodic review
© % 8] informed of progress? Form. 2:) meet ing with toffkﬂw_;ﬂ,,,~—”f
‘§§ s parent, _students ey
. Are there recommendations - Sﬁ’re data on Jtudent
" <t for program adjustments? - . o T progress/performance
b= a i with team, parent, = -y
LR . ! . student. Discuss recom™
R B o mendations for further
- A program improvement.
a8 ' Complete Case Report Sum-
. HE . mary Eleven. d ‘
. Continue pro?;ram as
) recommended. Repcat review
process at regulat inter-
wvals.
/
Program improvement is based on data ; ’./
evaluation made by the SERT after each Purpose of Periodic Review Mecetimgs @
'~of thre¢ program changes. At regular . K ) /
' 1ntervals, the results of the evaluations ]

dé?crzbtﬂ in the previous section are shared wlch team members, parents, and the student This
. ‘communication with the persons who are concerned provides feedback on those aspcct? of the program
which are successful and Lhose changes which Mave not led to program 1mprovement When shared,
the information fxequently results in the adaptatlon of the successful changés tw behaviors which
are not part of the initial program modlflcatxon plan. 1In addltlon2 the review Provxdes the
opportunity for program accoupcabxllty ;. - /

Prior to the periodic rev1ew, the SERT reviews the data which have been gol etted and summar-

izes data en general trends”’levels, and varlabllity for all program changes. In addition, the
most effective changes are dentlfled Recommendations for program adjustmentys that need team

) a_pproval are also summarized. If new progra'n modlflcatlons are recommended, bjectives, change
" plans, and g‘raphs are also/completed asl r‘}1ey were previously (see section on Iévaluation). ]
The SERT summarized the relevant d ta for Ricky on Case Report Summary Eleven for the’
time period September 27 1975 (1mp1“mentation of the program) to Januvary 15, 1976 (periodlc
review), based on data sliown in Graphs 12f 14d, 14d-1, 12f-1, 15e, 19e, and lé6c (qee .pp- 181-85).

At this time 5 changes had been made in Ricky's readmg program, one chang¢ had been implemented in

the spelflng program an¢ no change had been made in the math skills program. The change which
was implemented in the jnath facts program related to mstruction in the m,‘:th skill sequence.

In social behavio , the program’ to reduce noise in the classroom had also been completed
satisfactorlly The SERT had reassessud Ricky's off~task behavior and found that the discrepancy

@ was now completely regduced. chky was 1.3X less off task than his peers'
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Data on these programs ware summm:l.fedmr the DLs\.repan‘.y Rauo Worksheet and Case Repoart ’

Summaxy Eleven .and subsequently reported to the team, Ricky, and his parents.

At subsequent reviews, the same’ prowdutes will be fellowed. Tlus means that for each stu-
dent, seve‘ral copies of Case Report Summary Eleven may be filed during any school year.
' . - ’ L e

e : -
S o [E=EE] -

_,/’ - ..

—- " 'The SERT included Ricky's name fo/r perlodlc review on the staffing form routinely c1rculated
to all team members three to five days prior to the meeting. A sample of this form follows.

The results of the staffing are summarlzed in Case Report Summary Eleven.

@ Staffixig Request Form ’ 7 . _/

. This form is used to convene all staffings.

. To/f, Members of Student Support Team ’ o : /o /9 b
. 4
‘ /rom SST Chairman? s //. Date ; 7

‘\\
e
¥

Please list students whose programs sh?uld be reviewed. ,

/ N Implementation Evaluation Prt’gress Evaluation, Program Certification

SALLY (6rade 5)  Ricky (Gra;@.i)'_&x;u_éﬁde_@_,”
Zom (Crade v) | ' - |
Pat ( éradc 2) '

/ - . ' . .
The SST will convene in the resource room at 7'30 A,ﬂ. ) on

/ . . .
Retu/rn this form to the SERT prior to the meeting.

v B T

2We recommend that tﬁ\e SERT chair this team.
Al

ERIC - S 1y T -
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< . BEHAW.O R< 3‘/,,‘35 &5 fcassess) “Change from ZLL Change tiom [, h Chan ~Change from
' -1 14 Ajsess -|CRMS hu:;‘?;ng/ Inot. Assess.  |Change [CRange|Change | o0 agsegs. ange [LhangeLhafgel i Assess.
~fo#siRey ¢ 7 : - " 1 T
- _JLEVEL . B0/min | 35 V ‘ 12X 35 il
- AGTUAL . . -
L LEVEL I:S:/min. 22 |/\: /\ [:5X  XNR2o - -
\ ~ " [PISCREPANCY[ 2 5y - | 16X / /,Zxa;@//e; 12X .

. Ie.s}s less . > less5 h . .
£ BEHAVIOR 9 /25 . MR : - .
I ot B HEE . p Ch [] y . Change from
A 3’ 2‘5‘:;53. Change Chun—ge Change ?n'::n?\zs'e’fsm ° Chunm Chum‘(:hun” lni:.n?\zse’;'.“ cmnm Cpange c!’ange Imt, Assess.

#:  »{O%SIREOD T . -1, . . . ' - Sa " N
7§ |LeveL ’/5'/mm. Ne No |No : ND e i :
- [ACTUATL, e B ; R
- tever |36/ Datal Dot | Dt Data _ . -
C " TlbiscRePaNcY| 7.9 x . ‘ , LN i
. . G ] . /‘55 g ] .n\ B .& ~ ‘n - .. \,:\’\ .
¢« .-~ UBEHAVIOR®  @fas roho wfe irfaz rfte . Ig{ﬁé g —r k<\:h from
» . T rit, 3 hange' : . ange {ro !
;::m‘ Change {Change | Change ?ni:.nzs;sos',“' Change uno/ hun# Init.nzs;sos'.“ Change | Chanye | Change init-Assess
g -[oEsiRED .~ - : ~
: LEVEL * 'QQ/m,‘n A0] L0 401 20X - 10 \[ \/ 120X
ACTUAL v 7 e - - ST <
« FLEVEL 3.0'/,),'”, 50 30| R0 |15.0% A0 A /\ /2.8 1
OISCREPANCY| /5°x | &% |1:5K |3.0X | 7.5X Smfbr|]: 0% 15.0X Smolker - p
” . morc  more merg. mere [ - . -~ - .-
. BEMAVIOR /a5 . 13io e . . .x wii h
T 4‘{ M Irs's';ss.‘ ha Change| Change : ?;s_,: :?‘j‘:;*-f N
' LE\,&;EO ,5'0/,,,,',, \/ 4o g 30ut-of- -place and physical contact ,data are not jncluded due K
ACTUAL /\ ) 3 to space limitations. The discrepancies for these beFavuors
LEVEL 3.0 /mm» 30 are 2.3X more fgr out of place and f. 0X for physacal contact
Q oiscrepANcY| 'y, o x W [ 3xthore- S ¥
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) - - ) CASE REPORT- SUMMARY ELEVEN
s . . L ¢
oL - o " This form is completed at progress ewvaluation periodic reviews.
ot ' )
ST | Preky T D L3 L2 2. B |
‘;\M a . " Student Grade- . Age ‘ "~ Teacher :
< L .+ 1V PROGRAM IMPROVEMENT : ’ : ) T
T s 13. What information is available on,cumulative progress/performance
) to date? B . .
What data are available fer each program change? . :
What is the change in the discrepancy’ratio..from initial assessment?
Have programs been developed since.the last peiNodic review? .
3 Summarize data over program changes here. List behavior n'éw‘s’inc last periodic review. ]
- o o
Level . JVariabilitys> | Step at ° « N .
5 - Intervention .
I C Increases . Up . N \\ RS N
SRR Decrease A/me Down . t
. B 5 Nonel ‘
o on
. . Decrease &,»: , Down -
) ' None .
3 - ,  Increase - - Op
:  Some |G : SR
e . K - None . )
) Z!ncreases . Up * N ’ : .
. i Decrease Mﬂc .| Down . : ..
- ' A : . one :
TN DY . Qrositived - I ﬁgcreasés ] J Up , . - ‘.
SN Sﬁ,ﬂg Negative. - | .- Decréase. Somc T L
A kA N . . . None. * . - e
;; ) bl - . < « -
L 14. s the program as implemented producing cimulative benefits for the student?
. T - -. Are theré positive changes in the discrepancy ratio? i ]
I R -Were some changes more.effective than others? ) ( :
P . -~ N ’s'{’i: o e T T - -
-y =N o - N B -
- ;’A'LMT = Behaviors - Changes-which were most effective - s
%,Z* i oendlne - - S@M/na own ORI/ qoAl, - .
L Ry L ] - RrERT . - 0 - s .
‘§U‘ o (40T1Y, ] Heg ”/.ﬂ WL YL o 2 4 “_ - E
AN o . — 0 .
kj’: ol .‘ w Tl s 4 y ‘Jlm"lﬂ 272!

e ENgse.” | Contract, More Aome darly

. . .o S v '
- LA, ) 15. Can information gathered on program changes be useful to dJthers? . -
- i e - Are all interested parties informed of progress? _ :
: L Are there recommendations for future program modifications?

Recommendations for changes. ‘ . Reviewdate ///& .
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' Certlfylng a prograf to be satnsfactorlly completed, like the ndentlf
In ,éart Vi,

problems,

A

|nvo]ves both jobjective and subJeCU1ve judgmerits.

_certification are dnscugsed in detail.

Jwo types of obJectlve data can be obtained from the graphed record of a chil

which |nd|cate that alhrogram is successFuI , :
érformance fscrepanoy has been-completeﬁy reduced

/

1. , Data shownng that the progress/p

(actual performance and—ée&rfcd—performan
2. ’Data shownxg that the progs

<

if projec

Al though obJe;tlve data are.central to DBPM
.ity has a significant’ |nfluence in decision maklnq, we belleve that

making.

ted, woul

Because ubJec?

Introduction

«

o

)

j .

ines are |dent:cal)

,CBLIOn oq |mportant

i
i
I
!

f
!

i
;
f

bo}h dimensions of program

I

o f

f

s
B

'am as currently |mplemented will result in 7 complete reduc-

COInCIde with, the desired performance Ilne)

f

) 7
tion in the discre ancy by the end of the school year (indicated by a trend- in ﬁhe data that,

)
LN

SUbJECtIVlty is always a part,. of decision

’ shpuld be contro leJ s> much as pOSS|ble. In DBPM the control is exercnsed,by maklng subject

|ty expllc;t rat er, than implicit end embedding the values that influence p?ogramggertlflcatlo

dec15|ons

are dnscussed.a
. Although

" differs i

in a systematld framework.

n

purposes and results.

.

In: Chapter X, both dnmenSIons

\

rogram ;ertnfncatlon includes many of the elements of program adJustment, it/

/

>,
BN
‘

/.
I,

..
!
i

of p:?gram certification
f

I
;

n

In program adJustment, dec:suons always focus on whether

/
L
it
P
v

i

specnflc program changes are helping tc reduce specsflc dnscrepancnes. /n program certification,

the decnsnons always Fbcus on whether the total specnal educatlon nnteryentlon has been success-

ful. Thus, a program adJustment dec:s;on addresses the question, ”Has” for example, phonlcs

|nstruct|on improved the student's word recognltlon sklll’”

basis for fhe in
In't?e Jargon typlcally used by educatlonal evaluators, program adJustment decisions are

fdnnatlve

itial referral7“

. '

I

whnle program certification doinsaons are summatlve in nature.

For program certification, the

. "

.

question would be, ''Has special educaLJon |n€ervent|on elnmnnated the duscrepancnes that were the

For a further discussion

of the d,stlnct on between formattve and sumrative evaluatlons, see Scarv:a Anderson Murphy, and

associatks (1975)

¢f educatrions? eraluation:
and training programs.

-5

l

'

San Francisco:

»

Reference

B., Anderson, S. B., Murphy, R. T. & Associates.
Conrepls and techniques for evaluating edupation

,Josqey

Rass, 1975.
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. / sChapter X
/_ / ! . [ .,.('h ipter X
] ' / I [ ) “ o
! / s -: ! - (" - - {L-
) . / "/ proGKAM CERT,IF]CATION IN' DBPM:

‘. { /OBJEtVlVE AND SUBjECTIVE EVALUATIONS
N v]’ /‘ .

/ ; / Is
DECISION ARFA: i - / ' Lo ' ! &WOGRAM PHASE ;
Program Certification 0] ! t'IOutcome Evaluation

/ Overdiew ( . / ‘* / o/ . // - /‘Conten't:s !
' The basic idea of DBPM is that 1nd1v1dua1 program modxfl- | }l 6Verview ,
cations should be dev1sed when d1screpanc1es in academle nd i . Measurement
social devélopment are 1dent1f1ed by people who ﬁCCupy a / . Evaluation‘ r )
signlﬁlcant place in tne lives of students. Datanbased pro- Communicatiop'and
/ Col]aboratxon . P

gram modlﬁlcatlons equire that (a) the identif ed dlp epan- ) ;
K ' n i Final Comments’ on-Pro-

ies be meast - peontrom
cles be measured a ) the effects of the p¢ gram mo ifica . jgram_Certification /

L3

¥
tions in reduc1ng thoSe dlscrepancles be contlnually monltored - /
o, )

When performance dlsc&epancles have been reduced eo t at they no loy ger are cons1dered 1mpo:tant, .

~ X

the point has be reached when program modlflcatl n, can. he certlf Ld as complete orx suCtessful ‘
+

i

7

The pr0cedu es for summarizing the effects of the program mo Lflcatlons are presented in ..
e 8 8 .

Chapter IX under p ogress evaluatlon" (pp. 164 et seq.). Whenev r the medxan ‘level’ ot actua1
betwuen the deslred and actual ‘

perﬁormance re7ches the des1red performance leve) the discrepanc

performance h2§ been reduced to 1X dlfference ( ., no differe ee at all) and objettlvely, then,
/
the progrsm has been modified suiflclently to s %ve the proble 7 1dent1{1ed dur1n7 the 1n1tia1'
[N T v L2

asSessment~ / . / . ! : B .
’

" Ona 1mportfnt value of the cvaluatlon prgceedures present d in this Wanual lS that contlnu;ty

of data cojlec7lon is preserved from thc 1ni ial assessment hrough program modlflcatlon to out—

come evaluatiop. Thus, the same type of dat whlch 1ed 1n 1e firsg plpce to Judgmenfs that a

gt

discrepancy efisted are used to make judgme L5 about wheth a program, is worklng and, fl a11y,
f

.\.u

that the;prog am has been successful; This continuity consfasts sharply with 7ystems for modlfylng

J
programs that kely on measurements of per ormance which afe unrelated to actyal classroom perform-

1)

anee (e,g s Fnd1v1dua1 standardlzed test7; and are usually/obtalned only at fhe beginning and end
!

ofap%ymm . d /; .

In man& school systems, it is no fncommon for a CPLid s e11g1b111ty fqr special education
services to ,be determined by a schoo%7 SYLhOlOngt or Otﬁer professional who works outs1de of
the classroom settlng and bases cllgl?illty Judgmcnts SJ standardized intel]lgence or persona]ity

tests. Pf the child rg declared e11g hle for the special services, he must be, reassessed" by

special educators, since they must d termlne the kind, of intervention to organlzc for the child,
they may use some klnd of standard17Zd achievement test as the Pasts for their. judgments. During
l

the inte Qention period the sp cial educator collects thelvaxlable datg on the hild's performance
i P & +

which is generafed by classroom exercises and the tefcher s judgment / And another standardized .
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. achievement test may be used to measure the child’ s achlevelzent upon program completion. l:ac!h
. .
Set of test results used to assess the Chlld s performance s a di.Screte unit that has noth1ng

to do with preceding or suc&eedlng test resul.ts. In fact, what “is bclng measured is not dli,’fer-/

!
ences in the child's perfotmance but differences in the vafrious test tasks.
{

\ ' Examples of Type of Data Qollected :
I8

g . Decision § Traditionally : / DBPM "
) i - ) . v A
ELigibility \-wxsc IQ / " Discrepancies on mainstream ,
) u LA
Ty -f , ’ \:Stanford Achlevement - curricuium tasks: /
!
. s . ‘ b allforn a Test of . -oral reading o
&) S . ) . ! .
} Personality - =comprehension ;
' : \ o] : - ~spel)ing ;"
e , ® | . s . '
Tl ’ L -math- computation and concepts ete.
o " [
. : Yy > ‘ DiScrepancies in classroom.
. 1“ r 1 ” . )
) : i . ) -noise - - L
. I ' oA ey i —phy51cal contact .
t : o ’ ' . ' -
‘ o . . oo = ——out. of_plaee e
! S . : . - : . ,
P o ! . T S -off-task LT LV
i ! P . T e e . ; ~ A
' T e / , . . * + =social interaction, etc,
, f . ‘—‘L . / i . . , CO. x? N s N . .
et r - i ) . y e it :
<} . Objectives of Program -IFPA T ] Same: as for eligibility
L R . % , e . 2 . o .
e Plan { i g -SRA Reading and M th oo . . - ‘ b
» // ! " Q R g . "‘-".’,&. }5“3 H ‘\.{. . .
’ . [ . C e -Inf%xmal Reading Inventory ST < L
. ! . N . N i N M
. f / N ! J —al‘ i . Lo -
- . 7 - : S ] R . ;
; Progress /[Evaluation -percentage of ohjectives , Same as for eligibility . .
IS ; . oo N s : < ‘ .
. /. ' . mastered , /| - . . L .
. i » . - ~
N . ’ “ =L
b T » -tcacher estimates e .
n N . . . . . - »* - I"‘ \._\‘
o /." P . - --"end of, book" /tests ‘ . ) ‘ : . "~
. - i i i -
e ‘ ; R s . Iy
© R " ! o . : . .
. k / Progrgm-effectiveness -Wide Range Achievement Test Same _as for eligibility
: »; / (¢ertification) -behavior checklist ' { . ! ',
i ' -current curriculum placemént. . )

i o . A ’ i

' ) ./ / , ' N * 'A

Communication problems among the vatious personnel rcsponsiblc for decision making are

: / e%acerbated in the tradltional ‘pproéch by the 1:Lk of contlnuity and focus in data-collection

. activities. Further, the lack of compa%ab‘lity in tasks used to measure perEormance throughou&

- )
t / he program mod1f1cation makes it inpossible to make valid judgments about program effettiveness.
X %/ ] Finally, pre- and posttesting of students, even when the same instruments, are used, cannot be
20 used as an evaluation design. (Thi's issue is discussed in Ch. III.) Although the preceding

‘/ example is, admittedly, an oversimplification, it depicts the greater degree of continuity in

T '}/ the data which areused Jfor decision making in D&PM and the poten'ial fqr clearer communication

among all the persons who are involved in the program modification process. - L.l
The important point here is that the evaluation procedures in program certificatjon are
. identical to the procedures that are used in problem selection (sce Ch. VI).' Whntever data-

o ﬂ “collecting procedure was the basis for modifying a student's program in -the firsthplaCe 1s now
o ‘ ’ . <

:'1' b ' ’l / , N 21(:) -.f "‘" | {.‘r ‘ r :

“Ce « : I ' ) N
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N

the basis, for determmlng whether the program has been successft l In pm«,tice, thcfo.furc,

eicher the decisibn matrix approach (p. 115), the golldborat v madel p. 13.:), or buf!\e wmblnacion

of both can be nﬁ*d to help answer the questions addressed .urmg this final ph.a?-. «})i DBPM. These . /

f RN 1,1 ’
' I

procedures -are discussed in the remainder of this chapter.

»
1

. )
' PROCESS: :«.‘e‘asurement

. I j /
" , 4 [ |
¥ #| QUESTIONS MATERIALS NEEDED | ACTION REQ IRED /
3 A . i
S . L . J J
§.8} 7. What are present Collecting summary data, ‘ Summarizé’ data on the [
8| Pprogress/performance for the program /ce |f| . dlscrepanq,y ratio work- /
'4:.:% discrepancies? cation decision. _[() | sheet.. Dfaw trend lines.
- . h - e ¢ \
* S & What are present dis- / Ty o / : ‘ ./},
e crepancy ratios for all - ! - ' : :
. $ §| behaviors modified durmg A / ’ ¢ ;
. g‘% the program?, ) p L o .
- “ 1 v /
‘éQ Whar is the. present - ' Iy, '
.. ~]. trend of the data? o B . i /
> - i . e
e S N N — Lo
q% ST ' Complete Part One of (ase
% o . S ' - ' Repgrt [Summary Twelve: f
"7} g === ;} '''''' ‘“\“-""'- "\'""“""I,““ -':‘“'-7;/ Rl aiieeiak/ sk <.
Bg . . . :'7:-. < . N «
.‘35 v SR AN
) . - R ! ! ) */ Noe - T
~ v & . ' ] ] / i / ) < S
T ¢ . The questions whith must be answered | ; / -
‘;afiirmacively before a program can be i ) Collc-;tﬁmm%ummdn Data for the @
. o o g a g s
. ~-cert1f10d as cnmpleted are as follods; . Pr “dm Coteific: 1\70" hecision. .
. ° 1
N 1 - Have the discrepancies between ' K .
P, . -
desired and actual Progress/perfurmance been x.omp’ett.ly redui ed? (I{ a do.-i}mlun matrix ls uscd,
_ the widlghted discrepancy, should be substantially freduced.), 1 4 oo T ,
S 2.t LhL dist repans ies have put been ccompfetely reduded, s tiwn. évidumv that the dise-
! .crepancies can bz. reducyd withm‘d l'(:dbunxlbl,(. time period thhuut 1ul’tl},t r apumf vdue ‘nlun
intervention? e ' , ! \,’ ) .
’ The data’ needed to answer both Huestions fre the most Freoent dis nv/».xnw.- ratios and trend
da:a for, each behavmt for whith a4 program wag developed. and implement l, as well as data on all
prev;.ous programs which were develuped and w pleted during program mplenc nc&t.inn
The procedures for cumputing theose da..a arg describod 1n Part V md Are not repeated herL
w ' Carrying out che prowdurcb for R].ka prmm es what . is e‘;sumlally a r/cviuw howev ro
[
. EXAN iPLF . .
- /
N The SERT drew trend lines for Lhc lagfh phase of edch nf Ricky's Apmgme that wae qtill in
v progress on Graphs 12g-2 and lhe-1. (Graphs 12g and lde dru alse I?{ luded here but trund data
. are not drawn on yeatly progr(.s‘; gmphs Graphs 12g-1 (,Du[lv Read A;, Progress) and 164 (Spell-
- ing) are included so the reader can revifew the data wlleu‘.a,d sinu: he, Llast program review on
I
January 1(1& The spclling pmgram was tirminated b/ the SERT on Februarv 16. The d;lh Progress /
o
. graph in reading is pkgt)f the ongoing sequence of ddily gmphg, 'ly whh b - thq,_prn,,; M was eval- )
L]
. -y

uatcd after every three changes. Thel discrepaney ratio data for, thf last phase of each ;\J‘nanm

"wére entered on the Discrepancy Racio WOrkc;hc}gt (p. 204).

e The discrepancy ratio data, dymngc over initfal asscssment /dat_(z, and trend data for every
" — SRL
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A,implemented program modlfxgatxon were then :-ummm:l.ud on the flrst part of Case Report Summary

Twelve (Seu page 203.) ,
" | PROCESS:  Evaluation . .
Ql}ES'[IONS MATERIALS NEEDED ACTION REQUIRED R

.

=

.o )
18. Should the program 2.
presently planned and im-
plemented be termlnated‘7

Has program beén success Aﬁ
ful in reducing the dis=
crepancies? ’

Can others assume res-
ponsibility foe this = . ‘
. student's proﬁ‘?‘am witnout
oo .. .Jassistance from Special

Program Certification
Out:come Eva Zuaﬁion

Review summary data.
Summarize and make,

recommendations. @ T

Guide)ines for program

certification decisifn.

. /< |
B , |
N

[ - K AY ]

- .

i
.
- [, % '
v
i,

~55 Bl Education personnel? - . '
] oo
. :.;‘i . " ) Cé;nplete Part Two of - . ¥
=3 ' " Case’ Repert Summary Co
Er% / . N » E Twelve. 1
S EECEETT et RIS ELE T e e T —————- e Gl L LR '
sz: / :"". L '
N il B ct
. ‘: - : -4 R
=i ) , .
” N * . -, K -, N "t
N . h S .: - ~ "\
|' i » vt
Z\; \)."4‘ . ‘
-
f L
. S /. . '".'L, ;
. e o . . 2
: STUDENT:RicKy, sciooL: River Run CURRICULUN- Read 5cme.5 -
i 7P . ) “
Do e ! . w S :
: \L-' "o . —~ ) _— . . [
- Voo z : i AT «KE Y: )
- AR R AT A DEsIRED LEVEL . &
gk-s:“}?"f > 7 : etanes eoen e ACTYAL . LEVEL - °
{sapansss : : : : " »
. 2 | RS HhE RS ER {MONTHLY) .
N R BB R FR RS 4 -+ d 4 X
oLl fipke : AT R /DES:RED PRoseess
) l =4 » e éng b 3k ot . rtteey drir .
S| ! : ,/ NON INTERVENTION -
' c 9L fEEEsE T / PROGRESS LINE ]
ZI-SO 2 < $ i ¢ -4 peng -
PO 17 [ {smaassiiisen dcisiilint fodaten -“'_._EST:MATEDuPRoeeess
(D _i - g :‘L BASESESY - [ N
(0] H 1
OlFfi 1 < .
& [ iR T . ” e
Q_ 1 -4 p-: pog-e Sded - -
‘/ - 5 1 : snalansint SCants _;g:;f’ bt {7 1 . - ':
’ T - ‘ SEi_;;/:i; Sghuy A‘"'“":{f e e HH R
, AL i R R -
! $2063878 43678 323030 3 430 A23e387 ) . s o -
oo e c1 2 a3 - & 5 6 - o .
* L ‘'TIME IN SCHOOL ( YEARS) _ o Jow L
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/ . As in the progrdm e1ig1b111ry decision,
@ Guidelines for "Making th¢ Program the collaborative or decision mattix approach
‘Certification Decision
can be u%fd to make the program certifica-

.

o ’ tion decision. If rhe dec1sion matrix
approach is used, the present discrepancy ratios are mu1r1p11ed by the importance valuﬁ of each
. r
behavior '(determined when ‘the eligibility decision was made) and the totals are compared to the

.

origin:1 weighted discrepancies. In the following illustration, the same importance values are

used as those given in the decision matrix for program eliéibilinfc(see Ch. VI, p. 117).

Behavior Importance |,  Present . Present . Previbus Total at
L Value = Discrepancy. .. Total Initial Assessment
Reading 15 - “1.7X :‘ 25.5 ;" . ) 67.5

Math (Sequence) 10 L.1X T 1.0 / ©37.0° }
Noise 5 10X 5.0 ITH» 7507 >
»Spelling'l ,: o }.0X - 10.0 - I 20.0
\well)?gzé::pancy . ho ~ _ LSIT—(S) = 1.3% : ‘ '1'19;_(9)—(5) = 5.0x"

~§i .

; During program cert1f1cat10n,,rhe current weighted d1screpancy is compared to the original
-pelghred discrepancy by dividing tfe larger number by the smaller. At present, the we1ghted
d1screpancy is 3.8X smaller than it was 1n1r1a11y The' present d1screpancy also can be compared

" to the discrepancy cut-off initially established for determining elig1b111ty. Clearly, the
1.3X discrepancy is considerably smaller than the 2.0X cut-off recommended‘ro determine program
eliéibility. Using the decision matrix does not exclude a review of the trend data, however.- Al—
Lhough the over-all welghted d1screpancy has been reduced, it is 1mportant to determine if all
1nd1v1dua1 d1screpancies have been completely reduced or will be reduced in a reasonable time
period W1thout surther assistance fron special education services. . t

The trend data for reading prog ess (for which a discrepancy still exists) indicates that L
progress is 1ncreqsing with peer tut r1ng but this intervention has not complerely reduced the
initial discrepancy. It is quite likely, therefore, that speclal education intervention in

reading will be required another year. . ; %

»

In the collaborative approach, the discrepancy and trend data also are reviewed but, as in

the program eliglbllity dec1s1on, the program cert1ficat10n detision is based on group consensus

rather rhan on precise numer1ca1 speciflcatlons

»

EXAMPLE

At River Run School, the collaborative approach_was used to make the program cert1£1cation
}decision for Ricky. The review of the summary data on Case Report Summary Twelwve, the Discrep-

ancy Ratio Worksheet, and the trend lines on the graphs for the programs still in progress .
(readfng and math skills)>revea1ed the follow1ng

" " The discrepancy in reading was not complerely reduced. The trend of the data, however,

indicated increasing progress. In math skills, the discrepancy was almost completely reduced and

(I 1

Ed

no further intervention appeared to be necessary.

. . . . / i ,

This behavior was not, inc1uded in the matrix on p. 11?) -
.o l;L,l} . /| ¢ .
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All the program, modlflcatlons for Rn.ky, except for reading, were successful enough to

warrant certificatlon of their success. Alchough m reading, Ricky had “made enormous gains

:f (.e., the discrepancy was now 2. 6X small..r than dur1ng initial asswsxrenc), the reduction in

-

v / diocrepancy was not of suffiuenc magmcude to wartant complete pro;,ram cerm1nat10n. Instead,
“ the recommendation was made that indirect service through peer tutoring be contlnued .

This 1nformat:1on is summarized in Case Report Summary Twelve. (See page 203.) !

: ' o /
; . ‘PROCESS “Communi.cation and CoZZaboratLon A
- .QUESIIONS - MATERIALS NEEDED ) ACTION REQUIRED. B
P ’ N ’ { -, . . . .
- 8 19. Has program been - . Program certification . ' ¢ ;
. B §| successful in satisfying review procedures. , / :
~ .38} the needs of all inter- S . S
. L .38 ested parties? . .
N 4;-‘:\8\ ................................ B e e T T S L . e, —————— m——————
38 Are all concerned” persons’ Staffing Requesc Form. @ Hold program certifica-
u| aware of program outcomes? - tion review with team,
5 I
& §| Are all satisfied? ' . Pparents, student. Make
> - SN I . s . L program cerc'ficatidn
a3~ - . ) ) decision. é) :
' q: A I . Complete Part Three of
) =01 o Case Report “Summary
. <=F .- . , i . Twelve. .
N L SO e —————— e e e —a e emm—e
eI B B .
» H - N
5 ."3.;‘5, : . - -
N’ S&l- b ! T
. 5 R R ~ . .
. ‘ " [ A
1. .’ . .
: : nd £ -
. Th flnaL step in the program - :
) cert.:.fl/:auon decision is the team Program Certification Review Procedures @
- AN *
scaffing All parties to the refer- : : : :

: ral should be present (or at least

s

- 1nv1téd ) to parc1c1pace in this dec1s1on regardless of which decision model is used. The data
) dre presented and each person is given the opporcunicy to review t:he data, comment on.the <recom-

menda tions, and contribute additional data or recommendations. For- Ricky, for example, the progra

= ~ certd ficatibn decision is summarized on Case Report Summary Twelve.

N N -
.

} ’ [ Some Hndl Commcntb on Program Cert1f1cat10n

.
<

*

In Chapter II, we dlscussed problems that are frequently encounterod by resourco teachers

when they try to Ldenclfy desired performance, Tle importance of making choee dcﬁlrcs explici

at:‘ the outset of mod:lfylng a program is mmufesc in the progtam certlhcatlon prqce% Desireg
prev1ously unmentioned or forgotten very often cxop up whek mpeclal educators, cr.‘y to get out o .y
] ’ b{zsmebs wlth a child. During program ;ﬁlannlng, commi tment$ /co sac;sfacto}y program (‘Omplet a‘o'n Y'-i '
should be ,obtained from .all responsible parues, mc.ludxng general education staff, parents,; and

} ";pecml educators. This agreement should be escabhehed in writing as a part of the originil
planning contracts. If agrecment is obcained then 1ndiv1dual values regnrdmg the problems and

. / f

cheir Jmporcance are negotiated well WBefore consideration of whether the progr;am has been sht-

* €
" f isfactorily completed. Thus, the commitment concract can be used as the basis for negotigjting
. I 2 r Y ., ] ’[ )
}/ Q See P.L. 94-142 regarding parents’ and students’ rights tb attend and participate. .
i “ ) ‘ < ) , e '.J,
ERIC ~ 001 PR .
Lo . . ' . oy & - R
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P _‘and called for. If our schools dre to be lurallstlc, in the same se?Le that we presume our /

LA v provided by R

. / eventua} program tertlileatlon along the subJectlve dimens;ons whlch are always a part of program,
A ]

- /
/ modlfi ation, d&.‘LlSl,Unb Gallagher (1972) made, similar recommendations *In our experlence, the
-more e lu,z,t the, .,unt.'m,t‘u‘, agpeements at the p,umt of‘ initial program modification ‘the less
' f

dﬁfj‘uaulty /:znd eoflict cxist at -the pom.. of p\wgzwq termination. No doubt it is impossible to

A / wy Al

& - avoid some disagreement on somgrpu_aslons but fqrmallzing the agreements prior to making deci-

8. AR ' .

s / sions oertalnlv helps to reduce*a grent deal of/ poténtl;&l conflict. fhe
i 4 N
/ . 1 Perhaps a4 final statement on the role of de51red performance in making program certlflcatlon
[ “

.- decisions should be given. Although ln establ 1sh1ng programs the tendency always is to act as
lf performance discrepancies are r'educed by c,hange/s in the actual performance of the student, we

PN believe that many problems can be solved mpr qulckly: and simply by rene;;otlatmg desired perform-

:

T ance. .Ta do 0 _requires that the 1nd1v1.dua1s who are. responslble for t;)e developmetft of children.

i i
, within. edur.at.).un&l progrums be persuadeo spmehow, that thanz,cs in de51red performange are reasonable

i
,American society is, then we must be open t;o alternatlve developmenta] gqals as well as altern-
7

F ) -ative programs. To require all thlldren o l arn to do. or to become the same (i.e. s desired
-

lpetformdn(.e to be the same for all childden;, from this v1ewpoint, i 1nappropr1ate One of the )

reSponblblllLLEb ut prugrum modlflers s buld be to 1mpact on people s des1res as we‘ll as chlldren s
performancd.- ' ; ' i C

.t

¢ @ ',St{a.'ffin'g Request I’o'r,x/n

'
/
|

=y

]

“ . To: / Nembers of Student Support f‘eam
T, ’ d—‘rdm ssT Chairman ¢ ,‘.v} / / //\ !
o

Y, /976

Date

/

Here is a list of the students for whom referrals have bde
h B h '

_recieved since our last.meeting.

7o ,v' : / o, ' ' . !
) . / . / i ' [ .

o Y I

/Please list sr,udents whose programs should be reviewed”

f
, lmplementatllon Evaluation Progress Evaluat:on ! Program Certification
. it /

s

- /
-’"i’LSn/y"(G’-/wde S ).
ikt /70m (Crade4)

N .«/—4_.:‘,7-' N »., ) ;
P . R/c/re/ ¢ Gmdc;‘s)
,fhe SST will ‘;onven7 in the %es)ource room at /730 /9 /V . i " on .

&‘aﬂll &1‘ /97& . Return thi

'

J
et

M.
form to the SERT prior to the meeting. .\\

.

[

P . <. - ‘0.‘,‘

recommend that thd SERT cheir this|team.

,aLlagher, J. J. The sptc al educatwn contyact for mildly handicapped children.
Exccpt;wnal Ch'z.Zdren, 1972, 38, 527-535. ’ ” '
{ - ’
) . - f " 2 ~Z< .
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T 18. Should the program as presently planned and implemented be terminated?

I 1 *
- .5 "" ,‘_f.-,‘ ., . ;j’ * .o ’ , . }‘r_ . B
T ws s ‘ : CASE REPORT' SUMMARY TWELVE |
r- . N - I
S Qu?/ck,vf 3| |9 720 28
_— o / $qudent; Grade , . ’Age / Teacher -
3 'y ," / 7. What are the present ‘progress/performance discrepancies? f
N What are the present discrepancy rat|os for all behaviors modified during :
« L  the program? - . e
/ What are the presest data trends? < ) . ) : ’ {
“ ] Enter sumpary discrepancy and.trend data here 2, ) ;
. S N , Present Dnscrepancy - . . -f
- J . Benavior Date Jease, / , /?76 | Change Over Initial Assessment Trend i 3
o . " S ‘ e !
2 READ ING PROGKESS £7X LESS Ro X SMHeLER W;
£ e:, [}/ MATH PROGRESS LAIX LESS -, 3:3‘//\’ S/MBLLER . W;
S _SPELLING J sox . R-OX SMALLER >4 lalily. ?
co T NOISE, £OX 180X 3/H LLER dtalle. |
-
|
!
I
H
!

! 1
B4 +
N :' . H3s program been successful in reducing discrepancies?
! } . Can_others assumie responsbility for this student' sproqram wi thout assusmnce
IR o from Special Education? . . ® . .
ok . Summarnze' data review and recommendations here.
N ;’; .
L - __‘_Wﬁw all 79«{; >y @uw ;/& o
. ‘ FE
- "f ’ 2. OX, -AW AQ g leg D72 % N
fhom N . ., h
i QA0 L 114 QU DG reas) QB8 e Py B P
: ! | - , . . . 4 ¢ . o .
L betariter . lbulo, Lherl o) Q2L a igeredane. A .
. [ - o - y
o ! ) - < Q@ o DAL JM - AL 2R e ALy (A2 4m"4 ANCEL7]
o . 5O ﬁm . // = et < .
e I g o/ -: O At/ Ll LI Asd 77 (A Q LAY~ '
P 7, 2 s ), 4./ b
/ ; | Y ad 7 70 OV v ._.‘ £ 2w [l L) e C ) '
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‘:j Y L L LA ier ® (47 LA - (PO e -k 4 1/ sl BV, SR PAC
P . . c Z 4 ’ g, " |
Lo LA A AL OO el A ¥ 2 2 !
i - * . . 2 ;
2 - ’ " © 19. Has program been successful in satnsufyung needs of all nnterested parties? R
f . b Are all parties aware of Program outcomes? w L .
. Are all satisfied? v . R : N
, Summarize results of staffing here. : . ; ’
- . .

- - e i . - 8 ,

RS . A d , (O . LT T ~

- r'd ’/ B
, ! g / 7’ ” -,I' .,,// ///.4 ),l f .

- >l da"
s \ &~ €
L A ;

' A TN UONEALNLY L L ’ (0 L)

- 3 . .
(& 4 4 Vads al r A 4 LA . V2L A '
3B
ompleted s,
Di ect .
¥
Termmate . g f
o inate - e
. , i
- Q a s e . . . 1=
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PANCY RATIO WOR

!4éHEET

DISCR )
Student /éd“lf /S/honl ﬁ“"wm Teacher m 15
REHAVIOR 9/ Bs™ pfi afs bl 3/ e $ls

I c N iy "Chadge trom Ch Ch n 'Change from Ch nge | Change| Change Change from

Assess. hange | Change hang/ Inh Assess. ange|Lhange| Lhange Init. Assess. ange 9¢ o, fnit. Assess. .
OFIRED 7 12 mes. |20.0 16 | \ /|7, 2¢ 220240 (2.0 | r3x 20 |26.0 | 220|154

CTUAL . f ' .

oo |4mps. |55 65 K,/ 16X 7.5 | 9.0 o |2 136 |ins 1o lox

DISCREPANCY|S 5°x |26 X |2 4 \ 1% smaller 12.9% |3:6x | 2.0x | 2.0x smatfer 1 ax | 18X | 177X | 36X smafle.r
eS8 [ess fess ; /55 feas e3> K255 [es5 fsn -

BEHAVIOR G/RS ufi /(. ess) Y/ 2l st KLy *

T 0 L La B v ’ L 4 Ch '
ofh | o |ooelommliornl ST ?ﬁn,, e el ) e W o
DESIRE N
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has heen described as,procedures tu,soive the progress and performance

7‘«:—

DBP

e,

Up tothis point DBPM

tudents. Sgccnal educatlon resource teachers play a key role in applying
cvalQSTTDnT\gpd/communncalaon and collaboration to rdentlfynng

problems of indivigual 5t
N3

prob!em§ ang; planaing,

¥ i
:he progesse: meas rement,

— o

mplemenctngy and adjusting programs to resolve the problems.

.

students
The presentatnun bas a:un rade fiom the, persgectx«e of a prgFeSSLunal SERT who assumes prlmary Qn
In this 57

=

tshared .esponsmbiixty1 direct service-~for improving the individua!l studentlﬁ.proqram.
Phrt chere are outlined, the final teo pruce>ses managad by the *ERT, processes in which the per-
spective is changed f:u« direct service to children to indirect or supportive, service u:chlld:zﬁ\“~

The format of the follownnq chapter differs

tor the SERT's activities in con-

throughthe processes uf consul tation auw .raining.

2y

from that followed in"préviuus chapters. First, the rationale

sultation and traininy is discussed, then consultation strateqies and the matrix celk questions

and activities are lxnied Lnlibe other matrix listings, the materials and procedures to implement

the activities are uuL’FtOvide lastead, the redder is refeired to appropriate preceding chapters

£3r the necessary information.

i
1

In conelusion, one consaltative case study is presented.

.: R e R Y

E

-
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, . .- CONSULTATION AND TRAINING:
I PROCES“ES FOR. ALL DECISION
| " - R AREAS AND PROGRAM PLANS

A e

i s A

’
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Definition and, R'xtmn:ﬂtr o

Teaching--diréct service—-ls a familiar role for SFRTs eveloping skills to identify prob-
|

lemss=plan ins tructlon, and implement and adJust instructional routines fit ea51lv into thelr

traditional role equ1remeuts Indeed, most teacher edugation programs focus almost exclusively

| . : - . 3 L
on direct serv1cejto:children\\\\,\Q:N . .
providing indirect services to exceptional children by consulting with or train-

n contrast,
ing ciassroom teachers is a less familiar role for SERTs andtone that is not easily understood-
even by the most experienp_d tedrhers Consultation and training enlﬂrge\the SﬁRT 's role and in-

_terJﬁct new faceks in the professional relationship of the SERY and regular classroom-tcacher
The first three steps in training SERTs as consultaats and teacher trainers are (a) to estab1i°h e
. the goal, (b) t:o clarify the role, and {(c) to just:n.fy rhe process.: )
The Coal ) f : !

i - / - D

—

3 ) f The goals and processes of consultation can he dls;ussed from many points of v1ew and a T

} R varjiety of theoretical models (Parker, 19«?) From our viewpoint, the goal of consultation for

SERFS is to insure ‘that a client, usually the classrooni teacher, implements DBPM for individual

} ) students who are eligible for special educatiog service. The measure of cffectiveness, then, is
’ thi extent’ to which the SERT is successful in helping client teachers to use DBPM to solve the.
- 4d ntiffed progress and perfermance problems of sfudents in the regular ‘classroom. T
. The goal of training in DBPM, on the other hand, is to teach to one or more poople1 the '

lSkv 11s that are nece éd to use the procedures effectively. This Mnnual,,therefore, is a training, =
== quium. - The, measurz ‘of effectiveness i training is the degree to which trainees can demonstrate

skill in using DBPH with the sets of problems which are typically faced by the trainees. While

success in consuléition is determined by the client's effectiveness in working with the srﬁt to -
~; solve the problems of specific students through DBPM procedures, success in training is evaluated

by the extent tb which trainees can successfuliy impleent the activities of DLPM regardless of the

r——

} U partlcular pro lem presentedvand without the immediate assistante of the SERT. When DBPM has been

13

-

- Regular‘cla é teachers aides volunteers, cross-age tutors, parents, principals, social workers,
X - hologls s.

N

- o - 1 .,
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come when it has been achieved through training.

/ [
Line sometimes.

learned through consultation, the learning 4s a secondary outcome; the learning is a primary out-

The Justification for lncluding both consultation and training as
éERT's responsibility follows.

~

The simplest schema for clarifying the consultation role is that presented by Tharp & Wetzel
- (Fig. XI-1). )

Consultant |

Mediator’

Classroom
/ Teacher

(>

people who occupy those positiong"

The .triadic model of consultation.
Tharp & R. Wetzel,
~hatural envivonment.

In Tharp & Wetzel's analysis, the consultative relationship describes

sultant p051tion, the classroom teacher, the mediator role, and the student, the target role.
The analysis clarifies that the SERT is in a c0nsultative relationshif with the teacher when
(a) the student is the target of the change effort, (b) the teacher works directly with the stu1
dcnt, and (¢) the SERT works with the teacher to help to change the séudent s behavior. Earlier

in this Manual {Chapter VII) eight different types of service were presented for consideration

~. when administrative arrangements were to be selected.

identified as "
¥

is indirect service.

the SERT should agt as a consultant and trainer.

Examination of the triadic model makes it clear that a1l conSultation
rf the SERT occupies the mediator position.and tne teacheroccupies the

target position,, then the SERT is a teacher tra1ner, not a consultant.

Not all spccial educators, and certainly not all classroom teacher’s, accept the position that

Five*reasons are of fered here.

ALy

Since pcrformance problems are defined as the discrepancy between ‘'what someone (usually .
the teacher) desires and what someone (usuaily_ the student) does, and since the appropriate solu-
tion £o the problem may lie in changing the desire r\“TLr than the hehavior of the student, it

follows that someone in the schovl may need to influence (i.e., to mediate or train) the teacher's

desires as they are manlfested in teacher behavior.

i service must bé provided.

Since teachers refcr students to spegial education at a rate exceeding the direct servTce

canaCLty of special educators, sume mechanism for reducing the need for direct spec1al education

Since cducatiun in the lcast,restrictive alternative (environment) is mandated and most
often 1nterprcted as regular education classrooms, special education resources fust be provided

through the gencral education program rather than as a parallel special education program.

Since teachers, like other professionals, 1nev1tably ‘confront problems for which assist-
ance is required,

the help should be rcadily availablc in the form of trained school-based (rather

228

The difference berween the two is a very fine

part of the

\ Target
) Studéht
// \

daptcd~£rom-d%——
Behavior modification in the
Academuc l1969

New York:

"functional positions, not

(p. 47); fqr our purposes, however, the SERT occupies the con;

|
Four of those types of service were

| But the activities of
training are indirect sc¢rvice also as the SERT is not managing DBPM for a given student or

what, theri, is the rationale for these role~
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w

than itinerxant) professionals.

-

5. Since the need for special education sometmes can be re‘duz:ed best by systematic change

in the school ;program rather than individual problem solution, resovurces must be continuously

Aruitoxt provided by Eic:

ERIC

o applied to improving the general educational program of a sc.hool to serve the needs . of exceptional
- childx"en; .o ’ . .
N ; ' k}e believe that a 'school—based SERT is in a particularly appropriate position to p:ovi'de

A the oucl’inéd services! \ 4 .
. . ‘Consultation and Training Activities =°
Decision Consultation Activity » -t 7
' 4.\rea 1. Teacher identifies chc; need for ass_istance from SERT in developing
a program modification for a student in lxis/her class.
- 2. SERT meets with the teacher to help pinpoint che specific behavior
which the teacher wishes to mod\ify. ‘ o .
. 3. < SERT, provides teacher with necessary materials and assistance to '
, Pr;blgzm‘ collect data on the discrepancy between the student's current level of
Selection. functioning and the desired performance for the pinpointed behavior. '
) 4. SERT helps ceach)er to summarize the data collected and establish,
. importance of the p;:'oblem. ' 3 -
= .
- ' g 5. SERT meets with the teacher .and student (and parent) to develop a pro-
N gram modification. '
R " 6- Guidelines are established for implementing and monitoring the
: Pr;g;:am program mod1ficat1an and the rcsponsibilicies of all persons -involved
Selection are defined. o -
v 7. Commitments are elicited from persons involved on their willing-
- ness to participate in the program plan. The result of this action
is usually iit the form of a contract (Fig. XI-2).
) - . -
Program 8. Tmcher begins to :implem“nt plan 4
) - ',gzzzggional_ 9. SER‘l‘ ass:'.SCS.CQacher as specified in concraCC. .
s 10. SERT and teacher meet to evaluate effcgcivéness of prog'i:'an; plan
a ' weekly or at least every other week. .
“ \I;ro\gram 11. SERT assisfs teacher in summarizindg data and g'eneracin'g alcern_acive
} Improvement strategies on the basis of data collected by teacher. )
g ”12(' Teacher implements pro‘é’ram changes as agreed upon and continues with
P . program operationalization. ° .
N *Fr'c‘ygram_ \13.' Teacher meets with student and parent (when appropriate) to evaluate ‘_
Ei;ii“c,a- dt;jéi:‘t'ives ac.l}ie\ied " and deFermine if program should be terminated.
] . S 3
N ) * i ) " -
o . ) -
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"Target Behavior

1.
2.

3.

>

Procedures

Each morning the student will fill in a daily record em.

% : .
Fighting in thé:ha*ls and on the playground. . ¥

Loud and boisterous behavior in the halls and the lunchroom.
N v

-

e

Consultation Agrecement

A

*

. Swearing in the halls, in the lunchroom, and on the playground.

[
Lo »

Th|S form will remain

in the classroom and should be marked each time the student returns from an aétivity in
which the behaviors listed above could occur.

will be made by the student and teacher.
set {or the following week.

Student Responsibilities

1.
2.
3.

©
5.

Teacher

+

4t the end of the day, a final evaluation
At the end of each week new goals will be

To fill in a daily record fornm each day.

N

To be responsible for keeping count of target behavior.

To check the appropriate spacg on the daily record as soon as p055|blc after
the behavior has occurred.

To summarize each day's total ‘and sign the daily record.

>4

To have the daily record signed by the classroop teacher each day.

Respon5|bvlnt|er

1.
2.

~N Oy 3

SERT's Responsibilities

N
N

To provide the daily record forh?;‘

To monitor the student's contract daily.

e
Y.

-

To allow time at the end of each day for evaluatlon with the student and at
the end of each week for consultation with the SERT. ,

To sign the student's daily record each day.

To chart the student's progress weekly.

To develop a reinfor-zment menu for the student for points earned.

To call the SERT whenever necessary.

i

Nt Lo
.

.Jo set gaals with the student each week.

To zonfer wngh the teacher and*help to write a contract with the student.

Tp help teacher to devclopra rgrnforcement menu which has point values,®

p aid teacher |n\chart|ng weekTy progress of student”

To spend one-half hour every Fr}day aSS|st|ng teacher,in goal setting for the

%

2.

H

3.

LR
next week.
‘Teacher's , Signiature

5

Date Completed

/

.

|

-

SERT's Signature
3

.
v

Student's Signature

-

Fig. XI-2.

¥

Consultation agreement among SERT, regular classroom teacher, and student

identi fying the responsihilities of each.

s

250
.




Here is an example of a sequenceof training activities conducted by a SERT with a classroom .

teacher.

betision
Area

Problem
Selection

Program |,
Selection

Program
Adjustment

Program
Certifica-
tion T

Training dctivity

Teacher requests training in DBPMY °
-,2, 'Teadher selects. - student perceived to be h1ving difficulty with

classroom activities.
\SERT and teacher review data on*hisLory; Interview student (and parent).
SERT provides matd%ials,and training in their use, to enable ClﬂSS:
room teacher\to collect data on discrepancy between studen.'s
level of functioning and desired performance for the academic behaviors )
identified. '
SERT provides training'and_pnterials to the:classroom teacher for
collecting data on social ﬁehailot\off rarget student and peers.
Teacher collects data on academic and social behaviors.
SERT provides training to teacher which enables h(r/him to summarize

the collected data; write a rationale for :hc.imporgance of “the problem.

SERT trains teacher to evnluate data and develop a program plan for the
hlgh-priority behaviors identified. The plan may include peer tutoring.

Teacher agrees to participate in supervision of peer Eutorinéé"
¢ K » -

SERT implements activitles for training peer cutor and teacher to
operationalize program plnn. g
SERT ‘supervises as teacher monitors peer—tutoring prugram, and SERT

trains teacher to summarize data collected.

< -
SERT trains teacher to evaluate data collected and decide on program
T4

adjustments.

SERT meets with teacher to evaluate obJectives achieved and. determine

if program should be terminated.

An example of a trainir

agreement among a SFRT, clqssroom teacher, peer tutdr? and Student,

which covers activities and materials for program implementation, isg given in Fig. Xl-3

x
To summarize, in consultation, the SERT helpssomeone else solve. specific problemS;uslng DBPM:

procedures rather than solving the problem alonc. aAnd in training, the ShRT\s ObJehtiVe is tO \,an.

teach other persons to use DBPM procedures.

The procedures and materials needed to provide Lhcsc bervices should be developed fpr che

particular person

or situation in which consultation ar training is befng offered.

Strategies for solving consultation problems (sce _also Chapter VII)

Assuming personal responsibility for insuring that programs are implemented by others aSi

planned is no small step for the SERT.

The immediate responsiblity assumed by the SERT is for

the service that is provided to the referred student by others, a

discomfort.

RIC .

responsiblity that may produce
Typically, the SERT's te1ching colleagues are not familiar with the con:ept of
*\

Y
<
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) . « , Tralnmg Agreement T
o (f) SERT Re:ponsrbllltre5°' (2) Peer Tutor Re;ponsrb|1|t|e5°
» . 1. -To train peer tutor Yand student, to dev- 1. To practice facts with student each
elop and operatlonallze program plan. .. day for 10 minutes using procedures
T 2. To monitor the program for interventions taught by SERT. .
. “and incentives. 2. To get a one-minute written sam-
) 3. To provnde sample sheets, for taklng E;EeZFeEZE Z:S'C facts from the fact
R daily rates in-basic facts Ry . i o . gay. i ‘.
k. To provide material for pract:cnng ?' \:?das?;izozheh?:ug::; 'n ;uzgartzt
- facts each_day. Ing and p 1ng eac ¥e
. 5-» To provide sample materials for deter- 2;m|:0 ;ﬁcggge;nf?;??;;gnbOftg:I;ERT
e mining mastery of skills in the math _sequence. 9 P Y
o "t 6. To provide graphs “for the tutor, the ‘gé T;zrgjitsw'th SERT for 15 minutes
- o0 student, and the teacher to record data on ys- N
L “progress/performance in math. . () Teacher Responsibilities: .
e e 7. ;To traip tutor, student, and teacher ' 4
: 1. To arrange space in classroom for
. « in graphlng procedures. -
N . * peer-tutoring activities.
N 8. ' To spend one~half hour in the ‘classroom _
§ each Thursday to monitor program and-assist gre ;SS?T:b:: it that all materials
DS in setting goals for the following week. - : -
e . T . . 3.. .To check-graph and summarize data
(3) Student Responsibilities: with peer tutor and student.
LA - .
’ 1. To plot his dally progress on the dally < L. To meet with SERT on Thursdays to
- grapgh. ‘ "evaluate data and set goals:- for
) ] -~ 2.} To vork in a qooperatlve manner wnth his following week. N
v peer tutor. 5. To administer the weekly mastery
N ; <« 3. To practlce the basic facts of multl- tests.
T - plication daily. N . .
B ) - b
. Dlrectlons for Peer Tutor: - . .
i Using the rate sheets given to you by the SERT, get a one-minute sample of the
i . student's performance each day. Have the student sklp the probiems he does not know
- . .during this one-minute sample. At the end of the timing count the total number tried,
DR then subtract the number of incorrect tries. This will give the number of facts correct
. T and incorrect/minute. Help the student to graph the number of facts correct and the
‘ . number of facts incorrect on, the daily performance graph. . L. e “
. - - - " v, - ;
- . . . . . N
T ’ Directions to Teacher: . . s Ty -
. Once a week, take a five-minute sample of the student's progress in mastering the..
i skills in the math .skill sequence using materials supplied by the SERT. At the end of
. - timing count the total number of digits correct and divide by 5. If the rate of digits
i~ correct per mnnute is between 50 and 75, plot a mastery point at the intersection of the
T line representzng the skill on the vertical axis and the line representing the calendar
- “week on the horizontal axis: ° -
. . . MEER £ ‘ .
N e e . -/ .
- ~ .. < ‘,ﬂ e - € “
; Fig. X1-3. Example of 'agreement for responsibilities and materials for trainin in .
X 9

orogram implementation. The pinpointed behavior is # of multiplication
. facts correct/min. . -

1
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_"shared respoq sibility"; for them, a student's da) is divided among curriculum areas 11ke"read1ng

7

and math" or serv1ces like "regular, v "special " and "remedial," in which each teacher assumes the
right to "do his/her own thing'" with the student. Even in continuous progress or "open" programs

teachers do pot expect colleagues to follow the same instruction, even informally. Teachers are

!

trained to function individually rather than as team members.

When the SERT shares respons1b111ty for a discrepant child's program, uncertainty and conﬁlict
are common 1nit1a1]y in the relationship w1th the classroom teacher. A common\response to this
problem, lf the SERT consultatlon role is not a fam111ar one, is to avoid and escape those in-
direct se;vlce aet1v1ties that produce confllct and to concentrate on the more familiar direct
servlce functxons. In one school district, we have been told that although special education
téachers were provided with from '25-50 perLent of the day for the 1nd1rect service activities-which
aré required by the gOnSul[dn[-role, within five months of assuming that role virtually all of the
speci 1%ducation teachers had returned to 100 percent direct service to children. Their chief
explaiagion was that the regular classroom teacher "didn't want to work with them"\and were "un-
cooperative."

How does the SFRT succeed in operationalizing a program as a cooperative ventureé No simple
ansver is available, unfortunately. Howeyer, teacher performance is influenced by the same general
pri Eipfes that influence student performance. A systematic analysis ofjthe performance problems
ochrring during program operationalizatiun can be helpful to the SERT who identifies discrepan-
éies between the desired performance of implementors written into the program plan and the actual
performance of those implementors during program operationaiization. Mager and Pipe (1970) have
provided an excellent framework for analyzing such problems. A few simple questions from that

framework are helpful to stimulate solutfons to common performance problems.

1. 1Is the performance expected (desired) from each implementor clear? If not, the SERT can

demonstrate the performance or write it into a contract which all may sign. -

2. 1Is the actual performance of any implementor substantially discrepant from the desired

' Eerformance To answer this question it may be necessary for the SERT to observe the implement-

or's attempts to perform as desired.

3. 'If a discrepanty exists, is it important? If a discrepancy is not important to probable

program success, ignore it. If it is important (and to so determine you may need to communicate

with other concerned parties), then try to determine why the implementor is not performing as:

" desired.

(a) 1Is the performance someth;gg the implementor can do, but is not doing?

, If so, the problem is noc due to & lack of skill and can be solved if the

- SERT can take the followlng actions:

(1) Change the consequences that occur whun the implementor performs as desired. In doing

so, remember that the (unsequences operating on the implementor can be both positive and negative.
A person ma& be able tu do something but will refrain from ft if the tesult is unpleasantness. For
example, a. teacher may be able tu observe and record Lehavior but dues not because other students
become deruptive,during the prucess.  In :ffect, he is being punished for carrying out an import-
ant comoonent of DBPM. To get the teacher to observe and record the target student's behavior,

the SERT must make sure that the punishment does not occur. Similarly, a teacher may be able

to manage a peer-tutering program in the (lassroom but at the cost of time ordinarily devoted to

evaluating students' work. Agdin, the SERT can effectively remove the unpleasantnuss by using

N
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indirect service to ensure that pertorming as desired does not cost the teacher valued time.
Finally, initial attempts bv the 1mplementor to perform as desired go unreeogn1zed too often.
The SERT can insure pos1t1ve social uonsequences ‘for even small approximations of desired perform—
ance by da11y checking in “with the imolementor ta "see how things are going." These "stop-bys"

by the SERT and the principal, counselor, or social worker emphasize the importance of desired
performance and provide the occasion for social reinforcement. (Notes to the principal.about good

efforts by implementors are especially effect1ve reinforcers!)

. (”) Make the desired performance easier for the implementor to accomplish. Fur example,
data recording is much easier to do if all the materials are provided and are easy to use. Imple-
;enting an alternativé curriculum in the‘classroom is easier initially if someone else provides
the materials, plans the lessons, provides directiohs to the student, and organizes the time 2nd
space. Managing a pcer-tutoring program is easier if someone else recruitsand trains the peers,-
organizés the lessons, and develops a daily system that results in ¢learlyorganized graphs for the
teacher to inspect. All of these.fhlngs may seem to be th1ngs the teacher "really oughta wanna'
“do (Mager & Pipe, 1970) without sv much effort from the SERT; yet they may be the very things,

which need to be done if a program plan is to be operat1ona‘17ed. The way we wish for

~ c

things to be are not always the way they are.

. (b) 1Is the desired performance something the implementor does not have

the skills to do? If so, two options exist. .

(1) Establish a program to train the implementor to carry out the program. Lf, for example,
the teacher ducs not know how to write behavior c¢bntracts with students as required by the pro-
gram plan, the SERT can teach the teacher. Similarly, the teacher who cannot do a task anqusis
will have to be taught how to do so. Training the teacher is initialiy time consuming but it has

'long—term benefits in both the prevention and remediation of problems with other students. On
““the other hand, immediate program operationalizetion may require a less time-consuming soluticn.
‘In such cases the second option may be.used.

(2) Shift the implemuntation respunsibilities to someone who already has the skills required
for prugram opcritionalizatiun, such as the SERT. But then the SERT would be moved into a direct
service role, which may be undesirable. If the target child is likely to need service for an
extended period, changing the child's teacher may be a good alternative. Changing teachers with-
6ut conflict, however, requires careful .and sensitive management and Is most easily done where
the reassignmentof responsibility is common (as in team teaching) . ) )

The preceding strategles are not exhaustive. 1In general they include a wide rangevof altern~-
atives for so ving performance problems. (Mager & Pipe (1970) provide a more thorougb under-
standing of the principles involved and, with practice, a limitless number of specific solutions
can be generated from the principles.)

A case study follows in which a SERT consulted with a classroom teacher. It is preser;t—q
ed to provide a model for consultation activity; however, it should not be construed as repre~
sentative of _all (unsultative possibilities. The case study format Ls a modification of the forms
presented in Chapters [V-X and it is used by the SERT to structure the consul tat ion” with ¢lass-
room teachers. The modifications meet the requirements of the consultative arrangement. Thus

they do not include information on the (ligibility decision or formal periodic reviews of

the student's program by the building tdam.
y
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- . “ a T
. Do's and Don'ts for Consultants! .
. , . . . . ’ . ~ .
: b0 . DON'T )
- " remember that people are capable PRSP - tell a teacher you will help with a
of solving their own problems N child without spelting out exactly
. N “ §5~if : what you think your responsibilities
* try to accept others'values o are :
- be fully aware of your cwn values - don't schedule yourself so tightly
' ‘ that you don't have time to meet
- have a specific way that teachers with teachers for immediate -
can get your help . " .consultation
4 ) ‘wf:
- be knowledgeable about all school -act as if you have all the answers
. & community resources available . to solve a teacher's problem
+ to save time & help more teachers, * become the “'middle man' to take
learn how to use. your services; ) :eaché:'s ggipes to the principal
Sem

meet with a’ teaching team or . )
! ~ department at meeting times * don't push when the consultee is
l ) not ready to move
7 have a wide variety of materials . . .
{1 to help teachers . *don't let your need to help get in
‘ ) " ‘the way of the needs of the
- let teachers know you value their ‘ " consultee .
knowl edge - / .
: - don't expect to see immediate results
* try to be involved in school --you'll get discouraged
activities . .

»

4

There follow the matrix questions for the process of consultation and training through the
four decision areas and program phases. If you recall, these quéstionsuwere,omicced from the

flow charts presented in Figures 1I-3, 4, 5, and 6. The case study follows the matrjix questions.
. . ¢

4
*

. References
Mager, R. F., & Pipe, P. Analyzing peéfbrmance problems. Belmont, Calif.: . N .
* Fearon, 1970. :
Parker, C. A. (Ed.). Psychological. consultation: Helping teachers meet Co.

‘spectal needs. Reston, Va.: Council for Exceptional Children, 1975.

Tharp, R., & Wstzal, R. Behavior modification in the natural environment.
New York: Academic, 1969.

1Adapted from material developed by Diagnostic Prescriptive Teachers, Minneapollis Public Schools.
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5.
N i Process: C nsultation and/Training -
/

/ . - : ,

QUEST IONS / MATERIALS NEEDED ACTI?N REQUIRED . ';

S el Am ” — . X °;

/. ~ DECISION ARFA: PROGEAM PHASE: = ¥ v b

R ..Problen Selection . Intakc Assessment - -
4. Can_the SERT help or train 53 'Chapters v, Vv, and Coqsult with or tralp others
(a)des, regular class teach-'

others to select problems for
program modification? /

Are there other persons who
can be;helped or trained to
collect discrepancy ddta,

conduct interviews, aﬁd establish

/
/

/.

f

ers) to collect dlscrepancy
data, conduct interviews, and

estabdlsh priorities and J
eéligibility for service.
¢ I

)

T

\ priorities and eJnglblllry for = " - .
service? . / ! Ty /
7 o= ,’ [ EaN il
. ; . IDECISION AREA: PROGRAY PHASE: :
- . | Program Selection ] N Fwogq@m Planning , o
2 8. .Can the SERT hé.p or train . See Chapter VII. ﬂ' Consult wnth or traun others
others to select programs? . / to propose alternatnve pro-
.Are there other persons who can be ! grim:élw;';:BZZi:;:':es;ofnd
. heiped or trairved to propose \ ‘ ‘ c:dﬁr Sn nt.-p
alternative programs, write . o . e . .
objectives, determine measurement , ' o i
procedures? ’ ! ¢
. !
DECISION AREA::® | PROGRA PHASE: : T
Program Operatioralization Implementation Evaluation !
. - / '
12.  Can the SERT help‘or train See Chapter VIHI. i Consult with or train others
others to operationalize program . / to implement, measure, and
. plan? e i evaluate programs. |
~. Are there other persons who can be f .

helped or trained to implement pro-
grams, measure performance, and

* evaluate extent to which program .
plan is being implemented as’ ' i

proposed? . ‘ . '
DECISION AREA: PROGRAM PHASE: ,
Program Adjustment Progress Evaluation ;

i
Consult with or train others

1X.
to evaluate grogress and makq i

16. Can the SERT help or train See Chapter

others to improve programs?
recommendations for further

Are there other persons who can be diFicat
helped or trained to evaluate pro- program modiffication.
gress, propose program changes, : ' *
. and adjust programs? !
EANS +
. DECISION AREA: ' PROGRAM PHASE: /
" Program Certification ! . | Outcome Evaluation|

r

See Chapter X Consult with or train others
/ to evaluate program outcomes
/ . - and determine whéther program

/
, should be terminated.
) !

20. Can the SERT help or train
. others to:certify programs?

Are there other persons who can be
helped or trained to evaluate
- whether program should be
terminated?

) K«t} () : ; °
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. “ CONSULTATION: SUMMARY REPORT ) !
i : . - . ' " A. Here the data.collected '
N Ms. R. Ms. J. - Devin P. 2 8 ?durnng>|nlt|al consul tationwith
“Teacher - SERT Student's Name Grade ~ Age interested parties are summar= |~
I, PRQBLéM SELECTION ized. The SERT and the Feacher
5 1. Who owns the problem? - decide who will do each inter-
> . oot Date ¢ : t !
- view. —
Are the problems those the teacher identifies? Ms. R. asked ' EXAMPLE )
. the SERT to help dev.lop a program to increase assignment The SERT mét with the teacher
. comgletlon/bf one student in ber class. At the present \ to pinpoint the problem. N
- . tnme the student is not completing more than one of five
.. ' | assignments per day. ' °° s .
:\‘ . I Are the probléems those the parent identifies? _Parent is Devin's parents and the
'very'concerned about student's work. She is willing to do regular class ‘teacher met dur- /
whatévér the school requires to help Devun nmprove (See ing regular. conference period. s

also‘attached questlonna.re )

-
¥ 3

¥ Are ehe problems those the student identifies? Devin does The SERT met with the
not ﬂike school. He feels the teacher is always picking on student to give him the oppor-
) him. iHe never gets free time as he is'SIWays being kept in tunity to express his views on
: to finish his work! This makes him very angry. (?ee also the problem. ’

attached questionnaire.)

= T
* ~ .

. . /
Other icomments: Teacher believes Devin's problems are not

due td skill deficiencies but are primarily a problem of

1

'motivqtion. -

1
.

2. What problems have been identified as important? ° - . ’
!
. TEACHER } PARENT [ STUDENT } OTHERS™| MEDIAN Each person interviewed was
. . R o
> Co. AVgRAGE ,asked to rank the identified
’ Assignments | | No : I problems in terms of their
.Completed Opinion

relative  importance.

v
t

sy
’ ’“;‘ ’ N ’:"i //
AT N ./
, r wal . /
« . / 4 R
. o
*These, are different for eéach-student ', = /
A Y
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CONSULIATIGﬁ: SUMMARJY -REPORT
o/ At i

!

/
I

. EXAMPLE. OF A STUDENT QUEST | ONNAIRE

Y

¥

'
I

§n

H

_‘]‘
N

g

Devin P.

Date

1. lFAl had three wishes 1'd ask for

. A /
ur model, comic books

Student's Name

2. The best thing the teacher can./do is

N

!

bandy, dinpsa

dot to yell 4

t me /r

"X

\» © every day for at least

3. My favorite game.is bike riding’ T L ZC

/ D , //
b: 1 like to get pop and ,candy T .

S ,"
‘John P. -- '

5. My best friend in school iJ

/
6. The best place in the school is the

playground'
/ s
7. The school period .| like best is

recess //
/

" 8. Mhen | get my school work done | like to

go out to ﬁ4af or have free time
1 N o R
' __to.get my work done

// - N
9. The best thing that could happen to me in school is

"10. If | could do snythyﬁg in school, that | wanted, | would watch tv

i1. The most fun that l/have in school is | don’t like school

o
- /

12. The subjects | need the most heiy with are ! don't Know

>

o
I don't know

_13. The subject | wapt to work on’ first is

14. 1f | could have/help with getting my work done | would be

able to go out and play

£

15. If | knew | could * | don't know I'd work on my

"

»
mins. /hours.

4

\ 16. Ask stuQeﬁt to completé the priority ranking sheet.

{  (See-also questions 12 & 13.)

\ - . .

Additional comments: ;
. /

3
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i

I T

EXAMPLE OF A_PARENT QUEST |ONNAIRE

-~

Younger ‘brothers and sister

%hat,geépfé does' your child spend the most'fime\

!

'
'

H
'

MARY REPORT

»

Devin P.

219~

_Qate

i

Jith?

i
1
i

2X*

~

Mom and Dad

3.

v

Are there others .he or she would “like to be with?

Where does your child spend the most

In

Where would he or she like to spend more time?

£
H

ront of tv.

Don't know.

N

»

time?

“

Not particularly. Devin is a loner.

€. List the thiﬁgs your child spends the most time with.

.

D.

When not watching tv likes to pl

.pens.

. o

List things your'child does-not have but would most, like to, have.

‘Maéic marker pens

List best-liked foods and drinks.

Gum, candy, pop, hot.dogs

ay with dinosaur models, read comics, use magic mgrker

£

List the activities your child spends the most time on. .

Same

* List activities he or she would like to spend more time on

to your child contingeht upon his or her behavior.

TV..

Models

Candy

Trip to McDonalds

Comic books

LY

239

. Student's Name

A

P A

L]

E. Select and list four reinforcers which are the most powerful and which you are able to offer

f
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4UMMARY_R§PORT

E CONSULTATION:
Ms! R. Ms. J. Devin P. 2 8
N T .
i T%acher SERT *  Stident's Name Grade — - Age
1 3. What is de%iredrperformance? '
. = b. What is actual performance? -
[ he 5. 1Is thare a’ discrepancy? Date
I , - s | - v v
’ {
. Assignments]
BEHAVIOR Compieted b
. ‘ <
10.0X less it
DISCREPANCY . than de- { !
sired | P

6. is there a history

' ° .Jproblems?

~ 1 . -
of progress/performance

"~
.

&

Devin has no previous history of Special Education service

or referral.

Dy

.

<

= «

B. Here the data collected
during initial assessment of

the problemare summarized.

B

Nine conseéutive days of
baseline d§taﬁ%ré collected by -
Devin's teacher on assignment
completion. The SERT summarized
the data and plotted them on’a

daily performance graph.
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[ CONSULTATION:. SUMMARY REPORT
/ Ms. R. Ms. 9. || vevin P. 2’ 8
Teacher SERT Student’s Name Grade ‘Age
T 7. 1s the discrepancy important? -
’ Date v

—

:

Baseline data indicate that Devin completes 10.0X fewer
assignments than qg;igned.‘ The classroom teacher wants
him to complete all assigned tasks, as che believes Devin
will not be able to gucceed in school if-he is always
falling behind in his work. Devin would like to complete
work so he can haVe“ffee time but at this ‘time he says

he can't work beca;se he feels the teacher is always cross
with him. Devin's parents agree this is an important L
problem and would like to help in any way they are asked..

C. The SERT writes a rationale
for the importance of the brd-
blem in which she justifies the:
need for consultative seﬁgice.;
The SERT wrote the rationale
sregarding the importance of tﬂe
5roblem and asked the'teacher.
to review it and comment:

o

If Devin is to succeed in schoolféame assistance from an

outsjde party seems appropriate.

N
o N .
-
.
-
.
.
.
s
-
.
.
.
R .
.
R .
i
. .
. 3 "f
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E:ONSULTAHQN: SUMMARY REPORT : ; :
o= “Ms. R. Ms. J. " Devin-P. ’ 2 8 | ‘
o . Teacher SERT Student's Name  Grade  Age .
i . “ 8. s consultation appropriate for D. Th;a decision whether ser-
. :__» . this problem? ) Date "vice wil:l' be provided is
- : ; s . o reached using criteria estab~
. t“ lished a# the school or dis-
. - i ) tr;ict level.
- This problem 'r'neets_ the criteria for consultation in H.
- school and therefore a program modification will be dev- In H. School this decision
- eloped by the classroom teacher with the SERT's assistance. does- not require a stuqent
. “o T ’ : support team staffing. In-
';f'—- ' direct service depends upon the
—_— ~ ’ SERT's previous time commit-
- ' ments and the type of p}'oblem .
. . . presented.
7 _ The Sljif;{T assessed her time
commitment and the appropriate-
. ness of this ,problem'fc;r con~
N ) ‘ . /sultative jservice. Based on
<o / the rationale. regarding .the *
) ‘ ,’/ 'importancei of the prc;bloem the
- - ’ SERT "agreed to provide assist-
T ance to the teaci;er in devel-
oping a prbgrém for Devin.
!
b ":';‘.
s
- [~ *

»
O - . w“'-‘ :'1 2
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- GONSULTAT.ION:  SUMMARY REPORT
Ms. ,R. Ms. J. Devin P. 2 | |’'s
. . . . '
Teacher SERT Student's Name.: Grade Age ’
' I1. PROGRAM SELECTION
" 1. What performance discrepancies E. In consultation with the
A ihave been identified? Date .
2. What is the administrative plan? teacher a prer?m plan is
) : developed. *
‘List discrepancies for which program modification will _ . EXAMPLE -
be developed during consultation. ) Together, the teacher and
Assignments Fhe SERT developed the program
Completed plan which is outlined here.
* S > . ‘ . .
. 8 . . . . '

Outline general pian and administrative arrangement.

The classroom teacher and SERT will develop a contract
. . | which' describes the responsibilities of all parties.
The contract format will also bé used between: Devin
and the teacher. Contingencies for completing assign- \
ments will be specified. A dai[y task card will be
filled out\by the student and teacher indicating

assignment completion.

| 243
ERIC '
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CONSULTATION: SUMMARY REPORT

H
Consultation Agreement

Teacher, Responsiblities ‘

SERT

2. Help student fill in the task card’ :

1. Write a contract with student.

s

3. Remind student to f}ll in his/her name and date at the beginﬁing of each day.
4. Briefly discuss the task card with student at the end of the day. '
5. Sign each task card”at the end of the day.

6. Developaset of potential reinforcers fof Devin to earn.

7. Make sure Devin has time f&r'the activities he earns eaEh.day. '
Responsibilities -

-

1. Inform all personnel involved of their responsibilities under the contract.

2. Provide task cards for Devin and the teacher. . \

3. Summarize data collected by the teacher and plot them on the performance graph(s).
L. Help the teacher to develop a set of potential reinfoqpers‘ﬁpr Devin. .

5

. Meet with the teacher weekly to evaluate the program and set new goals.

.

Procedures for Implementing Plan

-

N . . . .
1. At the beginninyg of each assignment make sure that Devin understands the directions

for compléting the task and what is expected of him. '

.

2. Be sure Devin knows what patential activities he can earn. .
3. At tH; end of the day, fill out the Daily Task Cardewith Devin and make sure it is
marked correctly. |If the assignments "are not completed, try to pinpoint the reason
and write it on the bottom of the form.

4. Take the reasons for not completing the assignments under consideration when
planning the snext day's assignments.

5. Be sure Devin has time for the activities he earns each day.

-
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CONSULTAT4ON¢‘ SUMMARY REPORT

M

W

.

Long range, weekly, daily -
objectives and program changes
for eéEh“prggfam modification
are'wr?tteh by the SERT and

the teacher. Graphs are sel-
»

ected~and responsibilities for

collecting-and summarizing

data are assigned.
l EXAMPLE l

-

Together .ne teachef and the
SERT

Ms. R: Ms. J. Devin P, 2 g -
Teacher SERT Student's Name Grade Age
3% What interventions are proposed ' F.
to‘reduce tﬁg discrepancy? D3te
- = ° — -
CONDITIONS BEHAV-IOR CRITERIA
% Loﬁg By the end of the Devin will com- 100% of the
Range school year when plete tasks time.
given.a set of assignedd
assignments to ' -
complete e B
. Weekly | Each week when Devin will com- at a median
1 given a set of . plete tasks .percentage which
of assignments assigned L ] is"at least 10%
to complete . greater than the,
- previous, week.’

“es

lweek]

‘/;uﬁﬁz long-range and
y program objectives..

Contract 1 - Devin can earn IO min. of free time at the end

of the day if all tasks aSS|gﬁEd are completed and checked off.
\

-~

Contract 2 - Devin can earn 10 m|n of Free\txme befbre lunch

|f all assignments for the- mornnng are complete.

L]

Contract.3 - Devin can earn 1 sticker for each assignment com-

pleted which he can trade for a variety of _items (see contract).

- ‘“"\

[

‘ ' . ~ ’ e -
N 4. What are measurement procedures? .\‘\‘\~. 4%;: EXAMPLE SOl
N . \ oy "
: Graphs and measurement pro-
What behavior will What graphs will be kept? Who will } cedures were selected.
be_moni tored? MONTHLY PROGRESS PEREORMANCE[ | S9]1o¢ -
o " o
. Assignments WEEKLY  PROGRESS- { PERFORMANC A
Completed (GAILY) . ProGRESS PERFORMANCE| | Te2cher | ° ] -
Who will graph Who-will summarize Who will evaluate data ) .;;
data? data? and develqp new goals N
- and .program changes?-
Teacher SERY .
. SERT and teacher
— L r. » . R
— © 3 ‘-
b . ° ‘ &:.. - "
: . , , 245 *
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Task Capd 1 °
peyin?

- Devin will get a\/ for every assignment col

. CONSULTATION: - SUMMARY REPORT

N

mpleted during the morning. At the end of

R the day Devin will get 10 minutes of free time if he has completed all his assignments

for the day..

Student's Name

¥

Date

# Tasks Assigned

# Tasks Completed’

# Tasks Not Cémpletedﬂ < -

/ v

Studenf'smSignature

Teacher's Signature




PV

e

Task Card 2

SUMMARY REPORT

i

-

CONSULTATION:

Devin
,r’
Writing
\\
. Speliing
Math Sheet Date
. rupil Davin P
Teacher m . ﬂ !
‘ signature
T Studentb ev 1 Vi
Signature
Reading Rgrz!
Workbook ading
with
- tape
‘ -
) N d 5 stars = 10 minutes
free time
, before lunch.
¢ e,
ERIC <1
WJ:EEE . g
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" - CONSULTATION:. SUMMARY REPORT ‘
O\n T
~N S — . )

4,,

rac( (3)

D‘\TE : !

-~

T DevinP égrée to compléfé

aSSlgnmenfs given to me each morning- T sha“
Jist each one on my task card and sha” l‘ece.lve

one: 6%_ for each task I do .

T can trade my stickers for:

-

3 stickers = 1 .piece of candy |

[O stickers = magic marker/*elt tip -
[5 stickers = comic
40 stickers- = a dinosavr- model

LN I e g —%
— ‘

N e e
\_J_A.

T Mo. T , agree to present Devin with a @-

for éach assignment he completes each morning. I will

1

aléd inikial his fask card

e —== . T Ma.R. agree to provide

’ &  task cavds, Stickers and ‘tangrble

reinforcements for Devin's
pregram.

245




CONSULTATION: SUMMARY REPORT.
Ms. R, Ms. J. Devin P. | | 2 8 1. S
Teacher SERT Student's: Name Grade Age =~ . .~
Y ~ -
PROGRAM OPERAT {ONAL1ZATI1ON AND ADJUSTMENT ?
6.

Hit.
1.

-

2.

Is program plan being implemented
Date

as_proposed and accepted?
Are changes being made systematically?

|mperat|vel

I

229

Daily reviews of the pro-

gram during the first week are

The SERT need

only "stop by" momentarlly

Subsequently revnews are
scheduled weekly and- summarlzed

in log form as noted here.

The 10g kept by the SERT

for this consultation is

f .
f ‘ IDay | SERT met with teachgf\to review data and discuss problems
{ which may have occurred. Teacher had not filled out task
R Date card with the student as there had been a fire. drill at :
i . . reported here.
,  the end of the day. ) ) E
! N
“§Day 2 SERT left note on teacher's desk before school to remind
-k her about task card.. Check again at end of day showed
Date ‘that the student had not completed any assignments.
. -
H
. Day 3 50% aSS|9ﬁments were completed today but/ eacher express-
e v
i ed concern that feedback is too remote”r/D cided. to 1-1;
fpate ,wéfz until Friday and then dec;ﬂi’Lﬁ/gﬁag ;;?72‘$hou18
B ‘b" lmplemented " ) ://~ 1\, «/( 2 ,1}‘.‘ \:’*Ey’:}.’/’
- ()i- AN i o,
M‘ WAy SR
o 4
Av PRI Sk
LY
Day 5 A check at end of day |ndvcateﬂ*6 ‘%s§|gnment com- ~
pletion. Decided to contlnue as aboVe ?br‘another
" [Pate week.
) 6ay 10 "7 Devin's performance is very variable. Teacher will
) implement Contract 2.
Date
[ 4 .
o ‘ 2 4 J

<
e ——

——— .
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Day 15 Devin completed 80% assignments on the fjrst da§ of the L
new coptract and 100% on the second day. His performance .
Date is still variable but will continue this contract for
another week as % correct per day.is still above the
i estimated performance line.
-
) Day 20 All data points were plotted below the line this week.
- Contract 3 will be implemented next week.
. Date =~ .
Sl
— .

Day 25 Devin completed 100% of assignments for two days this
© week! )

Date

\

£
3
L

AR

Day 30 Four 100% days!!!

‘Date i

v

Dayv35 Despite an initial .drop to 60% on Monday, Devin
i

completed 100% assignments on 3 days.
Date

|

Day 40 100% on four of five days. Teacher will continue this

program without

further assistance from SERT.
Date

_ ' 2ol
ERIC+" ‘

Aruitoxt provided by Eic:
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) CONSthATION: SUMMARY REPORT /
'I . < " - ‘«
v i v ” N ’ -, R .
,R;ﬂ'wqﬂ\Ms,J. Devin P. - . 2 8
Teacher SERT Studgnt!s Name Grade Age
Vo \'
. RN
.;_PROGRAM LERTIFICATION {‘ . ’ -
“1. Did program produceﬂcumulatlve
benefits for, the student? Date

2.

Whlch changes had greatest effect
Eerformance?

Performance increased durlng all program phases

% Assignments Completéa

Baseline -

103 /

Change 1

33% J

Change "2

o]

.Change 3

1003 / )

Summarize discrepancy data.

Baseline

]0.0X/Tess than desired:

Change 1

3.0X less than desired

Change 2

2.5X less than desired

Change 3

1.0X -~ No Discrepancy

S

Change Over Initiala
Assessment

10.0X smaller

H. The data for the program

were summarized by the SERT:

”

The data for Devin's

program were summarized by the

SERT.

MWE MWE  MWE )
56 70

MWF

42

MWF MWF

28

14

ERIC
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e
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/
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1

CONSULTATION:, SUMMARY REPORT
, .
Ms. R.. “rs. J. Devin P. 2 8
Teacher SERT Student's Name Grade Age
3. What recommendations are there for

further program modification?

H
ia

~—

Date

l.
identify which changes had the
greatest effect on performance.
o]

The SERT and teacher met to

evaluate changes and decide on

Teach 4 will continue to implement Phase 111 of program.

.The

reiﬁﬁorcement “menu'' appears to have been the most effective

change planned for Devin's program.

*} PROGRAM CERTIF{CAT 0N

o
/2.

3.

Should consudltation be terminated?

Has consultation been successful

in reducing the

discrepancy?

Has consul tation satnsfled the needs of all

inter-

ested parties?

-~

J.

program plan and summary

Consultatnon has been Successful

SERT will continue to check WIth teacher tol

in reducin%

maintains this same level of performance.

see if studeng r

the discrepancy:\

A\

k. Continue/

Consultation

., “
[

ey )
-~ »,

o=t

N 1

—

Da te <+ 2% '{

S ey
N
e .

SERT

Zw £

Teacher

-

S\

)

o

F

-

~ -

[

future prbgram plans for.

Devin.

The S

discrepancy data.’

)

T

.

anQ~£ﬁh_1eacher
also cert1 \\d grqgcamxcom-

k’—/

pleﬁuon A ;f

Teacher and SERT try to

Teacher and SERT review
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‘Problem

DECISION AREA: Selection PROGRAM PHASE:
PROCESS: Communication and Collaboration
QUESTlONS . MATERIALS NEEDED .

Referral form. (:)

Procedures
conference.
Format for

1. Who owns the problem?

- Are the problems those the

teacher identifies?

for_arranging teacher

teacher conference. (:)

Are. the problems those the Procedures for_arranging student
* .student -identifies? ’ conference. :
'° Format for student conference. (:>
K " Are the problems those the Procedures for_arranging parent
conference.

.parent identifies?

Format for parent conference. (:) '

Are the problems those the
school principal or other
,professionals identify?
Are they shared problems?

Procedures for arranging staffing;
consultations.

Should other professnonals
becmﬁMtw?‘ ‘

Do those~wh9-|éent|fy
_ problem(s). Have priorities
- as to their. 1mpbrtance7

Procedures for determining
priorities.

rlc 254

Aruitoxt provided by Eic: -

lnitial Assessment

L%

ACTION REQUIREb ENTRY LEVEL MASTERY ‘

Acknowledge receipt of form. (:)

conference -
. /e
\\ -
. . /
Arrange and copduct student . ’
coaference.

Arrange and co
with teacher

-

-~ A )
Arrange and co ch parent /////, o T CT .
conference. . . g

Arrange stafflng, consultation :

or data gatherin other .
professionals. /? -

Ask appropriate parties to
complete priority form.

Summarize data on Case Report
Summary One.

0y

A



QUESTIONS
2. I's there a discrepancy
between-desired and actual
performance? -

- Are, there desired academic
progress expectations?

¢
__Are there desired academic
.— performance. expectations?

. Are there desired expecta-
. gions for social behavior?

. What is the target student's
‘ actual level of academic
progress?

What is the target student's
actual level of academic
performance?

- What is target student's
performance in social °
behavior? -

What is the discrepancy
ratio?

/ Is there data on past
/j . progress/performance?

ERIC

Aruntoxt provided by Eic:

b — - o7 -

- 1

MATERIALS NEEDED - .
Curriculum materials used in
referred studentfs class.

v

Procedures to collect data
on desired progress for average
students. é

‘

Procedures to collect data on
desired performance for average
students.

>

Procedures to colliéct data on
social behavior of average

" students.

Procedures to colléct data on
actual academic progress of target
student. .

Procedures to collect data on

ACTION REQUIRED

DECISION AREA: Problem Selection PROGRAM PHASE: Initial Asscssment PROCESS: Mefiisurement

ENTRY LEVEL

Collect data on desiredcﬁgogress\

for average students.

-

Collect data on academic
performance of average stu-
~—dents. ’

Collect baseline data on soci
behavior of average students.

Collect baseline data on
academic performance of targe
student. @

Collect baseline data on aca-

actual aca%fgiéxperformance of target demic performance of target
student. (f)

Procedures to collect data on
social behavior of target
student. .

Procedures to graph data on
desired and actual progress/
performance.

Procedures_to compute discrepancy
ratios.

Cumulative folder data. @

{

student.

Collect baseline data on
target student's socia!
behavior. é

Appropriately title and label
graphs. Plot data on graphs,
6

“

Compute discrepancy ratio an/
* record on viorksheet.

Summarize data pertinent to
present priogities and
problems. ‘

Summarize data gn Case Report
Summary Two. @

-

t

N

MASTERY

9c7
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DECISION AREA: Problem Sclection PROGRAM PHASE: Initial Assessment PROCESS: Evaluation

" QUESTIONS

3. Is the student eligible for
service?

Have important discrepancies
been identified?

Can a rationale be estab-
. - lished for the importance
of the problem?

Does student meet eligi-
bility requirements?

MATERIALS HEEDED

Guidel ines for making the eligi-
bility decision. (D9

Rrocedures to review and evaluate
data.

- )

ACT-ION REQUIRED

~

Review discrepancy data and
select discrepancies which

-~

.meet criterid.

Write a rationale for the
importance of L.he problem on
Case R:port Summary Three.

Convene staffing' to make
eligibility decision. (2)

Summarize decision on Case
Report Summary Four. @

DECISION AREA: Program Selection PROGRAM PHASE: Program Planning PROCESS: Evaluation

5. What program plans are.
proposed?

For which. identified dis~
-crepancies will programs be
developed at this time?

What program objectives are
proposed for these behaviors?
What progress/performance is
estimated? How long an
intervention is planned?”

what program changes are
proposed? .

What resources are available
to implement the plan?

Procedures to select discrepancies
to be modified. é

Procedures to write objectives.(:)

o e
[
-

-

Guidelines for specifying program
changes.

- 1
Suggested alternative administra~
tive arrangements.

Select discrépancies for which
a program will be developed on
Case Report Summary Five.

Compute progress/performance ,
estimates; select intervention
period; write long- and short-
term objectives ,for each dis-
crepancy on Case Report Summaries
Five and Six.

Write at least two program changes
for each objective on_Case,
Report Summary Six.

Propose 2 alternative arrange-
ments to implement plan on Case
Report Summary Seven. (4

ENTRY LEVEL ° MASTERY




-l

~~.. . DECISION'AREA: Program Selection PROGRAY PHASE:

e

o El{lC.

Aruitoxt provided by Eic:

. m:msm\: AREA

7.

‘ QUEST JONS* MATERIALS NEEDED:
f; © . 6. 'How will effectiveness ¥
. ' of program plan be measured?
ROEI What procedures will be Guidelines to select measure-
R used to measure progress/ ment procedures. (f)
performance?
27 . . e
i T How often will data be ’

" collected? .

»

What progress/performance Procedures to draw projected
is estimated? progress/performance estimate
e \ on yraphs.

v

Program Selectiohn PROGRAM PHASE:

PROCESS \'Communicutiqn and Collabog@t{on

Does thé program plan Purpose of program plan .
. meet the expressed needs of review. (:S
L referrer; studeng, parent; . '
P others? . < '

‘ * ¢
Have all partles been

/
Form fo.receive feedback on
involved in planning?

program plan. léfsse Report

Summary Ni
Haveall parties accep ed unmary Nine)

plan?

Program Planning

o7
PROCESS:IMéasurement

ACTION REQUIRED ENTRY LEVEL

'Specify/procedures to measure

\

Program Planning > °

.collection on Casg Report
" Summafy Eight. é

behaviors and frequency of data

Draw prOJecteu progress/
performpnc estimates on
graphs. @ a .

Circulate Case Report Summary
Nine to |nterested parties.

Arrange programppian staffing
if requlred

. e

MASTERY

8€C




E

|

~

“f - : \\ N .
DEQJSION AREA: Program Operationalization PROGRAM PHASE:
: .§ S0 - . ] "PROCESS: Measurement
* QUESTIONS . - _MATERIALS NEEDED
T . N
9.} Is program being ’
implemented as .planned? - .
Are measurements being Guidelines for implementing
taken? -Are graphs being data collection actjvities.
. - | maintained for each pin-
. , pointed discrepancy? Are N
’ data being recorded as )
©planned? ° N
i .
, Are program changes being Decision rules for making program
; made based on graphed changes. )
; data? Are changes noted
|

on graphs?

i S
DECISION AREA: Program Operationalization PROGRAM PHASE :
3 PROCESS:. Evaluation

10. Is pfogra@ pian implemented
as. proposed?
' Are there a sufficient - Guidelines for reviewing data. (:)

* number of data points
for each intervention?

Are program changes fre-
quent enough?

i Are changes made according
to decision rules?

DS
op
oo

O ’ .

RIC - -,

Aruitoxt provided by Eic:

Implementation Evaluation «

Al

ACTION REGUIRED : ENTRY LEVEL MASTERY

Measure progress/performance.
Plot data on graphs.

Make program changes based on
data. é

Implementation Evaluation

Review graphed data and compare
with program plan. _Summarize
results on Case Report Summary
Ten.

6C2C
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DECISION AREA: Program Cperationalization PROGRAM PHASE:
' * ,PROCESS: Communication and

o
~

Implemrntation Evaluation

Collaborationg

»

QUESWIONSf , MATERIALS NEEDED ACTION REQUIRED ENTRY LEVEL MASTERY
! /
i .
11. Are all parties aware of , Purpose of periodic review .
tre extent to which the program  meeting. (i)
is being implemented? j -
! Staffing Request Form. <:> Hold‘peﬁibdic review meeting
. with team.
. ‘ Rgconcilé-ény differences be- \
, ' tween program as planned
. and implemgnted. .
N f Complete Parts Two and Three of *
] ° Case Report Summary Ten.
1 N ' K
DECISION{AREA: Program Adjus?mont PROGRAM PHASE: Progress,:Evaluation PROCESS: Mcasurement
: ‘ [ )
13. Whaj information is avail- ; Guidelines for gptaining
able on ‘umulative/progress/ | change data. Yol
performance to date? | ) e
’ .
What is median level of ! Procedures to ¢ompute medians. (:) Compute medians_for each pro-
progress/performance for i gram change.
each! change?
Whag is the discrepancy f Procedures_to compute discrepancy Compute discrepancy ratios. (:)
for ‘each program change? ; ratios.
| i
» What is the change in the j Procedures .to compute ghange in Compute chgnge in discrepancy °
.- ‘discrepancy ratio from | discrepancy. ratios. @ . ratios. @ . /
initial assessment? ! ' .
what is the direction | Procedures (to draw trénd of data Draw trend lines. (:)
(trend) of the data for |  for each change. (f)
each program change? f "~
What variability is there g Procedures to determine Summarize variahility and step
in ﬁerformance for each | variability and step changes. <:> change data.
change? ‘ :
Is jthere a step (up or | Complete Part One of Case
dan) at the point of Report Summary Eleven.
change?
l) N
. <03

.



-QUESTIONS

- 14. 1s the piogram as
~implemented producing cumulative
=7 benefits for the student?

H

Are there positive data
trends?

Are there positive changes.
in discrepancy ratios
over initial assessment?

S ' Were some prégram changes
T more effective than others?

Will programs for other
behaviors identified as
high priority during
initial assessment be
implemented at this time?

oo
c

t

O -

MATERIALS NEEDED

Practice_in interpreting graphed
data.

ACTION REQUIRED

Evaluate summarized program
change data on discrepancy
ratio 'worksheet and graphs.
Complete Part Two of Case
Report Summary Eleven.

‘

A}

Develop objectives and graphs
for each new behavior. Select
program changes for each objec-
tive. Draw projected progress/

performance estimates on graphs.

Circulate form to receive feed-
back.” (See Chapter VII.) f2

DECISION AREA: Prggram Adjustment  PROGRAM PHASE: Progress Evaluation PROCESS: Evaluation

ENTRY LEVEL

]

1

|

MASTERY
<

|

|

.

b

ve




. . 'DECISION AREA:
PROCESS::
"QUESTIONS

15. Can information gathered
on program changes be useful
to others?

-

Are all interested parties
informed of progress?

Are there recommendations
for program adjustments?-

performance discrepancies?

What are present discrep-
ancy ratios for all be-
haviors during the program?

What is the present trend
‘of the data?

i

Program_Adjustment

DECISION AREA: Program Certification
PROCESS:

Communication and Collaboration
MATERIALS. NEEDED

Purpose of periodic review
meetings. é

Staffing Request Form. (:}

Measurement

17. What are present progress/

Collecting summary data for the
program certification decisiif,

PROGRAM PHASE: Progress Lvaluatlon

ACTION REQUIRED

Summarize recommendations for
further program improvement on
Part Three of Case Report Summary
Eleven. ]

Hold periodic review meeting
with team, parent, student.

Share data on student progress/

"performance with team, parent,

student. Discuss recommeirdations
for further program improvement.
Complete Case Report Summary
Eleven. 2

Continue program as recommended.
Repeat review.process at regular
intervals.

PROGRA“ PHASE: Outcome Evaluation

Summarize data on the discrepancy
ratio worksheet. Draw trend
lines. Complete Part One of

Case Report Summary Twelve. <:)

ENTRY LEVEL  MASTERY

cUJ

fArA




DECISION AREA: Program Certification PROGRAM PHASE: Outcome Lvaluation PROCESS: Evaluation

QJUESTfONS ' MATERIALS NEEDED . ACTION REQUIRED ENTRY LEVEL MASTERY \ "
18. Should the program as ‘Guidelines for pr grém certifica- : . ‘ . .0
presently planned and implement- tion decision. (f)

ed be terminated/

Has program been success-

Review Summary data. Summari ze
ful in reducing the dis-

and make recommendation on Part

- crepancies?, v Two of Cazf>Report Summary e e
~ Can others assume res- Twelve.
®  ponsibility for this stu-
, -» -dent's program without

assistance from Special
-+ -Education personnel?

. N [ ]
.

.
-

DECISION AREA: Program Certification PROGRAM PHASE: Outcome Evaluation

oy

e =
PROCESS: Communication and Collaboration ‘
i9. Has program been success- Program certification review
ful in satisfying the needs procedures.
of all interested parties.
Are all concerned persons Staffing Request Form. (:) Hold program certification

aware of program out-

review with team, parents, )
comes? - Are all sat-

student. Make program

. isfied? certification decision. Summarize
results on Part Three of Case
- . Report Summary Twelve.
- ]
_ : . e
'y 271
- A..l“ .
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3

PROCESS: Consultation and Training .

. QUESTIONS

o -
DECISION. AREA: Problem Selection

4. Can the SERT help or train others
to select problems for program modifi-
cation? " .

-

PROGRAM PHASE:

MATERIALS NEEDED ACTION REQUIRED -

Intake Assessment

See Chapters v, V,

Consult with or train others (aides,
and VI,

regular class teachers) to coliect
discrepancy_data,_conduct _inter=

ENTRY LEVEL

*

’

Are thert other persons who can be
.helped or trained to collect dis-

» establish priorities and eligibility
Sfor service? )

~

views, and establjsh priorities and
. 2 eligibility for service.

crepancy Jata, conduct interviews, and

DECISION AREA: Program Selection PROGRAM PHASE: Program Planning

8. Can the SERT help or train others to
select programs?

Are there other persons who can be
- 7 . .helped or trained to propos® alter-
’ ' native programs, write objectives,
determine measurement procedures?

DEéISION AREA: Program Operationalization PROGRAM PHASE:

. "Can the SERT help or train others
to operationalize program plan?

. .Are there other person: who can be
- helped or trained to implement pro-
., grams, measure performance, and eval-*
. uate extent to which program plan
is being implemented as proposed?

DECISION AREA: Program Improvement

) 16.  Can the SERT help or train others
« to improve programs?

Are there other persons who can be

helped or trained to evaluate pro-

. gress, propose program changes, and
- ~ adjust programs?

- DECISION AREA: Program Certification

20. Can the SERT help or train others
to certify progra&s?

n

Are there other persons who can be
no -helped or trained to evaluate
- O whether program should be -
E MC terminated?
s .

PN

See Chapter VIi. Consult with or train others to propose

= and determine measurement procédures.
<

-

1

°
Implementation Evaluation
See Chapter VII}}. . Consult with or train others to imple-
ment, measure, and evaluate program.

-

PROGRAM PHASE: Progress Evaluation
See Chapter IX.

L3

progress and make re.ommendations for
further program mod- /ication.

) .

PROGRAM PHASE: Outcome Evaluation

Consult with or train others to evaluate
program outcomes and determine
whether program should be terminated.

See Chapter X

3
¢

alternative programs, write objectives,

Consult with or train others to evaluate

on

MASTERY. | 5

ka4
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' _ ' CASE REPORT SUMMARY_ ONE
. Student . Grade Age . . Teacher
-1. PROBLEM SELECTION
. %)
1. Who owns the problem? .
7 Are the problems those. that téacher/parent/student/others |dent|fy?
N . What are the priorities?
Summarlze |nterV|ew data here.
h ~
Are the problems those the teacher adentlfles?
Are the problems those the paéent identifies?
: i A N
, -
Are the problems those the student identifies?
- /
| . //
. ' . @(0 ,
Other Comments: v
( 3
o 0 .
s ., ° [T N . 3 -
Summarize the priority rankings here. d o >
. B <&
’ TEACHER » _PARENTb ‘ . STUDENT i OTHER* ]MEDIAN OR AVERAGE
o s ' '
2 . ” .
3 . o <
L [
Q
.8
“ . ‘ ‘ . : k3 < -
s, ’ \ A ,
- . - N . 5
X *These are 'different for each student.
¢ LI - .\ N y - .
o - T . 2 ‘;' : »

‘ . ;
ERIC - : : : - .
P o v o ' -‘N\\‘““*--___~

. 3 - .o
.. . ' . [ YL ‘. t

¥ % ot . - . n o~




7

CASE REPORT SUMMARY TWO

A Student ’ Grade Age

[
A

S T 2, Is there a discrepancy between desired and actual prrformances?
What are the discrepancy ratios for high priority benaviors?

What. dataare available on past history of progress/p2rformance?
4 " . f

}
.~ List the priority behaviors and discrepancies here.

]
“

s

N

Teacher

- BEHAVI0R A ' Cr
IDISCREPANCY ' f '
. | BEHAVIOR .
.)~
: - . |DISCREPANCY
N &
o ":Summarize appropriate data from cumulative ffle here. -
\ .
4 4 -
. |
-]
A |
3 5
e |
l H
| r
i *
’ =3 £ 1 Y
P .
v ' o
7 (
. - 3
- 3 C
~ \ .
‘ ‘ ey
S . : 2ib ’ .
.9 . . L .
“ERIC . L .
| ommEmEm . . o o
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CASE REPORT SUMMARY THREE

|
|
- B - 1
. . . 1
. i
Student Grade " Age Teacher |
i
. i
B ., a i
3. 1Is the student eligible for service? . [
- . Have impo tant discrepancies been identified? "
- Can a rationale be established for the importance of the problem?. |
- ' S . f
Write a rationale for the importance of the problem here‘ . E .
|
. ) ,
~ 1
|
)
i
. ]
H
. . ) |
® - . ¢ e “
]
i
|
i
. s |
. i
_
A}
L3 < L]
T
. t
k]
° L4
- ! M =
;
o I- ©?
N 1 - .
‘ Date Completed . !
. By . .
. .
"y o ’
<&
» .
»
a
’ v .
.
- ©
, .
. p “
t
€ 2anse,
» “- I / !
o .
.,;_' n.umc e . . ‘o ’ ! ’
ow ot . I , M . T v o
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~ CASE REPORT SUMMARY FOUR- N
Student - Grade Age Teacher
3. Is the student eligible for service? (cont.) _ O
Does the student meet established eligibility requirements? : a7
Summarize the results of the staffing here. .
2
7

Participants

Date Completed

By *

3
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¢k - .
' CASE REPORT SUMMARY FIVE
o
1.~
/ * " Student Grade Age . Teacher
. I1. PROGRAM PLANNING, . e .
/ » * 7 5. What program plans are’proposed? :
) . For which identified dlscrepancles will program plans be developed
£ at this time? ) .
What progress/performance is needed to reduce the discrepancies?
, List discrepancies for which program modifications will be developed.
Summarize estimates of progress/performance needed to reduce the discrepancies here.
"”‘ TIME ) ‘
< @ ;
S
>
=
- X
i <
m a
o
. . N
Il . \
S >
o ¢
(2 t 1]
- ¢ '
'. a .
o,
’ 1y
| Av | \)
E [ °
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CASE REPORT SUMMARY SIX

- Student

5. What program plans are proposed?

Grade

-

~

Age

(cont.)

What program objectives are proposed?
. What program changes. are proposed?

A o
List long-range, weekly, daily objectives and program changes for each program

. modification here:,

Long "
Range

Behavior®

. Daily
or
Weekly

Behavior

Lcng
Range

Behavior

Daily
or
Weekly

Behavior

Long
Range
_—T
Behavior

Daily
© or
" . Weekly

Behavior

e
RIPAimex:providoa vy ervc [N &
. 4
.

.

-3 .

-

" CRITERIA

Teacher

CONDIT IOt BEHAVIOR
*
Change 1 i
Change 2 3 . .
Change 3
) CONDIT IONS BEHAVIOR . CRITERIA
v .
) ©
Change 1 )
Change 2 ’
Change 3 ?
CONDITIONS BEHAVIOR _ CRITERIA
o
i &
Change 1
Change 2 -
Change 3
LI
<30 @
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%
L
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. CASE REPORT SUMMARY SEVEN

~
w
w

PAruntext providea oy enic B8

\\\:\ . )
. Student Grade Age Teacher
5. What program plans are proposed? {cont.)
What resources are available to implement the plan?
/ Propose several possible program arrangements here. .
/ S Program . . . R
Beh%ylor Arrangement Type of [nstruction Time Implementor Place
Direct Group SERT AIDE | Resource Room
Indirect Individual ' CLASS TEACHER OTHER Classroom
PEER Other
i Direct Group SERT AIDE | Resource Room
Indirect lndividgal CLASS TEACHER OTHER} Classroom
e . PEER Other
Direct Group i i SERT AIDE FResource Room
Indirect Individual ! CLASS TEACHER OTHER] Classroom
§ . : PEER Other
- -*7 Direct Group SERT AIDE | Rescurce Room
. Indirect Individual CLASS TEACHER OTHER{ Classroom
PEER Other
Direct Group SERT AIDE Resource Room
Indirect Individual CLASS TEACHER OTHER] Classroom
: PEER * | other
4
- Direct Group SERT A'DE Resource RoomH
Indirect Individual . CLASS TEACHER OTHER} Classroom
PEER Other
. Date Completed
B‘/ ¢
. } .

N
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CASE REPORT SUMMARY E-IGHT
A . -,
o
Student Grade Age Teacher
6. How will effectiveness of the program plan be measurcd?
What graphs will be maintained for the program? )
ow often will data be collected?
Behavior How materials What fhe What the Type of Frequency of- |What is
ta be are organized teacher says student graph measurement Jrecorded on
measurad does, on- graph
> N -
Progress Daily
¢
/‘ "l
) Performance Weekly -
L3 < .
) , Monthly
Progress Daily
Performance Weekly
) Monthly o
Progress Daily
Performance Weekly c
Monthly
This case report sumnacy is an adaptation of a recording format presented by J. E. McCormack, Jr.
in The assessment tool that meets your needs: The one you construct. leaching Exceptivnal’
) Children, 1976, 8(3), 106-109.
[<d
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CASE

Enclosed are the plans which have been proposed for,

Student

-

7. Does the program plan meet the expressed needs of the referrer?

Grade

REPORT SUMMARY NINE

Agé

student? parent? others?

Have all parties been involved in plannlng7

Have all parties accepted plan?

Directions:

el

Teacher

Circulate proposed plans (Case Report Summaries Five, Six, Seven,and Eight) to interested
par&jes and solicit their program plan preferences on the form below. !

program.

Please

read them and nndncate your approval or dnsapproval of the plah and your choice of administrative

arrangement.

If you have concerns about the plan whxch ne¢d to be communicated in person, please

stop in to see me in the resource room any mornir.y before the start of school or call me at

4

If plans are not satfs?actory a team meeting will be arranged.

SERT
) Date
e L et T LTt e SRR AR R
~1 have read the enclosed plans.
My preference is as follows:
. Preferences
Behavior Program Arrangement “lass Teacher Parent Student Other Team Members
1. >
2. °
. )
2.
1.
2. ’
ACCEPT  pRoGRAM 0BJECTIVES :
REJECT AND CHANGES

a¥

Please return to the SERT's mailbox as soon as possible so that the program may begin.

Prcgram Plan:

Accepted

Date

ITo meet requirements of P.L. 94-142 a staffing may be necessary here.

[1{lc

JAruitoxt Provided

-~

.




R

T

°
T 256
) . CASE REPORT SUMMARY TEN A C
— . i e
L] 1Y
Student Grade - Age Teacher |
. I11. PROGRAM OPERAT;ONALIZAT 10N
~ . ¢
9. 15 nrogram being implemented?
N 10. s program being implemented as proposed?
11. Are all parties aware of the extent to which the program is being
impiemented as planned?
. .
Summarize data from graphs here. .
\
Date —_— . *
Hunber of Graphs 1 2 3 4 5 6 .
Da.a Plotted? "YES/ NO
. CRanges Made? YES/ NO
Are changes YES/ * NO Comment
° frequent enough?
o “
Summarize review meeting here. .
Date ) L. :
. . =
-
“ (‘;" ‘ -
g b N .
. ":;,'I}'-:u
s . s "é{‘-;"t-
3 R At

Lisc'changes tec. sred to reduce discrepancy between program plan and program implementation.

. ’ Date

\)" ’ ) ‘ B PR T . 7
RIC - =t |

RO A 1701 providd by Eric [N
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v,

Student

13.

.

Grade Age Teacher:

PROGRAM IMPROVEMENT

What information is available on cumulative progress/performance to date?
What data are available for each program change?

What is the change in the disc-epancy ratio from initial assessment?

Have programs been developed « ‘ace the last periodic review?

Summarize dsta over program changes here. List behavior new since last periodic review.

Behavior{ Trend Level Variability Step at
: Intervention
Positive - Increase Up
Negative Decrease Down
None
Positive Increase "+ |. - Up
. * Dewn
3 Decr .
Negative ecrease \ None
Positive Increase - Up
L Down
Negative Decrease N
one
Positive Increase Up "~ N
Negative Decrease Down .
) €5 None .
Positive + lIncrease . Up
Negative Decrease Down
9 None ‘
14, 1s the program as implemented producing cumulative benefits for the student?
Are there positive changes in the discrepancy ratio? j .-
Were some changes more effective than others? . ™ ‘
Behavior Changes which were most effective j
|
|
\
d )
L, 15. Can _information gathered on program changes be useful to others?
7 rwegina . Are all interested parties informed of progress?
S, . Are %there recommendations for future program modifications?
) Behavior Recommendations for changes i Review Date
¢ 9 _ -
el

"y

' ERIC

<

Present: : d




. N .
. .
» " - { ]
N .
s
A
.

“7:

Student Grade Age

\Ifacher

What are the present progress/performance discrepancies? N
What are the present discrepancy ratios, for all behavnors modi fied
during that progran?
What are the present data trends?

- ‘:
Enter s ‘wmary discrepancy and trend data hereI .
. ) . Present Discrepancy - . : ) X
' BEHAV10R > Date Change Over tnitial Assessment Trend . B
. READING PROGRESS~.__ o .
% - MATH PROGRESS T —— . .
S 9 SPELLING . * : » - "
NOISE ” = » . . . w ' N ¥
18. Should the program as presently planned and impiemented be terminated? . ;
. Has program been successful in reducing discrepancies? » .
Can others assume responsibility for this students program Without ass:stance
. from Spec¢ial Edycation?
e o ' . “ .
° . Summarize data review and recommendations here. ' )
> ; — N A
. ‘ X
s - . » -
. . .
). -
3 . . ¢
. 19. Has program -been successful in satisfying needs of all interfésted partles Lo
. Are all parties aware of program outcomes? . - . . o s
Are all satisfied? .o ° ' ’ “
< ® :. V 4.“
Sunmarize results of staffing here. - . iy
s &
] ‘ " PER
3
h.- * .. l. Y K

Continue

Terminate -

Date Completed A -,

Present

Direct

indirect ‘ -

ERI

B A v ext Provided by ERIC :

T1f decision matrix.is used place matrix heie.r)fj
. R
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- Potential Reinforcerd
H

-Praise (verbal)

. ~Teacher addr

1

Social { . .

-Praise (peer) /

. ~Praise (projegt posted)
. =Peer tutor ?

-Attend to chifld

sses student
-Peer co-worker
-Working with' a friend

~Positive nofe home

-Posltlve t Iephone contact

-Share resylts of graphlng WIth

child every day -
=<Tell student you ''missed" hlm i
special May .
someone of her/his ch
~
book

~Use ty ewrlter

:
i
/

i

Change Strategies ' .

n

oice

=<Free tlme to do preferred actnvnty

-Early dismissal , .,
-Be teacher and plan lesson

. ~-Go to media center

-Spend time in I|brary

-Clean animal cage’

=Do favorite school work

-Have child graph oral reading
rates

~Have “teacher graph performance

~Mdke graph for child to use to
graph performance
~Take a fiield trip
. ~Use tape-recorder, film strnps,

record player, othe¢ audio visual

" material

-Be office assistant
-Be ‘cross-age tutor
-ActiVijy period of his/her choi

. *Concreteg ! .

~Stars and stickers
‘~Candy y
-Money '

paper“cltps

—

lndnrect T

“ —

-Ponnts,,tokens chips, washers,

.at a more appropriate time’

\e-—-}' «"\JN"*- N 44‘
/
!

. ;’ " -
i s N -
. oae -~ - -

ce

e Pencnﬂs, tablets, erasers,stationery,

check-.
marks, test scores, which can be
exchanged for other reinforcers

TO INCREASE BEHAVIOR )

2.

?bten%iai Prompts o
Verbal

a. :
;~Prepare individual cards w

~=-Ask older child or peer who knows |
alphabet to practice with child d

=Talk about story in class

- -Toplc cards to choose from
{ -Suggest specific nouns to
- -Suggest specific verbs to

ith rules

>

/

include ;

. L
include .

/ -Provide single sound auditory cue for

word identification

- 1 !

; -Suggest specific topic to write aboﬂt a

-Suggest specific adjectives to iﬁclude

I3

~-Make contract with contlngeﬁcnes!stated
-Call student at home when absend

.- Nonverbal
-Look up answers on tables,

-Write down borrowed or carried numbers

!

{
man/rlx

~Have chnld copy the letters as;he says °

them

f

¢

~Have the child trace the letters as he

.says them

~Use a stimulus picture for story tellnng

,-Chlp trading -

5

-Concrete cues, bIOcks chips), marbles,

' ; etc.
i =Use multi-based blocks
" -Time interval chart on desk
given .every 5=10-15 min. f

t/S'tIII

H

H checks
r sitting

_——" -Have student selﬁ-chart # Jof positive,
peer contacts; positive féelnngs
-Have teacher or observer Fhart out-of~
seat behavior and share the results with
‘child every day
« -Set timer for varied |nt€rvals
c. Modellng
., ~Practice saying words og Language Master
-Seatinhg arranged to be surrounded
by quiet students /
-Echoic reading 'i
-Copy spelling words from list
-Copy. correct Ietters and numerals from
list [
3. Shaping ]
a. Shifting criterion
-Reinforce for successive approkimations
to- 100% -
-Increase criteria for mastery (daily/
- veekly :

‘~Requlre gradual .mp;ovement in on-task

behavior

N




LA

Potential Response Cost

thaining  (task anafysis)
-Teach phonics
-Pinpointing slicing (practnce on

smaller set
-Work on simpler math operatlons

fore complex
-Work on spellrng snmllar words

~

.
o
<

-Fines
-Take awey indirect, concrete, SOCI?] rein
forcers, or activity (tv, car, friéhds, et

Other Potential Punishers
-Error correction ' .
-Graph of error performance
~Sharing graphs of undesirable- behaV|or

-Sad faces
~Red. checkmarks

* »,
i 262 "
. : ’ __— '

A o _-Reinforce’ for increasingly larger amounts b,
BT . " of work ] /
Lot ‘Reward for 1ncreasnng # min. in school, ‘.

2 . etc. - -
~Shape behavior by enforcing short inter-
vals of appropriate behavior and then
increase length of time requnred for >
reinforcer ; '
ot o . , / TO DECREASE .BEHAVIOR
' - 1. ‘Potential Time-Out’ : Tl
» R ‘ -Remove opportunity to earn indirect
' ; reinforcers for 5 minutes
e " =Remove oppcrtunity for social interaction
:. 7 for 5 minutes 2
s " ~Remove opportunity to engage in preferred e
e -+ activities for 5 minutes -
i S
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-
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Publications
v ‘ L of Jthe . :
. LEADERSHIP TRA]NINQ;IN,TITUTE/SPECIAL EDUCATION
o L 253 "Byrton Hall: I .
: / co S . 5 University of Minnesota
R - «Minneap?lis Minnesota 55455

N ~§picl_<er; H. H., Anastasiow, N. J., and Hodges, W. L. (Eds.). Children with spec
needs: Early deveZopn?ent and educatfon. Minneapolis; MN: Department of
Audio-Visual Library Service, University of Minnesota, 1976. -

Reynolds, M. C. (lf,’d.). National technicaf assistance systems in special educati
. Report of the conference in Washington, D, C. (May 1974). + Minneapolis,

“

: MN: Leadership Training Institute/Special Education, University of Minnegpta, .
- < 1976. b . VR . - _ ,ZP :
- Reynolds, M. C. (Ed.). Special educaiton and school system decentrglization.

/ .
; ‘ Minneapolis, MN: Leadership Training Institute/Special Education, / ‘ ’
) University of Minnestoa, 1975. : -
Reynolds, M. ¢! (Ed.). Psychology ivf the schools: Froededings of the confefence
of psychology and, the process af schooiing in the next decade. Minneagolis, MN:
Dep‘értmept of Audio-Visual Library Service, University of Minnesota, 1871.

. Reynolds, M. C. & Davis, M. D. (Eds/). Exeeptional children in regular elassrooms. .
Minneapolis, MN: Department of Audio-Visyal Library Service, Univeriity of

. . Minnesq,ta, 1971. - . / - /

. o wi th i, /

d THE COUNGIL FOR EXCEPTIONAL CHILDREN i
] . .| Publications Salées ) ) i
; 1920 Association Drive .
/ . Reston, Vir,?inia 122091 . ,

Jones, ‘R.'L. (Ed.). Mainstreafping and the m'!Znom'ty chitd. Reston, Virginip;
. " The Council for Exceptionall Children, 1976 ! . Z ’
N Reynolds; M. C. (Ed.). Mainstpeaping: Origins and implications. Réston,
M Virginia: The Council fof Exceptional Children, 1576. -
Birch, J. W. Hearing impaire pupils in the mainstream. Reston, Vfirginia: The
.~ Cduncil for Exceptional (hildren, 1976./« : \ - )
Parker; C. A. (Ed.). Psychological consultdtion: Helping teachers meet special
N needs. ."Reston, Virginia: The Councilf for Exceptional Child en, 1975.
Weinbérg, R. A., & Wood, F. H. (Eds.). Obgervation of puptls and teachers in
" mainstream and special education settfings: Alternative strategies. Reston, -
. Virginia: "The Council'for Exceptiongl Children, 1975. . .
*  Hively, W., & Reynolds, M. C. (Eds.). Dofain-referenced testing in special education.
*/ Reston, Virginia:- Thc; Council for Hxceptional Children, 1975. -
Birch, "J. W. Mainstreaming: Educable mgntally retarded children in regular classes. —~
Reston, Virginia: The Council for [Exceptional Children, 1974.
Thiagarajan, S., Semmel, D. S., and Semmel, M. |. dnstructional development jor
—_— training teachers o,:/‘ excepiional children: A sourcebook. Reston, Virginia:
. "7 The Council for Exceptional Children, 1974. - -
Deno, E. N. (Ed.). Instpuctional altetnitives for emceptional children. Reston,
Virginia: The Council’ for Exceptjonal Children, 1972. ——
. - #

'
o

. . . - o
o o] IN PREPARATIOH

o _Davis, J. M. (Ed.). CL/P forgotten children: Hard-of-hearing pupils in the schools.
Ea . (Spring 1977) - . , , ’
X Deno, E. N. Mainstreaming: L.arning digabled, emotionally disturbed, and socially
A ’ maladjusted children in regular classes. (Summer 1977) . ’ )

g Freeman, G. G. The delivery of speaech and languige services in the regular classroom. -
i . (Sumer 1977) - » ‘ ¢
! .Martin, G., & Hoben, M. Supporting visually impaired students in the classroom. (Spring 1977)
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S . E MISCELLANEOUS . .

Peterson, R. L. 'Mainstreaming: A working bibliog.raphy.” (Updated periodically)-Leadership
. " Training Institute/Special Education, University of Minnesota. (Mimeo) '
o Peterson, R. L. 'Mainstreaming training systems, materials and resources: A working -
N list." (Updated periodically) Leadership Training Institute/Special Education, .
L University of Minnesota. (Mimeo) o) - o -
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