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A DBehavinral Approach to in-Service

Jerry AL Coster
Inwa Dept. nf Public Instrurtion. Des Moines

MMjectives of this paper:

After reading this paper. yvou will be able (o:
I, Exrivess the rationale for evaluating in-scrvice effectiveness.

2. State strengths and weaknesses of cach of the methods presented

Inr cvaluating in-service cffectivencss.

a2, Fornulate statements of agreement or disagreement with the rationale

nr cvaluation methads presented.,

. Apply eac ¢ methods of evaluati in-service effectivencss in at
i Apply each of th thods of cvaluating in ffeetive )

in-scrvice meet{ng that vou eonduct.

-«

* Acknowledgement is given tadeffrey P. Grime. and Stanley E. Dublinske,
Consultants, Division of Speeial Education, tTowa Department of Publie Instruction,
with whom a "Behavioral Approach to In-Service' was enoperatively initiated and
has been developed since August, 1969.
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RATIONALE

In-service training is any planned personnel traini 3 activity carried out
by an organization so that it can meet its goals more effectively and efficient v,
In its simplest form, in-service training is one-to-one training that a teacher
receives at the buifding level, A more complex form of in-service training is

group training

fR]

e.g., staff preparation to iuplement a new approach such as
team teaching. Generally, the large greup type of activity is perceived as
in-scrvice training by educators and one-to-one or ~mail group activity is not.
ilovever, in viewing in-service kraining, it does not matter if it involves a
large or small number of participants or relies on instructional media or live
presentation.  The in-service format is secondary to the purpose, i:e., advance-
nment of an organization toward its goals as a result of planned training of
personnel.,
Much energy has been and will continue te be devoted to in-service tvaining
in special cdnecation. The basis for this rests }n three prevailing nceds:
(1) the need to prepare untrained personncl employed in spzcial education;
(2) the need to prepare regular personnel who serve handicapped children; and
(3) the need to impr ve the skills of trained spccial educ.tors because of nuw
methods or aew employment assignments. The purpose of in-service training in
special cducation is to more effectively and efficiently serve handicapped
childron by having personnel prepared to carry out their assigned responsibilitics.
There are few educators whe have not received in-scervice training. ‘The
trainine may have been sponscored by the local school system, county svstem, state
department of education, or instructional materfals center, Far too often the
result of the in-service training is that teachers, when queried about the

activity, remark that a speaker was heard or curriculum was discussed. As the
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ol eviluation, it 1s necessars that basic asswﬂptions reparding in-service
training be presented. A major assumption is that there mist be a purpose for
in-service that relates to the orpgavization before in-service is conducted. If
this s true, it only folleows that the orpanization has a need to cevavate the in-
service te osee 1f intended outcomes were met. A second assumption is that
responsibility for learning from in-service is shared by the presenters and
paveicipants.,  What is tc be learned should be communicated to participants and
thiey are accountable for working for mostery of those learnings. The third
assunption is that the ultinate evaluation ot in-service effectiveness must be
based on application of skills and knowledge and not on knowledge gained. It
Joes tne organization little good if skills and knowledge arce posszssed but not

applicd in daily practice.

METHODS OF EVALUATTON

lweources, sudit as personnel time, materials, equipment, and space are

allezated to in-service training activities to provide:

1. uacencd infermation

2. needed skills

3. combinacion of neceded information and skills
In cach of the above situations some tvpe cof change is desired.,  7The change is
that personnel know something previously unknown, use new skills, or use skills
previeusly possessed but not applied.  To evaluate whether or not the destred
ontoome is acconplished, four methads of evaluatien can be used.  The cevaluation
method selected or used in combination with other evaluation metieds is dependent

ont the desired outcomes of the nmeeting, existing constraints and limitations, and

extent of evaluation possible.
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purse strings of the community begin to draw closed, it may be difficult to
justify released time for attending in-service meetings on the basis of
“hearing a speaver" ori”discussing curriculum.” The requirement for account-
ability on the part of taxpayers and administrators may scem to be capricious
until it is realized. that released time Is expensive. An in-service kraining
program tasting one day, involving twenty-five teachers, and conducted by a
local supervisor who has spent two full days in preparation would cost a
minimum of $745.00. This includes staff salaries alone and excludes other
costs such as cquipment, materials, and other presenters.

This is not to imply that in-service training should he dropped from its
histurical position in education. On the contrary, using new knowledge
disseminated through in-service trainirng provides :the major means for an
organization to re virect its energies toward established goals or newly
-adopted goals. Thus, in-service training sihould be taken seriously, with
greater attention given to the outcomes that can be derived from 1it,

If in-service training in education 1s going to play a role in efl=ctive
and efficient service to children it must recelve the support of administrators
and taxpayers. To obtain needed suppcrt it is imperative that the outcomes from
in-service training activities be related specifically to the improved functioning
of the organization. This is not an easy task in that education can{not issue
profit-loss statements as can industry nor can everything be related to specific,
neasurable changes In children. However, attenticn can be gliven to evaluating
immediate learnirg and application of learning as a result of in-service,

The four t.ethods of evaluating In-service presented In the next section
are a beginning attempt in determining in-service effectiveness based on

participant learning and application of learning. Prior to discussing the methods
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Pre-Post Test*

The use of a pre-post test to evaluate in-service effectiveness is an
vstablished technique. 1t can be used to measure increase of knowledge or
skill that results from in-servicz by oflering a comparison of knowledge/skill
before and after the‘training. However, pitfalls that accompany test construction
or test administration also app]y'to the use of the pre-post test.

There are some advantages of using a pre-post test form of cvaluation.

These are:

. The learner is oviented to what is to occur during the session.
2. It is easy to administer.

3. It provides immediate feedback regarding surcessfulrness of the
training.

%. The results are reliable.

5. It is valuable in analyzing the training in regard to councepts

understood and not understood,

Ther2 are also disadvantages that accompany the pre-post test. One {c that
pre-post tasts are generally paper-pencil exefcises, while job performance is
not. Also, pre-post tests generally are factual in nature and do not emphasize
generalization or application of concepts. 1t is necessary to mention that
pre-post tests do not have to be limited in this regard. The pre-post test
could be demonstration of an instructional technique, solving a classroom
problem, or analysis of ¢ child's learning problem. As pre-post tests emphasize
application of knowledge or skill they become more valuable in determining
in-service effectiveness. At the same time, administration and ease of scoring

become more difficult.

* Examples are shown on page 16.
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In-Mecting Ubiootivr sk

Tu-mecting objectives comprise the second methed of ovaluating in-service
cffectivencss,  1his umethod relies en the nse of neasurable ohjectives stated
in terns or learner behavier that will or shienld occur during the in-service
Lraining scession. TQH examples of an i .-oectivyg objective are below,

"List four ¢r move characteristic. of a successful parent-teacher
conference.”

"Shown a (ive minute video-tape, the tracher will plnpoint and list
10 or more specific behavier - as indicoted by the instrucror.”

lwasurable ebjectives stated in terms of purticipant behaviors, like those
above, are the basis of this methed acd the follewing two metheds:  post-meeting
ob jectives and behavioral contractes, The critical factor’is thhet measuvrable
objectives are statements of specific behavior that can be evaluated in towms
of Accoisplisinent.  Objectives also tell the learner exactly what is expec!ed
to vecur during the session,

There are different formats tor writing weasurable ebjectives and it is
bevaud the scope of this paper to discuss those methods, While terminelogy
may Jdiffer in appeeach to writing objectives, expressed or imp.ied in most -
rormats are:

. What is geing to be done,
2. Wno is poing to do it,
3. When it is going to be dons,
A To whoem 1t s going to be done,

v, Ariteria that will {adicate acco-plishment.

6. Evaluation method used to determine if objective has been conpletad.

o Exarples are shown on page 17,
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Pr-in e ting vhivetives are provided to in-scrvice training participants,

who ore sbed to assume a shared responsibility in accemplishing them with the
prescrters.  While not nccessary, self-evialuation on the in-neeting objectives
nar een nsod rather than have participaat performance evaluated by someone else.
At the end of the meeting, an 1a-reeling cbjective form, listing the objectives
amd beving colupns labeled "Accomplished" and "Not Accomplished " is marked
arnd osubrtted auenvicously by participants,  The reliability of resnlts of this
sotiiod appoar to be hign,  However, participants may merk everything accormplished
valvss they are informed and preperly oriented to the fact that it is important
that avconplishment be deterrmined exactly as objectives are stated. An attempt
s beimg made to include control objecrives that identify inacecu. ate responses.
fﬂﬁv?luécﬂ in this attempt has shown that parficipa~t. die.ike having to mark
?n‘rbjuttivu "not cccowplished” even though no opportunity is provided for
ceienplishrent,  1h2 use of control objectives should be studied further.

Theve are semz significant advantages of conducting and evaluating in-service

A}
by use of in-mecting objectives, These are:
1. Objectives help to plan the in-service meeting.

. In-weeting objectives orient participants to what they will do
and a«coenplish during t'ie aeeting.

I. objectives require providing opportunity for participant invelvement.

Fvaluation caa be completed irmmediately folleowing in-service.

. wesults nre rather reliable.

Te be erficetive, in-meeting objectives require:

1. That narticipants be orieanted to what objectives are and how they
arc to be used,

. That the presenter write participant e~jectives and provide
cpportunities for their accomplishrent.

Alse, someone other taan parvticipants usually determine in-meeting objectives.

An oti{pation viicts to have objectives reflect the intorests, neceds, and ablliities

@ ‘idipants.
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Post-Meeting Objectivase®

A third rmethod of evaluating in-service effectiveness is the use of post-

eeting objectives,  Post-meeting objectives, 1ike in-meeting objectives, are

sted in terms of participant behavier. The difference is that the time frao

Tor pust-neeting objectives is éfter the meeting rather than cduring. This
increases the amount of ti.e required to conduct an evaluation, but also permits
the evaluatrion to be related to application of learning instead of a measure of
knowledye. |

An example of a post-neeting objective used in conjunction with in-sercice
training on the use of supplementary redding materials could be as follows:

"y June 1, 1971, vse four or more supplementary materials in your
reading program. Information on materials used, number of childron
r~ing the materials, source of materials and successfulness of the
moterials should be sent on the attached form, Inforration should
be provided to the County Reading Consultant by June 7, 1971,

The crphasis on the above post-meeting cbjective is on application of inforantion
learned en the use rf sunnlementary materials. This differs from the n-meeting
ebjective previously cited which invelves listing oy the in-service purticipant,
lost-meeting objectives are presented to participants as a wav oflappIying
Fnowledye or skill provided during the in-service. While the participant is net
aszed Lo auree te accomplish the ohjective, the meeting is conducted in such a
way that advantages of accomplishing the objective are seen. The post-recting
cbhjvctive should be relevant and probability for cuccessful accomplishment shonla
be hiph.,  As a result, it is useful in answering a common participant question:
"ithis is good information, but where do 1 start if I am to nse it?" By providing
a meaningful wav to successfully apply the information, skills learaed threagh
in~service stand a better chance of being incorporated inte classreom practice on

an Jirmediate and continned basis.

Iwarples are shown on page 18,
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Tost-rectimg vbjectives are useful in that:
. Post=mecting objectives orient the participant to sicuations
in which the knowledge/skill can be applied.

Posc-mecting objectives are easier to write because they are
real world oriented, not paper-pencil oriented.

3. Evaluation is on application of kuowledge/skill rather than
whether or not it is possessed by participants.
Like in-nmecting objectives, post-mecting objectives place demands on
toe presenter.  Vive is required to effectively use post-meeting objectives
D sy

Porvre ipants must be oriented to what they are and how they
are used.
\

A procedure for veporting must be develored,

3. Folleow-up may be required.
Also with post-weeting objectives:

b, mmediate in-service evaluation is not provided.

-~

Objectives are speaker determined.

Y. Reliability of self-reporting has not been determined,

It should be mentioned that post-meeting objectives can be nsnad in situations
in which skills cannot be applied. Teachers attending a mceting describing dif-
ferentianted staffine cr team teaching may not be in a situvation to immediately
apply the inforu: tion. Post-meeting objectives, in such situations, could
pertan to specific readings on the topic or visitations to programs using the

Approaches.

O
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BEHAVIORAL CONTRACTS®

The use of behavioral contracts is the fourth method of evaluating in-
service effuctiveness, The design is like that of the pestemecting cobjective
in thi.o objectives cr contract activities relate to post-meeting activities,
arc stated in mvasn?ablc terms, and are intended to provide meaninefnl
altvrnatives that can be successfully accomplished by participants. ‘he Jdiffcerence
i that the participant ;tatoc whether or not he is going to complete an activi'y
and whicn a choice is off :red, which activities he is going to complete. The
opportnnity is always given the participant te indicate that he docus not wish
o ocoentract.,

In using the bebavieral cont act, it is signed by the participant and the

presenter,  Two copies are used, cne going to the prusenter, tae other remaining
with the participani. It has been fuund to be desirable to xerox a copy from
the presenter's contract and mail or return it to tbe pariicipant as soon as
possible,.  This tends to reinforce the fact that the preseanter is concerned
about impiermentation of the content. Also, it is helpful to personalize the
contract whea sending i; back by writing a short note on it, Individuals may
complete the objective contracted for, but forget to subrit the informativn,
As a follow-up procedure, another xerox copy of the contract can be rruiled to
the participant if data has not been received by the due date.  ihis rmethel of
Fellow=-up has been accepted by participants.

A contract has seven basic competients.  These are:

1. name and address of participant
2. directions
Y, c¢ontract alternatives or activities stated in measurcble tovms

4, date by which the coniract infornation is to be subnitted

Fxarples are shown on pape 19,
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3. nanme and address to whom the contract information is to be
submit ted

participant signature
. pruséntcr signature
Whilce Ltne above components should be expressed ir a contract, organization of
the components may Qary.
The advantauges of using behavioral contracts are:

1. Participants decide if they contract and may have performance
uptiovns.

2. Jontract objectives are easier to write in that they are oriented
to the real world.

J. Evaluation of in-service effectivencss is related to performance
rather than knowledge,

Demands on the presenter that accompany the behavioral contract are:
1. Participants must be orizanted to the use of the contract,
2. Provision must be made for reporting of participant performance.

J. Fellow-up may be needed.

. In-service evaluation is not immediate,

The behavioral contract provides a method of invelving in-service participants
in the application c¢r extension of the meeting content. It is effective in that
participonts are asked to reach a decision regarding what is to be done with
knowledyge ov skills obtalned in the meeting. Contracts as used by the author
have been in situctions wlere continued contact with in-service participants has
not been possible. It may be at a local level that completion ot a contract
could be rommunicated by observation or materials literally lLanded tn the presenter.
This would reduce mechanical problems, alchough, it might be that a contract
reictionship between teachers-supervisors might not be desirable because of an
existing adninistrative relationship., Whether or not this would pose a problem is

unknown at this time.
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COMPUTING AND REPORTING IN-SERVICE EFFECTIVENESS

It is apparent that the process of evaluating in-service effectiveness is
rot complete until the data is compiled and reported. The four methods presented
permit data to be viewed in terms of individual, sub-group or group performance
on cach item or on all items. There has not been enough experience with each
method to determine pre-post test growth and per cent of accomplishment of
in-meeting objectives, post-meeting objectives or contracts needed to indicate tha.
an in-lervice meeting has been successfﬁl. Even though it is expected that
perforicance raiges can be developed for cach method, an element of subjectivity
may exist or should exist. The in-service planners will always have te determine
the minimum level of participant performance that can be accepted if the in-service
training is to be successful.

The results of in-service evaluation can be used for a number of purposcs.
Obviously, results are crucial in analyzing strengths and weaknesses of the
training program., Results have implications for planning future in-service on
the same topic and also methodology used in in-service training on different
topics. While feedback for redesigning in-service training is important,
reporting to administrators is also a critical function of evaluation.

In-se1vjce results expressed in terms of participant perfeormance are
valuable in communicating to superiors. Data which indicates that change occurs
as a rtesullt of in-service gains support for the allocation of time for in-scrvice.
In . iy arcas, the in-service trainers and the in-service participants represent
differ. nl acencies. Subsequently, permission must be obtained from administrators
for released time., Permission is granted much more readily when planned participant
cutcomes and results can be provided to decision-makers. Even though previocus
in-service has been successful, unless results are comrunicated, the probability
that auministrative approval will be given for future in-service is not increased.

O
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COSHUCTING AND EVALUATING IN-SERVICE VMSING A BEHAVIORAL APPROACH

behevieral approach to in-service training places certain demands on
the in-scrvice trainer that cannot be ignored, Because in-service is iesponsible
for bringing about predetermined change, an outcome orientation needs to be
created. The questibns of "What are participants to do differently as a result of
the fn-scvvicve?" and "How is the progranm (classpoom or administrative) to be
different as oa result of the in-service?' must be answered. Answers to these
quustivns determine organization and methodelogy used in conducting the in-
scervice.

With an outcome orientation to in-service, the issue of identification of
needs arisces. It becomes most obvious that content of in-service, if it is to
produce an outcome, must relate<to knowledge and skills that participants neced
if thev arc to perform effectively, Thus, a method of comparing present program
and persennel performance against desired performance is needed to cffectively
determine in-service centent and to establish priorities.

Ideally, in-service training mecetings are part of a total in-service training
plan which participants help to formulate. If this is not the case, the outcomes
of the in-scrvice meeting should be communicated to participants so they can
clect to attend basced not on presentation titles, Lut on the specific learnings
that will be gained. Providing information which permits the participant to
decide that he has the skills or that he isn't interested, aids in conducting
eifvetive in-service because those who pevticipate coma to learn. Such participants
tend to be rveceptive to evaluation of in-service effectiveness based on participant
learningg.

Ewphasis on predetermined cutcomes and evaluation dees not alter the naturc of

vood in-scrvice.  The need for communication, capport, participant comfort and
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other things are still of great importance. Because specified par;icipant
learning is desired, methodology is more like instruc’ional practices found
in elementary classrooms than the traditional lecture-listen approach which
is often seen. Emphasis is on think-apply questions, participant involvement
and participant response followed by feedback. Preparation time, including
planning, room arranging, and design and preparation of materials, is increased
but so is participant learning. Approaching in-service in such a manner also
allows the in-service trainer to be a model for the classroom teacher with
whom he is working.

Methods of evaluation should require minimum effort for maximum return.
The four evaluation procedures discussed were those most applicable to
trainers not having ongoling contact with participants. Where ongoing contact
is possibla, evaluation could be done on the basis of observations rather than
reporting of teachers, e.g., tabulation of the number cof teachers checking out
supplementary readiug materials from an IMC, following in-service on the use
of supplementary reading materials. Pupil growth is the ultimate criterion
of in-service effectiveness. It is possible to relate pupil change to in-
service in some cases, but in many cases the nature of in-serviée content does
net. permit such a direct relationship. In the type of evaluation presented
above it is also necessary to use measurable objectives. Without the objectives
established before the in-service meeting, it is not possible to clearly
identify the data to be collected.

There are advantages in combining methods of evaluating in-service effect-
iveness. This provides added evaluative information to use for analysis of
effectiveness. FEqually {mportant, methods used to evaluate performance during

the meeting orlents and involves the participants; methods used to evaluate what
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is done after the meeting provide the participant with a place to begin in using
the learning. Two methods combined can serve as reference points to the

participant as he obtains and applies knowledge and skills.

Fkkhkhkkkkhk

In~service training as continuing education to maximize services to children
has not becn viewed seriously in public education. In-service training has been
trecated as a series of isolated evants that have little bearing on performance of
personnel and change needed in organizational functioning. While this has not
been the intent, in most cases it has been fhe observed result. Responsibility
rests on in-service trainers to alter this by emphasizing outcome from in-service

and evaluating whether or not outcome occurs.
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Example Pre-Post Test*

What is the differeuce between hearing and listening?
What is an Audiogram?

With a hearing loss in the left ear only, where should a child be
sitting in the classroom?

List threc behavioral signs that would alert somcone to a possible
hearing loss.

Rank in order of inportance to the child the four major ar~as of the
language arts program.
------ Listenin; -~---- Speaki.g
------ Writing -~----Reading
Define a speech deviatio. or speech problem.
Name threc types of articulation errors.

What should the classroom teacher do for a child who stutters?

Who has the responsibility for developing effective oral communication
skills in children?

Name three specific pieces of instiuctional material that can be wused
to develop speech and language skills.,

Dublivnske, 5. Audic-Recorded Pre-Post Test used at Drake University,
April 8, 1970 with class on Exceptional Children,
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EXAMPLE IN-MEETING OBJECTIVES

(Title of Meeting/Presentation)

(Presenter) (Date)

Ta-Mecting Objectives Accomplished

i. I had the opportunity to select one or more post-
meeting objectives that relate to serving handi-
capped children,

I listed four or more resource persons that should
Lo available to assist me in serving handicapped
children in the regular classrcom,

i. I recorded three or more inplications of the
content of this presentation for me as a
bewinning teacher.

4. torrectly discriminate six out of eight behaviors
according to whether it is precisely pinpointed
or behavior not pinpointed.

S. bDetermine the preferred direction of change,
accelerate or decelerate, for the examples given.
Six out of eight correct.

&, calculate and graph two out of three behavior
rates correctly,

7, List at least three of the five methods used to
identify needs of consumers.

oc

LList five new direct services that could be offered
by your center or unit. Check two of the five that
you would like to implement.

Y. Write one performance objective using the listed
criteria for the example indicated.

Comments: (1.11777)

Not

Accomplished -

Ob jectives 1-3: Caster, J.A,, "Serving Handicapped Learners in the Regular Classroom,"

Iowa State Edication Association Convention: Student Section,

February 5, 1971.

Cbjectives 4-6:; Grimes, J,I., "Behavior Modification,"” Des Molnes Guidance Workshop,

June 22, 1970.

vbjectives 7-9:  publinske, S,E., '"Direct and Indirect Service Strategles Based on
Needs of Chiidren and Teachers,'" Institute on Irstructional Materials

and Media Services for Handicapped Students, Des Moines,
Septerber 23, 1970.

ERIC

Aruitoxt provided by Eic:
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\l)' jueotives 3-6b;

EXAMPLE POST-MUETING OBJECTIVES

Please read the following and check (b”) the appropriate

Dlank gecording to whether the post-meeting objective was or
was not accomplished, Return in the en:losed snvelope ne later

then _

Post-HMecting 0Objectives . Accomplished

I visited the Regional Fducation Media Center
and used the Prescriptive Material Retrieval

Svatem to identify materials appropriate for

one or nore students T deal with.

I trivd, for 7 or more conscvcutive days, the

methed Mr. Grimes sugpusted at the meeting in
Haren Acres, Mav 28, 1970. The method was to
refrain from giving my child or children 'the
dickens' or correcting hie action., Instead I
wrote down the behavior that I wanted to have
happen, When he behavad that way 1 was warm

and approving,

Tace censultant should introduce a selected
picce of audio-visual equipment into the class-
roon of a selected teacher, ‘lThe teacher should
not have used the specific media this school
vear, After iatroducing the equiprent into the
c:assroom, the consultant shculd assist the
teacher in effectively incorporating the equip-
ment, as evaluated by the consultant, into the
instructional program until it is used appro-
priately during four days out of a fifftecn
consocttive class day period.

The consultant should visit the Regional
I'ducation Media Centers serving counties in
whiclt the consultant is e¢wployed and discuss
avea procedures for the use of the Prescriptive
Materials Retrieval Systen, wheve it is located,
awd the procedures for using the system.

The censultant should inform every teacher of
the mentally retavded for whom he is responsible
aboeat the nature of the Prescriptive Materials

Ketricval System, where it is located, and the
procedures for using the Svsten.

for Local Educaticnal Agency, 1970,

Svstem, May 2b, 1370,

21

/C

Not Accouplished

Crires, J,P., 'Prescriptive Materials Retricval System,™ In-Scrvice
jective 2: trires, J.P., "Bchavior Modification for Parents,’” Urbandale Schowl

ot

Caster, J,A., "Media in Special Education,’” State Meetiny for
Censultants in Mcental Retardation, Cedar Raplds, Decerber, 19069,



BEHAVIORAL CONTRACT *

3 .
LA

Address

Pliase read and check () one item and return this form to Stan Dub inske.

e I do not work with lunpguage problems.

1. I do not believe I have the skills necessary to attempt a
language remediation prograim,

C. by o I will have utilized the
Nortwestern Syntax Scieening Test in addition to my present
assessment tools for ten (10) of the articulation cases
presently in my case load. (Assessment tool may be changed
as Dr., Yoder suggests.) 1 will provide a written copy of
the results of this project to Stan Dublinske within ten
days after completion of the project.

. By I will have evaluated five
{5) articulation cases having the iinal "s" omission to
determine if the proplem is a true articulation error or a
language problem in the area of pluralication or incorporating
possessives. I will provide a written copy uf the results of
this project to Stan Dublinske within ten days after

completion of the project.

17 wou cheex item "C" or "D" and would like any assistance in evaluating
your results or would like additional informetion concerning the contract
1 will provi‘e any consultation possible by phone or correspondence. I
will ruspond to your communication within three (3) days.

Haviny completed the behsvioral contract by the date indicated you will
receive a copy of the booklet '"Remedial Suggestion for Learning Disabilities
as Diapnosed by the ITPA,"

Stan Dublin 'e, Consultant
Clinical Sprech Services
Department of Public Instruction
Division o. Special Education
Crives State Office Building

Des Moines, lowa 50319

* Dublinske, §, Contract used in 'Language Disorders: Diagnosis and Re~+di-
ation," Storr Lake, Towa, October 2, 3, 1970,

O
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SELY-SELECTED 20ST-MEETING QRJECIIVES *

Dirertions: Review the objectives listed below., Select on: or more of the
objectives you intend to accompiish during the 1970-71 school
year, Write in the date the objectives will be completed. You
will b contacted during June 1971 inquiring whether the objec-
tives were met,

1. 3y ‘ contact key administrators working in the
Regional Educational Media Center and/or O0ffices ef Special Educaticn
and share five (5) or more ideas you feel would be valuable services
for handicapped students in your area.

2. By contact Mr. Larry Masat, Field Representa-
tive, (KU-SEIMC, Hodder Hall, 1115 Louisiana Sticutl, Lawrcnce, Kansas
66044) and determine what services are available from which your
organization might bencfit.

3. By , utilizing the information pirovided by Hr.
King coancerning sources of funds, contact one or more of the resource
consultanis or organizations and inquive into possible projects to
serve handicapped students.,

L, by . . Contact five (5) or more teachers and
cxplore {deas relating to individualized instruction. Offer assistance
if the teachers wish to individualize instruction.

5. DBy __, vrovide an in-service scssion for cducaters
vorking with handicapped students, of which a tele-lecture is part of
the program,

6. By _» contact Mr. Michael Rebbins (Educational
Resource Center, 114 Second Avenue, Coralville, Icwa 52240) and request
additional information relating to Education Strategist,

7. By , review and list the catcgories of inutruc-
tional materials and media services availabl.. in the Mcdia Center repard-
ing what would be beneficial to special educalors attempting to indivi-
dualize instruction, Provide this list to interested tceachers, consul-
tants and administrators,

&, By , establish a procedure new a2 yeur arca for
using teachers as a resource.

9. By , Implerent one or nore of ¢ & scrvices vou

plamned during this institute. Indicate what the service minht eniail:

Signature

Date

* Grimes, J.P, Contract used in "Tunstructional Materials and Media

Q Services tor Handicapped Students,' Des Meines, September 22-24 1970,



CONTRACT FOR POST MEEUING ORJECTLVES *

Lame

Addrens

Zip Code

Plcase complete one contract for yours21f and one for me. 1
wonld like to have a contract from you regardless of whether or not you
chrose to participate,

Jerry Caster

Please check the appropriate ifms.

1. 1 do not wish to contract for any post-meeting objectives.

td

By March 1, wiite to Media Consultant, Division of Special
Education, Iowa Department of Public Instruction, Grimes
Building, Des Moines, Iowa 50319 and request a reprint of an
article describing the Prescriptive Materials System.

3. By March 1, visit the Regioral Education Media Center nearest
you and ask for a demonstration of the Prescriptive Mate: "1ls
Retrinval System,

o~

. Botweer now and March 1, read Robert F. Mager's book,
Preparing Instructiopal Objectives, Fearon Publishers,
Palo Alto, California and comnlete the self-test (pages 54-60)
with fewer than seven errors.

5. By March 1, observe for two or uwre hours a class for
handicapped children.

6. by March }, meet with one o1 the following professionals and
ask him what services his Jdiscipline could provide to a
handicapped child in your class or what assistance could be
provided to you! nurse, speech clinician, psycholog®st, hearing
clinician, special education consultant, or school social vorker.

[

Send information rcgarding
accomplishment of objectives Signature of Individual Contracting
by March I5th to:

Jerry A. Caster

Division oI Special Education

Crires Stace Office Building

Des Moines, Iowa 50319 Sig, ature of Speaker

3 Caster, J.A. Contract used in "Serving Handicapped Learners in the
Ecpular Classroom,' Towa State Education Convention: Student Scction,
February 5, 1971.

O

ERIC
o )



/L

EXAMPLE OF PLANNED OUTCOMES OF-IN SERVICH TRAINING

Objectives for Special Study Institute on
"EFFECTIVE CONSULTATION: A MEANS FOR EDUCATIONAL CHANGE"
Sponsored by
Division of Special Educatior
Towa Department of Public Instruction
to b~ he
May 4, 5, ¢ 197
Carousel Inn, Iowa City
1. At the end of the three-day S.S.I., on May 6, 1971, each trainee shall

have accomplished at least seventy-five percent of the in-meeting

objectives established for institute participants.

2. By September 1, 1971, at least one set of training materials will be

nade available to each of the sixteen Regional Education Materials Centers.

3. By October 1, J71, each trainee shall present one in-service sessicn
of at least thirty minutes thac will be available to all of their
staf? and otfered to special service persoinel from adjacent counties
not represented at the $.S.I. A report of this meeting will be submitted
within twenty days of the in-service meeting. Trainees will predetermine

criteria for in-service meeting success.

i~

By November 1, 1971, each trainee shall submit a report of accomplishments
of all self-selected post-meeting objectives. Each trainee shall select

one or mote post-meeting objectives.

ERIC
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DEVELOPMENT AND ANALYSIS OF CRITERION IN THE EVALUATION
OF TEACHER PREPARATION AND CERTIFICATION: or,

What should you do now that you can?

Richard Lim
University of Washington, Scattle

¢ as pointed out the many areas and levels of government in which
we can become involved. Tim has provided an excellent model to initiate and
implement change. But some of you may still wonder -- is student involvement
possible? -- and is it feasible? As another example to show _lvou that it ‘s both
possible and feasible -~ and valid, { might add, I would like to tell you about our
involvement at the University of Washington in one facet in the improvement of
the education of excepticiial children -- that of obtaining special certification for
teachers of the mentally retarded.

When we begab two years ago, the State of Washinglon was one of cighteen
states which had absolutely no standards for teachers of the exceptional child. Any
teacher with a regular teaching certificate could teach the biind, the deaf, the retarded.
the gifted -- whatever. The situation was bad. But there was a ray of hope.

~ust the year befere, in April, 1968, thcre was a proposal known as the
Fourth Draft. {t was issued from the office of theState Superintendent of Public
Instruction, and it called for the establishment of subcommittees to recommend new
standards to upgrade the ce :tification scheme for all school professional personel.
These subcommittees would he composed of people from the professional arganizations,

public schools, celleges. and universities.

RIC
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1 doubst if we could have planned a better opportunity tn begin the needed
change in teacher ccertification of exceptional children.

Special education has béen a dumping ground for pnor tcachers just too long.
\We cannot allow the incompetent teacher who cannot make it in a regular class
with 25 children but who has tenure or a contract, to be placed in charge of a class
with fewer children -~ who are handicapped! As if this would solve his problem.
The teachings of the exceptional child demand a superior and specially trained
person,

Now, being directly involved with the training of teachers for the mentally
rotarded, we concentrated our efforts or certification for this group. We sought
to establish the criteria by which we could safely predict that the teacher who mecets
these criteria will be an effective teacher of the mentally retarded.

After much ranting and raving from which no solutions developed, we did
finally as Jody and Tim suggested. We made an exhaustive review. We studied the
cerlification patterns in other states.

We found that most were based on mceting the legal requirements ot taking
preseribed courses in a teacher preparation institution. Most of these prescribed
courses are didactic or lecture in ‘nature. If there is a practicum, it is usually a
very small part of the coursework. This required coursework pattern raises some
serious questions:

[s the coursework relevant? And if it is, are there provisions for determining
if a student can transfer this knnowledge to a live and charging classroom?

[s not the last semesler of 4 five-year program a little too late to find out

27
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that a persen has no business in the classroom ? It is a waste of resources for
a‘ll involved -- the prospective teacher, lhe professors, and the students who will
get this teacher if he does get into teaching.

Certification under this system of course completion is a constraining
device. It keeps out of teaching all but those jvho can pass a prescribed sequence
of courses.

Certification should not be this way. It should be a device which rewards
those who are competent and additionally rewards those who seek continued professional
growth. Certification should also he a device which secks to include individuals who
can he [p children learn. Certificetion should he a device that tells us something
about the way the teacher performs in the classrocm -- and it should make no
difference where these competencies are gained.

“Viewed in this light, we realized that the traditional course model was not

our answer. We necded a new approach. Our answer came in the form of performance
criteria. which is not in itself new. Dut its use as a basis for teacher certification
isnew. The Slate of Washington is, we helieve. the first and only state working with
this nmd-oi.

In its simplest form, performance criteria specifies expected performance.
But its simplicity in definition beeomes deceptively complex in application -~ especially
when trying to apply it to teacher performance, for we inust specify observable and
measurable activitiecs. Words we have been using to deseribe tecacher hehaviors --

o

such as "to know, " “to understand,” "to appreciale.' et2. -- can no longer be used.

Rather we must use terms such as “diagnnse." "preseribe.” "construct. ' and'tUevelnp”

PR
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to deseribe desired teacher behaviors which are ohservable and cun e measured.

Armed with this new concept, we proceeded to look at those activities which
distinguished the performance of good teachers of the mentally retarded. We
interacted with other cducators, professional, and state personnel whom we had
previously identified as the leaders in the formal and informal power structure.

In perhaps the mnst stimulating and revealing exchanges with these people,
the enormity and complexity of the task of trying to specify performances was realized,
It became apparent that just about everybody and his uncle had different conception s
of what performances were necessary for the list of performance eriteria. We had
fantastic hangups. Affective traits, personal and social characteristics, questionable
"knowledges' having little to do with the actual teaching process were repeatedly
demanded. We realized that these suggestions were well intended and meaningful to
many people, but we also realized that speceification to all these aspeets would bebr
more harmful than helpful. We must certify teachers on criteria that are educatinnally
relevant.

We also had to think in terms of the processcs of teaching beeause speeification
of exact student learning - the product of education - requires a fixed curriculum which
we did not believe should exist.

From all this a philosophy developed. We believed that every individual is
unique and of value. He has the sight to be helped to hecome himiself.

In order to facilitate maximum development of the montally retarded irdividual,
his program must allow him to progress and d(=\'010[1al his 0(\'n rate, consistent with

his own pers=onality and learning style. There are many ways to achieve any particular

O
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periormance objective. and the perforinance objectives should be sequenced to
lead the student toward the overall goals of the total piogram.

This is the model we developed which isolated the eomponents of the
teaching process into observable and measurable acts. Definitions and explanations
of cach term are in our booklet, hut I do want t(l) point out a few particu]ars;

Note that this model represents a coordinated program. The long-
term objectives vhich are hroken down into short-term objectives are directly
related to the overall program goals.

Neote also that this is simply 2 diagnostic-prescriptive-test model. After
an initial diagnosis, materials and procedures arc selected in light of the individual
child's need., i.c. short-term objectives. Thenan intervention s preseribed to
meet the nceds. As the éhild works with the prescribed intervention, the leacher
continually assesses - tests - the cffectivencss of his preseription. However,
unlike most models, thix system builds .in an avenue for alternative interventions
and/or sub-objectives. Also unlike most other models. this system provides an
exit if or when all the long-term objectives are met,

Note, too, that this model allows the teacher to operate in an individual
and creative manner hut that the rights of the individual student are placed first
by guarantecing the student an individualized program.

In proposing this model it is assumcd that the district is vesponsible for the
district objeelives and instructional sequences., The teacher is responsible for the
implementation of these objectives.

Bascd on aur model, we belicve the followig: areas should be included in the

cvaluation of teachers for cortification ~- and 1 might addl, teacher preparation.

10
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1. The teacher must specify the long-term ¢bjectives for cach individual
consistent with the district objoct[vos for the mentally retarded.

2. The teacher must show on request, current diagnostic records for cach
retarded individual in his clasgroom. These records must show the status of each
retarded individual's academic, social, physical, and vocational development toward
fulfillment of his individualized long-term objectives.

3. The teacher must show on request, written evidence of short-term
dhjectives for instruction of the mentally retarded individuals in his classrcon.

These objectives must be based on and reflect the long-term objectives for the
individual diagnoses made.

4. The teacher must show written evidence of continuous assessment of each
mentally retarded individual's academic, social, physical, and vocational perforinance.
These assessiments must show that alternate procedures and/or materials or sub-
objectives are provided for the child if he falters in his progress toward the achievement
of the short-term objectives.

5. In an actual teaching situation, the teacher must demonstrate application
of the selected intervention.

We drafted a tentative listing of tnose things on which we would like to evaluate
teachers. [t follows nur model in that it calls for a coordinated program for the individual
with sequences of long-term and short-term objectives and that it includes cducation of
the whole child -- the social, physical, academic, and vocational aspects. Doth the
model and this listing are included in our booklet.

Ai[hnugh we have not yvet attained the desirved special certification for teachers

of the mentaily retaroed. it is satisfving to know that our involvement has definitely

/¥



shaped the drafting of the cez:tifioaiion standards. Our proposals have formcd
the hasis for discussion at many levels - the state department of special educating
colleges, and universities, professional organizations, school districts., All have
taken copics of nur drafts as developed toward this concept. It also helped us
restructure our thinking at the Universily of Washington as to improvement of our
teacher training program.

This experience hasbeen highly stimulating and highly rewarding. But
student involvement does take a heavy toll in time and encrgy. DBut since special

cducation is where yvou have chosen to expend your time and energy, make the most

of it. Through our examples you can sce that student involvement in speciai legislation

is possible, is feasible, and it is valid, And it doesn't have to be subversive.

O
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TEACHFR CERTIFICATION AND PREPARATION--A MOLEL

1. Rationanle

A.

The Mental Retardontion Subcommjittee for Special Bducation
Certificrtion under the Fourth Draft proposes criteria

in ad+ition to those required for standard certification
of eleventary and secondary school teachers as a basis

for the creation of a continuing certification for

master teachers of the mentnlly retarded.

In daveloping these ciiterin, it is necessary to determine
vhat the effective teacher of the mentally retarded does
thet ts different from or in addition to what is done by
teacheras in regular eduecation., Through examination and
measurcement of these observable and measurable acts,
mininuwn performance sriteria can be established on which
to base cerlification standards,

iT. UNDLRLYING ASSUMPTIONS

A

C.

ERIC

Aruitoxt provided by Eic:

Because of the inadequacies of normative datle as n bosis

for the edncalion of mentally retarded children, individuaiized
instruction is & fundamental element of special education,
Individualized instruction for the menlally retarded should

be based on instiruectional sequences in the arcas of academic;
social, physical, and vecational education,

Teaching presupposes immedinte short-term ohjectives as

part of general long-icrm objectives, Effectiveness of
teacher behavior therefore necessitates detevmination Ly

he schocl district eof the scope and direction of the totel
program for the montally retarded children and the
utilization by the teacher of these district objectives in
develnping long- and shori-term objectives for each student,

The school district is responsible for disirict objectives
and instiuctional scgouences in the areas of academic, social,
physical, and vocational education. The teacher is
responsible for program determination for eech individual
in these arvcas in which he instruects. This program must
include conlg- and short-term objectives based on the
district objectives, intervention through appropriate
instruclionul materials and procedures, and conlinuous
sssessment of the effectiveness of the intervention in the
accomplishment of the objeclives with instructional
modifications ms indicated.

Scheonl disiyicts nust have developed distriet objectives
and instructional sequences for the m:ntally retardesd
inlyvidual, Theae objectives and sequences should be a
tequirement for spcecinl education program approval by the
of Pice of the Superintendend of Public Instruction,

i
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A

DEFINITION OF TERMS

A.

H,

Ca

DISTRICT OBJECTIVES refers to the ncademic, socinl, physical,

and vocatioral competencies exnected of the mentally
retarded student ps an adult.

LONG-TERM OBJSWCTIVES rofers to the delineation of discvict
objectives appropriate to the student’s level of functioning.

INITIAL DIAGNOSIS refurs to the determinaticn of the
performance level 5f the individual student relative to
district objectives at & given point in his educational
nrogram.

SHONT~TERM DBJILCTIVES refers lo the delinention o the
long-lerm objectives eppropriate to the student's level
of functioning at a given point in his educational program,

ANALYSIS OF INSTRUCTLONAL MATERIALS refers to the veview
of aveilable materials appropriate to¢ the diagnosis and
short~term objectives esteblished for the student,

ADAVYTATION O INSTRUCTIONAL MAFUERIALS refers to the
rearrangement of available matlerials appropriate to the
diagrosis and short-term objectives established for the
student,

DEVELOPMENT OF INSTIUCTIONAL MATERIALS refervs to the creation
of malerials which are approprinte to the diagnosis and
short-term objectives established for the student.

ANALYS1S 9F INSTRUCTIONAL FROCEDURES refers to lhe review
of avoilable strategics appropriate to the disgnosis and
short-term objectives established for the sludent,

ADAYPTATION OF INSTRUCTIONAL PROCEDURES refers 1o the
rearrangernent of aveilable siratlegics appropriate 19
the diegnesis and short-term objectives established for
the siudent.

DEVELOPMENT OF INSTRUCTIONGL PROCEDUR™S rcfers tu the
creation of strategies which are aporopriate to the diagnocis
ond short-tersn obLjectives established for the student.

INTERVENTION refers to the pro.-riplion of muterials wad
proccedures appropriate to the diagnosis and short-torm
objectives ecstablished for the .tudent,



M.

P,

Q.

2.3

APPLICATION refers to the presentation of the prescribed
intervention to the student.

CONTINUOUS ASSESSMENT refers to the ongoing evaluation of
the student's perfcrmance with the prescribed intervention with
feedback leading to the continued application and/cr altexnate
materials and/or alternate procedures.

ALTERNATE PROCEDURES refers to diffcrent strategies
appropriate to the diagnosis and short-term objective initially
estabiished for the student.

ALTERNATE MATERIALS refers to different materials appropriate
to the diagnosis and short-term objective initially established for
the student.

NEW INTERVENTION refers to the different prescription of
materials and/or proccdures appropriate to the diagnosis and
short-term obijective initially establisherd for the student.

SUB-OBJECTIVE refers te the finer delineation of the short-term
objeetive through smualler steps.

CONTINUED APPLICATION TOQ PERFORMANCE CRITERION
refers to the ongoing use of the ~ffeetive intervention until the
student masters the shnrt-term objective.

V. AREAS YOR EVATUATION

Al

B.

ERIC

Aruitoxt provided by Eic:

Th- *eacher must specify the leng-term objectives {Hr carh individual
consistent with the distriet objectives for the mentally retarded child.

Tthe teacher must show on request, current diagnostic records for
cach retarded individual in his classroom. These records must
show the status of each retarded individual's academic, social.
physical, and vocational cevelopnient toward fulfillment of his
individualized long-term objectives.

The teacher must show on request, written cvidence of short-term
objeetives for his instruction of tle mentally retarded individuals in
his classroom. These objoctives must e hased on and refleet the

long-~term obicctives for the individual viggnoses made.

A6
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The teacher must show written evidencce of continuous
assessment of each mentally retarded individual's acadamic,
social, physicatl, and vecational performancr. These
asscssments must show that alternate procedures and/or
materials or sub-objectives are provided for the chiid if
he falters in his progress toward the achievement of ihe
short-terin objectives.

In an actual teaching situation, the teacher must demonsirete
application ot the seliccted intervention,

¥1. DPERFORMANCE CRITERIA

A,

ERIC
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The evaluation team is to Le presented with:
1. A list of district objectives,®

2. A ilist of the long term ohjectives for each child in
th2 lencher's class,

Are the {we consistent?

Current diagnostic rccords for ecach retarded individual
in the c¢lass must be presented for each of the following
AYCAS !

1. Acadenmic
2, So-~ial

3. Physical
4. Vountinﬁal

Is there evidence »f information directly relevant to
the fuifillaent of the long term objectives? .
A list ¢f short term objectives for ecach of the long term
cbjectives specificd for the iadividual child must be
produced. _____ _

The teacher wust show writlen evideuce of continucus
vyassessmend in the following areas:

1. Acadenic

6, Allernate procedures
b. Altecinate materials
c. Criterion measures
d. Snb-objectives

J7



2. Social

2. Alternate proccdures
b. Alternate materials
¢. Criterion measures
d. Sub-objectives

3. Physical

a. Alternate procedures
b. Alternate materials
¢. Criterion measures
d. Sub-objectlives

4. VYocational

a. Alternate procedurcs
b, Alternate materials
¢, Criterion measures
d. Sub-objectives

¥hile the teacher's class is in session, the evaiuation
team will videotape the activities and intervontions of
the child who was chosen in eriterion D above., This
vidéo-recording will have a durcation of 30 minutes at
any time which the team determines. Evaluation will be
mude on the basis of':

L. The specification of the intervention which is to
iaka ploce as determined by the team from the specification
¢f interventions in criterion D above.

2. Consistency of specified intervention and observed
" intervention.

Evaluation will be based on the video tape recuviding of

the teacher's performance after steps A, B, C, D have
been fulfilled.

3



GROUP PROCESSES SUPPORTING HUMANISTIC EDUCATION

Joyce Sonptag
Can Fernando Valley State College, Northridge, California

1 would like to share wi‘'. you some activitie s from the iuman potential
movement, from communications lahoratories, from meditative disciplines; which
seem to have had powerful effects on the groups of people who do them together:
students in teacher-education classes have achieved importart insights into themselves.

 and have related to one another in mutually supportive ways. Teachers and children
have communicated across the fears and distances that separate them, and diminished
the fears and the distances. Classes have become netwerks of ' 2lping’ relationships,
where students facilitate one another's growth in individually satisfying directions.

If I deseribe what we do, perhaps [ can convey sonething of the experience. If
linvite a few volunteers to join me and helr me demoenstrate what I'm talking about, |
think you might understand moreof what is involved. Or. we could do these things
together, and you could consult your own experience in them in deciding about their
usefullness. It seems to me lhat if the third way is available the first two are a waste
of time.

Before we do anﬂhing else, [ would like to ask you to notice how it fecls to be
in this 1room...close your eyes and be aware of your level of comfort or discomfort. . .
how do vou fecel about what yon've been hearing?. .notice how you feel towairds me. ..
and whether vou could imagine us having a conversation. .. what would vou have to cay
to me. .. notice how you feel about the people on cach side of vou. . .close? distant?. ..
intlvrvsted?. .bored? ... vou don't have to tell anyone -- just notice how veu're feeling. ..

v
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and open your eyves.

Now please use the next three minutes to have a conversation with someone
vou don't already know. Please do three things - try fo get to know your partner...
try to make yourself known to your partner...and notice how it feels to be doing that.
We are really short on time, so you 'ill have 1o find 2 partner quickly, and make
every minute count,

'fakc a minute to think about your way of doing what we just did. .. for ¢xample,
what did you find out about your pavtner? ...ana are those the things you really want
to Faow ?. .. “Waat does your partier know about you?...and does this include anything
very interesting about you?. . . How abeat the balance between talking and listening?. ..
Docs anvone feel that they talked tou much ?. .. How does thattel?. .. Would anyone like
to put a word on the fecling?. .. Mayhe you barely spoke at all. .. How doces that feel?. ..
Is it ok, or do you miss the feeling of being known to someone else?... Was ynur way
of doing this unusunal -- or pretty much your accustoined style?.. . If you think that your
balance is usually on the side of talking...or usvally on the side of listening. . . vou might
want to explore the anther side of the balance, just to see how that feels. ..

If you aren't satisfied with the way you just had a conversation, think about how
you might have a better one...and choose another strange for a partner. This time
we have a rule: don't ask any questions. Mutual inquisition is not nceessarily the
most effe~*ive way of getting te know another person. .. so talk to your new partner for
three minutes and don't ask any questions. .. stop.

Compare the twn conversations you have just had. Was the sceond beter 2. .. or
worse ?...or about the same as the first 7. .. Haw was it not to ask questions?.. . did you
tearn different things. oy was it abt the same ?. .. Did vou sav different things about

) . . e
]: ‘[C«sclf when vou weren't questioned ?. .. or was that abo tae same ?. .. Notice your

10
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fecling about vour partner...How does it feel te be ia this room?. .. Has that
changed any, or is it about the same?

Please find another person that jou would like to get to know. .. and for two
minutes. . . without talking at all... just look at your partner...it's ok to be a little
embarrassed, hut don't talk...and sce what you can learn about your partner from
just looking. ..If you find you are avoiding cach others eyes. consider not avoiding
them. . .just to find out what it is that is kind of scary about looking at eyés.

Turn your back to your partner. Now, without turning around. . . talk things
over for three winutes. . . stop.

How was that ?...Which was b‘ct.er -~ looking or not looking?. .. What was bad
about looking?...about not looking?...How was being looked at?

Notice how it feels to be iv thisroom. Has anything changed from the way
vou felt twenty minutes ago? Whal's different?. .. You have spent some time getting
in touch with the other people here. . .let's take a little time for getting in touch with
yourself.

Close your eycs...and notice the way the air of the room fecls to your «kin. ..
is it warmer or coolecr than vou are?. .. Notice your breathing. . . without trying to
change it. notice whether it is fast or slow...dcep or shallow...This is one way that
vou interact with the universe. .. taking it in...changing it...and sendin it out. Kach
time vou do this, you change. and the universe changes. . .and neither of vou will ever
be quite as you were, This interaction with the universe has a ran hm to it. .. Be aware
of the rhythm of vour hreathing.

There is anotheyr rhyvthm in the way yvou are al've vigt naw. . vour pulse. ..

Re aware of vour heart and the vhythm of its beat. . nntice the pulse in vour fingertips, ..

11
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in the tip of your nose. (This onc takes longer.)... Move vour attention dow. the
back of your neck, and across your shoulders...Notice any discomfort that you've
heen ignaring. .. where are vour clothes pushing at your body, and constricting it ?. ..
where are you pushing at your elothes and shaping them ?. ..

How is it in the center of you?. .. What kinds of feclings are stirring there?. ..
remember thai there are other people in the room?...how do you feel tfowards them?. ..
Do you feel like being closer to the people here?...or do vou feel like staying separate,

inside of yourself ?...Are vou allowing yourself to feel whichever way it is, or do you

42

think it is hetter to feel one of those ways, and arc you trying to push yourself toward
feeling that way?...if so, try letting yourself be.

Very stowly, come back out of yourself, and into the commu.ity here. When
you are ready, open your eyes, look around...and without talking, {ind yoursell another
partner.

Close vour cyes and take vour partner's hands. Can you tell anything about
how your partner is feeling from his hands?...Can you let your partner know how
you are fecling with just your hands?... Without opening your eyes, move your hands
to vour partners face...Car you teil anything ahout hO\V‘ he is feeling from touching
his face ?...from the temperature, or the tension. .. what are you learning abont
your partner?

When vou are ready, open your eyes. with yvour pariner, join two other couples,
and talk over what vou have been doing here, and how vou feel about it. 1n a few minutes

we will reasremble as a group.

O
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To become a teacher is to enter into a special relationship with students,
will colicagues, with the community. Therefore, teacher cducation should provide
opportunitics to exemine ones' characteristic ways of relating. If these relationships
are to be auchentic and growth promoting, teachers must have a high level of self-
awareness. Therefore, teachers need experiences that heighten self-awareness.

Beyond the potential value of this kind of group experience in promoting
individual awareneés and the ability to establish relationships, is the value in
creating a climaio of trust in which members can safely disclose unfamiliar parts
of themselves. It is important that this be a part of the future teachers own learning
experience, and that she know how to provide it for students, A group in which psychological
survival is not ttreatened can develop a2 sense of community which gives cach member
the feeling of bebrging. Where mutual respect satisfies basic needs for esteem,
members are released from the pressures of deficiency needs -- released to grow
towards self-actualization.

Meaningiul personal goals may be accomplished in relationship with {deas
and mater_ials, but they are set and clarified -- and eventually acted upon -- in relationships
with persons. It is in personal encounter that the individual's own ohjectives become clear
to him -~ social and political acceptance determine whether his new ideas 'are acted upon.

Access 1o pasons must be given the highest priority in humanistic cducation,

because it opens aceess to sclf. This is particulary evident in the development of gifted

>\\‘ -'/, ¥ . . . N . . . » -
children -~ since one of their differentiating characteristics is a history of close interactinn
with adults. It is importan! that their cducation include both the Xind of learning unifuely
available from their peers. and the process of achieving and maintaining mutually
rewarding pecer relationships,
O

1



o

ERIC

Aruitoxt provided by Eic:

’ Attention to the development of the group is important in any efforts at
humanis:ic education, and seems essential to the education of teachers. Teachers
must be able tc enter into authentic relationships, and to help their students to
achieve them -- because the crucial need in human edueation is the nced pecople

have for one another.
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In-Service Tratning: Implications

Sue. C. Tenorio
Genrge Washington University, Washington. D C

Long after the excited screaring andbshouting that
accompanies the introduction of any new product has ended,
thé most important activity continuecs to take place .....
maintenance of the product. For quite obviously, if the
product doesn't work, it won't-eell. It is to this point
that this paper is geared although the educational Jargon
for maintenance or anything that benefits malntenance, i:=

called "In-Service Training."

Over the course of the Northern Virginia Title III
(ESEA) Diagnostic and Resource Teacher Program, there were
a number of in-gervice activitier which took place that
inay have Implications for the intreduction and/or maintenance
of innovative teaching models into a regular echool program,

One of the most significant impii-rations is that, by far,
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the most critical maintenance or in-service activity takes
place outside the program being introduced. The focus of

thic paper, consequently, will be upon In-Service Activi.les

within and gutside the program, respectively. : N

Within tae Program

As with any large group of teachers ahd/or specialists,
there were varying backgrounds of'teaching and training
experiences among the Diagnostic-Prescriptive and Crisics-
Resource Teachers in the Title III Program -- rangzing from
firzst year teschers to individuales ‘with twelve years teaching
experience, Thére were teachers who had undergone full
universzity training as Dlagnostic-Prescriptive and Crisie-
Resource Teachers to those who, although acquainted with
the Program concepts, had had no formai coursework. Needless
te say, with such a myriad of needs, skills and abilities,

much of the "in-house' in-service training had to be

.individually tallored.

At the beginning of the school year, a week long

Orientation-Tralning Program was held for Program Teachers.

Although a few of the presentations involved outside
concultants, the major portion of precentations were made

by individuals -- teachers snd adminiztrative staff -- with-
in the Program ftself. Not only did such an approach allow

the fledgling tearhicrs to dinraus Lo sitaation diveatly and

a6 .
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openly with those who "had bren there and tack," but it
alec served to strengthen communication and interstaff

relationchips.

Two Program activities were requirec attendance for
all Program T=achers -- bi-weelly meetingz and monthly work-

shops. Bi-weekliy meetings were held after school with

Diagnostic-Prescriptive and Crisis-Resource Teachers individu-
ally, primarily to disseminate information and discuss
programs. Irnvariably, however, these meetings took on the

format of problem-colving.

At these meetings i; was not unusual for a fteacher to
initiate discusslon by saying, “This happened to me in my
gchool .... does anycne have any suggestione about what I
can or chould do?" A pooling of experiences, both negative
and poeitive, as well ats cuggestions re: materials and ap-
proaches often resuvlted, It is significant to note that
mid-year thesc meetings took place only once a month as the
kflourishing of individual teacher's programs seemed to

decrease the need for such group meetlngs.

Through the cooperation of principals of schoole in

the Program, monthly workchopc for all Program Teachers as

well acz any interected principals, supervisorc, and directors,
were held the last Friday morning of cach month. 1Ir addition

to providing the Program Teachers with the opportunity to

47



meet en macse to share ideas, the workshops also were in-
tended to stimulate and generate professional interests via

g varlety of precsentationes.

Among the workshop presentations were thoce by a
Supervisor of Crisis-Resourse Teachers in a nelghboring
community and another by a Director of a private School
utilizing behavior modification exclusively. One work-
thop afforded Program Teachers the opportunity to attend the
State CEC Federation Meeting. The final workshop of the
year involved discussion and planning of the Program for the
following year based upon mail-out evaluation forms to the

Program Teachers.

Supplemental to the total group in-service activities
were individual in-service activitiec. These included
demonstration teaching and team teaching by supervisory
ctaff as well as participation in school conferences and
meetings with the Diagnostic-Prescriptive and Crisis-Resource
Teachers. The authority and prestige of the Proéram
Administration often served to reiterate and support re-

commendations made by the Program Teachers,

The need for such reinforcement of the role and functiion
of program teachers cannot be overemphasized. Ag school-
bazed educational specialists, the Crisis-Resource and
?iagnostic~Prescriptive Teachers, by design, must maintain
Q .
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strong, pocitive intrastaff relaticnships. By virtue of
that fector alone, Program Teachers do not have the usual
freedoim to criticize or complain about another staff
menber's shortcomings. Opportunities need to be providéd
in which Program Teachers can'let it all hang out", i.e.
to discuss freely lssues and concerne with an objective

party or parties without fear of reprisal.

Once a month, principals of Program Schools met with

the Program Administrative Staff to discuss the progress

of the Program. Since the Tltle III Prograin involved three
separate communities in Northern Virginia -- Alexandris,
Arlington, and Falls Church -- these meetings not only
cerved to fester inter-community relationchips, but also
provided an accecsible line of communication between the

schoclc!' administration and the Program Adr.iinistration.

The support of school administrasion should not be
underecstimated for without it, many a Crisis-Resource or
Diagnostic-Prescriptive Teacher would have been stymied.
Very oftentimes the difference between a good Program
Teacher and an excellent Program Teacher is a highly

supportive administrator.

In the first year to reilnforce the goals and philocophy

of the Title III Progran, tultion-free university cources

on Diagnostic-Prescriptive and Crisls-Resource Teaching,

49
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were olfered to Program Teachers and Pfincipals, gponsored
by the Program in conjunction with The George Washington
University. The second year, courseg on the same basis

were agaln offered buf to regular classroom teachers within
the Program Schools. Although funding in the third year dia
not permit, plang werc to spongor the game coursee for clazs-
room teachers and principals in non-program schools to extend
the ideal:s of the Progranm ¢nd hopefully encourage a pro-
liferation of the two teaching models within the three

comriunities.,

Cuts=side the Program

Ag was alluded to 2arlier, the woest critical in-cservice
activity occurred outgide the Program, Largely due to its
newness, an) innovative teaching model, method, or material
ig invariably viewed, at least initially, with much
apprehension and zometimes great mistrust. 7The tenuous
lifehood of ruch a product Secomes readlly apparent and the
most effective means of overcoming this "handicar" 1s to
demonstré%e the strengfhs end/or benefits of the product, i.e,
“that 1t does, indeed, "work'. This point becomes especially
critical when the product in quecstion iz funded in part by
federal or state funds which eventually muct be matched or

taken over by local communitice.

Keeping all this in mind the ccde phrases for the

Program Adriinicstration berame, "Be arcessible -- get

30



information ggg-and get people in to sce.” The process ol
maintenance, or in-gervice, outside the Program entailed a
dissgenination of inforrmation first follewed by oppertunities
to question and discuss, This was accomplished by three

meane of communication -- written, oral, and visual.

Written comnunication included a Newsletter and positlon

papere decscribing the Program which were sent out to lccal,
gtate, and national =ourcez, including professional crgani-
zation: and university programs. A Methods and Materials
Manual baged primarlly on suggestions and ideas from the
Prcaram Staff wac pﬂt together and distributed. This same
manual was eventually printed by the State Department of

Education of Virginia and is available upon reguest.

Oral communication included presenting speeches --
enywhere and everywhere, In-state and out-state -- to
parent groupz, professional and para-professional organi-
zatlong., Not to be over looked were student groups from
high school to college-level. Particularly at the graduate
level =zome of the university students chowed potential of
becoming Diagnostic-Prescriptive and Crisis-Resource Teachers
and/or intrcducing the concepts into ﬁheir Immediate work

cltuations with assistance.

It is one thing to read ¢r hear about an innovative

contept but another thing to acturlly see it in artion.

¥
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To this end, visual communication included a continuous
flow of vizitore, prcofessionals at local, state, and
national levels, te the Program Schooles to observe and
talk with principals, clasercom teachers, and Program
Teachers. Additionally, series of demonstration teaching

segelon

m

were held, at request, in schools where adminicstra-
tion and faculty were interested in learning how they could

begin to initiate the Title 1II Program concepts.

As the Title III (ESEA} Diagnostic-Prescriptive and
Cricis-Recource Teacher Program ends its third and final
year, the time and effort put into the maintenance and
gervice of those within but particularly to those outcside
the Program, appears to have been well-lnvested --- once

upon a concept, now upon us a reality.



An Introduction to Behavior Modification for Teachers
Charles A. Watts, University of Southern California, Los Angeles
Thomas G. Chastain, University of Kansas, Lawrence

Wayne D. Lance, University of Oregon, Eugene
Willard G. Jones and Dan R. Anderson, University of Northern Colorado, Greeley

The purpose of this presentation is to introduce you to some of the more
1mporfant basic principles of behavior modification and to stimulate you to
want to learn more about these principles. We are assuming that these
materials do {n fact constitute an introduction for most of our audience
foday.

It is not posaible to deal exhaustively in this relatively short time we
have today with all of the priuciples of behavior modification. We will
instead focus here on three principles which are basic to the understanding
and successful use of the larger set of principles, namely, the counting,
pinpointing, and charting of :ehaviors.

In the video tapes you will see during this presentation three different
teaching sfituations were filmed as they actually occurred. The situations
depicted in each tape segment cover a wile range of behaviors, from a child
with a severe problem of disruptive and self abusive behavior to a class-
room filled to the''nervous breakdown''with emotionally disturbed children.
We have selected this variety of behaviors in order to demonstrate to you
that each could be dealt with successfully by the same basic application

of behavior rodification principles.

In the first video-tape you will seé a foung boy whosge behavior was
characterized by an extremely high level of hyperactivity. His parents
described him as extremely destructive, commenting that he "got into every-
ching'" and that they had to keep all the cupboards in the house locked.

He was reported to sleep very little and his parents had to get up several

times during the night in order to put him back in bea. His doctor desaribed

wis behavior similarly stating that he was "extremely hyperactive in the

Q sense, all over the room, very distractable, etc."

+ ammmrmill be shown two brief segments of a teaching situation with this child.

0
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In both segments he is ﬁeing rewarded for correctly naming the color of a
card when presented to him. Please note the child's level of attention to
the task throughout both segments.

The second video-tape illustrates the use of a powerful beha§iorial pro-
cedure with a young boy who has a history of self-abusive, tantsun aad
destructive behaviors. Since the child that you will see does not spesgk,
the teacher is Attempting to increase the frequency of his ifmitation of sounds
which is the first step in the speech development prograﬁ. The task con-
fronting the teacher i1s to eliminate the disruptive behaviors in order thac
the teaching process can begin.

During both of these videc-tapes you will be asked to count and graph
specified behaviors engaged in by these children. Pie-labeled graphs are
included in this manual for that purpose. Additional information regarding
these childrens' diagnoses and the outcome obtained by the application of
these techniques is also included in your manual.

The third tape {llustrates the application of a token system with a class

of emotionally disturbed children. T;is tape is presented in four segments.
The first segment shows the classroom prior to the application of the token
system; the second and third illustrate the steps used in applying the

token system while the fourth showg the classrcom approximately é weeks
after tic token system was begun. A detailed discussion of the application
of the token system and related reading materials are included in your manual.
Throughout this presentation you will notice that appropriate behav;ors

are rewarded with extrinsic rewards, including candy and tokens. Extensive
research indicates that this is one of the most efficient ways to develop
and maintain desired %ehaviors. You will also notice that each time the
extrinsic reward is offered to the child, rraise from the teacher is also

given. The purpose in doing this is to facilitate bringing the child's

O
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behavior under the control of the praise alone so that the extrinsic rewards
will no longer be required.
Let us begin now to consider the first two of the three principles that we

will explore today, counting and pinpointing behaviors.

ERIC
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COUPITING 21D P se D T BeHAVICR

The fivst cton i et =iy and auplying the techniques of behavior

wanagermcnt is to ental lisiv oo "lereet Behaviar™ . In this phase you need to detes -
mine just what Liehrvior you e 2oing to ottempt to alter. When you begin, it

may seem that there are o nairbor of porential hichaviors: "He's hyperoctive”,

"He's all over the :oolm", "Ho bothers other Yids", "He doesn't do his work ",
"How does he bother other 1ids? ™, "Does he hother oll of them? ", "How often? .
The Best technicne i aana e there dica priocity mbking . This will indicate o
starting place and ol aave o nencenren 1t Tor further projects.,

Once you have dercide D on o "target tehavior™, it will be necessary to
pinpoint the specifi= rrt . This specificity is necessary for consistency in measure-
ment. The bey auentinn in vincointing is, "ls it observable and meosurable? .
The best way to Jdetermine tiis is to ke sure you have scientifically defined the
behavior observed and the procedure used to record the behavior.  Your recordii g
should be subjected to a reliability chech that is reported in terms of the process
and degree of agreement chtained. It aiust be stressed that a precise definition of
the behavior and observation techniques are essentiol. It is not sufficient to say,
“He is having problems in arithmetic™. But 1ather, "He connot add two column
numbers" .

N

. . ~
This represeats o 1ype of bebaviar teferiod to as operant or voluntary . It ~.

mmeans thot the Liehavior is emitted and follewved by o censequence.  The other type

of Lehiavior, tespandent o tefles ) occns as atesult of some stimulos oy Lebiaviog
; :
modificotion we are primmarily concerpedd with the operant behaviors and thus you

nay hear the fabel "ererant conditicaing” epplied to the process.

ERIC
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Following the pinpointing of a specific behavior one must determine how
often, when, or how many times is the behavior occurring. There are rl}ifferent
methods of meosuring and recording.,

The three main types of recording ore automatic recording, direct meosure-
ment of permonent product: ond observational recording. Each of these methods has
certain advantages and disodvantoge- ossociated with it, but each olso serves to
give the best indication of specific types of information.

Automatic Recording utilizes o mechonical process which is activated by

the individual and the machine, in turn, records the iesponse. Electrical counters

on turn stiles are an everyday cxample of this. This is a good technique, if you
have the equipment, for counting every time o response is made.

Direct Measurement of o Permanent Preduct is a title applied to tangible

things produced by the individual. This is porticulorly applicable to academic
tosks such os written spelling words, answers to social studies questions, or
ball kicking trials.

Observational Recording is the third type and consists of several types of

~.

recordings: .

Continuous recording is simply a method where the observer records
everything os it happens. In such cases it is like an anea'otal 1ecord
of all events.

A more manageable educational technique is evert recording where
the observer selects specific kehoviors ond records the frequency of
their occurrence. Often this is referred to o5 tally recording be-
cause the observer simply makes a lumberman's mark or tolly each
time the event occurs. This is appropriate to behovior wheie merely
knowing 1'.e numbar of times the event occurred is important. The
number of times the child initiated conversation or number of times
he spoke cut without permission could be recorded in this manner .

Y
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In sore cases it is importart to krow how long the activity was in
progress. |t may be inportant to know how {ang it took the child

to complete ten problems or how long it took him to get his materials
ready hefore Iie begar the assignment, This is calied durotion
recording.

Two types of sampling recording are interval recarding and time
sampling. During interval recording the chservation session is di-
vided into equal time segments. The observer simply records
whether the hehavier did or did not occur during that time period,
giving both frequercy and duration. |In time sarrpling method, the
nbservation session is divided into intervals but the occurrence or
non-occurrence of the behavior v only observed at the end of each
interval .,

Percent and tate are friequently calcolale d onacademic behaviors.  Mest
commonly this is percent correct and rate correct. Te figure percent correct you
count the number correct and divide it by fhe total number of items. To establish
rate correct, divide the nurdber correct by ...e number of seconds required to
complete the task and mulbiply by 60 for rate coriect pec ninute .

Once the counting procedure has been determined, the baseline or rezord

of the operant fevel of the behavior can be determined. This is necessary if you

are todecide what modification you want to moke on the hehavior.

ERIC

Aruitoxt provided by Eic:



1. Estaklishing a rarget

A. Number of potential will oppear

B. List in priority rark

. Pinpoint behavior (tarect)
Al Identify specifically for consistency in measuiement
B. Obseevable cnd necsurable

1. Scientific definition
. behavior obsei ved
procedure used to record behavior
2. Description of reliobility
a, how obtained
b. dearee of agrecment

C. Types of Behavior
1. Respondent
o. roflex

b. stimulus-response
7. Operant
a. veluntary
b. Lehavior-censequence

i, Counting Behavior

A, Determine what records to kecp
1. Counting every occurcence (tally)
To offect number of times done
2. Rate
a. if interested in time as relates to number
b, tate roveent i
3. Percert
a. number of total
b, nunber correct
4. Duiation
time for whole tash

B. Baseline
1. need record of operant level

Z. nood Yo determine what to do
¢. accelerale
b, decelerate
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“"Charting of Behaviors"

Individuatization through Measurement and Standardization

Imapine a world without measurement or any form of standardizatien! How
delipghtful you say -- we could really do our own thing and be an individual.
But stop and think . . . . . . . a world without standardfzation? Could ve
survive, much less function adequately? Yass, [ supposc tnat we could survive,
but at a rather low level, and what progréss we have made over the centuries
would be nearly negated in a short tine. Ve would have no way to communicate
abcut time, or distance, or size. Ve would be in quite a quandary if we
lepislated out standardization and quite possibly an underpground movement would
bepin to bring it back in as soon as possible!

“feasurenent and standardfzation are %ere to stay and as educators we
1411 do well to look arcund and deternine how this phenomenon effects, or
should cffect, wlat goes on in . & classroom., We can point to numerous
exriples of progress because ol -xr a'ility to apply the principles of
standavdization and measurement {. ‘he sriences and to direct application in
{ndustry. And 1{f we really observe the learning process in a classroom {t
doesn't take long to see the need for the application of meacurement to what we
do vith kids. One author has stated it rather succinctly when he said
"Measurerment is the only means vhereby the teacher can objectively know what
i< happenirg in the classroom."l And until we know what is happening In the
classroeen we are not {n a position to individualize instruction. T'easurerent
need net lead to an assenbly line methed of providing learning experiences

for children, but just the opposite; measurerent provides us with an essential

1 tiarold Xunzelrann (Ld.) Prccision Teaching: An Initial Training Sequence.

featcle: Special Child Publicatfons, 1970.

RIC

Aruitoxt provided by Eic:

GG



o ——

{
E

O

trol necessary for helping each c¢hild to learn in his own way at his own rate.

The standardizatiion we are talking about is not a standard teaching method but
rother a stancard for measuring and portraying where a child is, where he has heen,
anl vhere he is going.

easu~erent in the Classroom

Perhaps the overriding question we often ask (or need t» ask) as teachers
is this: "How do I know when I've done the job?" Are my pupils really
improving? If so, how rapidiy? Are they learning as rapidly today as they
were last month?

So many uchavlors are occurins in the classroom that we often are inclined
to throw up our hands and say in effect that {t is an fmpossible task to
preiisely measure and record anything. Really now, with all tte constraints
wnler which a teacher must work, can he be cexpented to take time to measure
the behaviors of students in his classroom? The answer is an emphatic 'yes.,'"
Lae caly adequate vay to know when something has effected pupil performance {s
to obtain some measure of that pupil's oehavior regarding the particular task
or concept that you have prescribed for the learner. llow, quite obviously, a
teacher {s not going to measure every bit of pupil behavior and since you
have already learned quite a bit about pinpointing behavior, we need not
expand on vhat to measure, but concentrate on how to effectively visualize what
we have measured. '

Yhat we nced is a way to neasure and display information th~t encompasses
sorme of the characteristics of performance reasurement described by Skinner,
expanded upon by Lindsley, and reported by Kunzelmann (1270). ‘e need a

method that can do the following:
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(1) Presents data in an orderly manner. 'e teachers have so nuch paper
worl. to do that we cannot afford to be disorganized.

(2) Can be rearoduced. We require a method that can be used repcatedly
vith the same pupil and with different pupils for different curriculum
areas.

(3) Can be applied to the bLehavior of an individual *sithout comparing hinm
to a group. We usually want to know how Johuny is doing compared
to Johnny, not compared to the class or some normative group,

(4) Provides a continuous report, not a one or two time measure.

(5) Can be applied by the learner as well as by the teacher. 1f a teacher
has 30 puplls, how nice to have 30 individuals measuring thei: own
performance rather than one teacher trying to monitor each fndividual.

(6) Can help the teacher in deciding what to do next. Ue ought to be able

' to make decisions based upon data that supports a high probabilicy

of success.
{7) Can show us as much information about a pupil as possible vhenever
we change the conditions of learning.
/rotter way of saying it is that a teacher nceds an objective record as a basis
fcr plamning a progran for each pupil and this record ought to have as wany of
<he above characteristics as possible.
Cherting -- A Method for landling leasurerent
e vill assure that you are coanvinced of the {mportance of nsing measurerent
in the classroom (and of course we know that you have been using various forms
of reasurcment throughout your teaching carecer) and so let us proceed to chartivgp.
What is {t? Sircply a rethod to display what we have measured. Ve could write
dovn a list of €igures cn a piece of paper, but the rore figures wve writ:, the
,[ RIC
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:rore confusing 1t becomes, and even if it makes some sense to us, it probably
will be difficult for anyone else¢ to understand just wnat is happening to a
particular pupil. Look at the following example:

"Correct Arithmetic Problens Per Minute for Johnny"

Raw Data ] Chart lethod
lionday 3 ]

Tuesday 5 q

Wednesday 4 N

Thursday 10 Eﬁ //////h\\

Friday 1& :}

hich method of displaying the data is most meaningful to you as a teacher in
answerirg questions abcut Johnny's arfthmetic performance and in making p}ans
for future lessons? Suppose that you had six weeks of data -- the advantages of
a praphic display wruld become even more obvions, Charting is a means of visually
obsecrving the chianges that are occuring in a pupii's performance,

You may chart percentages of some behavior you have pinpointed, which
certainly can be uceful, but many educatore are in agreement that rate is the
best weasure to encompass the seven items discusved in the preceeding section.
Some people prefer to chart on regular graph papér while others prefer tu use
6-cycle semi-logarithmic chart paper. The latter has several advantages, among
them are the magnifying of distances between units at the low ranges, of converting
absolute data into a relative comparison, and of handling occurrences ranging
from once per day to 1,000 times ner minute,.

A sfuple getaod of charting requires a plece of paper and a pencil and a

watch with a second hand. Time (in minutes or days) §s often represented across

O
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< horizontal line of your chart, or perhaps you represent trials or
preserntation on this axis. The vertical 1ine way represent percentage, moveients,

or {rcquency.

F 100 -

R

L

Q 50 -

U

I3

hy 1 -

c S e
Y T 1 ]

Time in Days

You may record a behavior that you are attcepting to accelerate or decelerate
o your chart, or perhaps you will record two behavicrs on the same chart.

Uithout getting hung up at this point on the type of chart paper you use,
ve hope that vou sce the importence of visuallv iccording you: data in a
reaningful nwammer. Try it! You wilill find that it not only helps you to de
a better teacher, but your pupils will "turn on'" to being able to sce their oun
prosruss and what great informatfon to have for that next parent-teacher
conference. Your principal might even be convinced to give you a mexit pay
increase on the basis of your hard data on pupil performance. After all, you

wit} be able to show that learning has occurred!
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EXERCISE ONE: GASE HISTORY

The child that you will gee in this video tape was approximately 5
years of age when these sequences wexe taped. His medical history indicates
that he was under tr2atment for staggering spells of uaknown origim:other-
vise his physical condition was basically rormal.

His major problem waa dietractability and hyperactivity. As a matter
of fact his behavior was so diaruptive that his parents were obliged tou keep
all the cupboards in the housé locked and to take turms standiug guard
over him at night. His physiclan confirmed hie hyperactive behavior polating
out that he was unaklie to get him to sit still long enough to complete the
tracing and copying tasks fnvolved in hic neurological diagnosis. P;e~
scribed medicatien had 1ittls effect on the child's hyperactive behaviors.

Upon his eatry to the school it was first necessary to train him to sit
still long enough that thé teaching process could at least begin, This was
accomplished by rewarding him for sitting in the chair for increasing lengths
of time untfl he would sit in tha chair for at least 20 minutes.

During the firet segment of this tape you will see him learning to
correctly naze colors. Note that the teacher (his mother) will not present
him with the colored card unless he is attending to her. Since he nust
correctly identify the color before he can receive his reward he tenda to
focus for the most part on the tark.

This segment consists of 20 trials, that is, the colored card will be
presented 20 times to the child. We intend that this first counilﬂa and
graphing exercise be as easy as possible for ‘you; ve !uvc therefore selected
an exercise in which you will be able to tell quite clearly when the child
has correctly named the color because the teacher will present him with the
reward vhen he dces so. 1Ignore any instances of multiple verbal responses

>0 the part of the student and focus on the delivery of the rewaird aa an

Ei£S££;lndication‘of & successful triel,
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The data that we would like you to graph on page 15' of your manual
is the ratio of correct responses to the number of trfels. Your task is
to count the number of correct responses made and divide that nurber by
20 and plot the appropriate percentage on the graph above the horizontai
line directly over the section marked "lst 20 Presentatfons”.
During the second segment of 20 trials which was taped the following
day you will notice an extrewely high level of background noise. Recall
that this child has had & proﬁlem of distractability and observe the
extent to which the 1hild attends to the background noise. Here again we
want you to plnt the ratio of correct responses obtained during these
20 triale sbove the section Gf the horizontal line marked "2nd 20 Presentatfons.”
You will notice that another behavior has already been graphed for you.
Thie behavior 18 the per cent of time during the 20 trials when the
child's hcad is turned 96 degrees or wore away from the teacher. We vefer
to this behavlo; as non-attending behavior, and 1t was observed to have
occurred during these two segsions approximately 7% and 10% of the time
respectively. We consider this to be satisfactory for a child with a history

of distractabllity and hyperactivity such as reported here,
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EXERCISE ONE: FOLLOW UP DATA

The youngster that you have juat seen will enroll in the public schools
this coming fall. At present, he participites in 30 minutes pre-school
activities with few instances of hyperactive behavior observed, Individual
seasions can be conducted for longer periods of time with no difficulties.

Achievement and language data obtained recently indicate that he is8
now slightly above fhe norm for children of his age, and the use of drugse

is no longer considered necesséry.

O
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Counting and Graphing: Exercise 1

Behavior Graphed

A. Per cent cotreci color naming responses to 20 presentstions of &
ctolored cuxd (solid line).

B. Per cent of time not a“tending to instructor, i.e., student's head
turued 90° or more away from directly facing the instructor (Jdashed
line).

Consequence Provided

A. Candy presented with verbal spproval each time the student correctly

rames the color presented.

Special Conditions

A. During the second 20 presentations, a high level of background nofse
was delibrrately creeted,

100

MO = MO o Ny
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lst 20 Presentacions l 2nd 20 Presentations
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E-ERCISL Tav:  CASE hl:Tuly

The young boy shown in this sequence wags about & years of age when this
tape was wede. His previous medical histury iandicated that he was treated
for meninglitis at age 6 months, but otherwise his physical examination
revealed no clear indication of physical impatirment. HKe was deacribed as
a generally hyperactive child and was receiving 164 wg. of drugs a day in
an attempt to control his hyperactive behavior.

His behavior at home was characterized by freguent incidences of head
banging (as wany as 200 during an eight hour period); -tantrums. {an
average of 40 per day) and destructive behavior towards inanimate btbjects
(an average of 8 per day).

ﬁis behavior in the school was similar (o that observed at home, ex-
cept that liead banging increased in frequency to a maximum of 530 times
per hour.

ve would like row to takc a few minutes and ask you o mske a prognostic
statement for tiils child., Imagine that he has beea referred to you and thst
all the information that yoo have on the thild 8 that which we have just
given you. 1Indicate on the paper provided what you beljeve tu be the chances
of this childs benefiting from an educationni progtam. Uge whatever format
you fiad convenient and when the group has complated the task share ycur
prognosis with the other group mexbers.

Since the child had no functional speech when he entered the school,
it was decided.that the development of speach would be conrentrated upon
first. 1In orde: to begin with the first stage of speéch trainlné; wvhich
involves teaching the student to imitate geatures ard verbalizstions wade
by the teecher, the'child'a disruptive and self abusive behaviors had to be

elinminated. Since the hesd banging is pc entially the most dangerous

behavior that the child engeges in we have asked you to record the frequency
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of this behavtor per minute throughout the exercise using the graph on
page 20 of your manual. To assist you in this task we will indicate when
55 si.conds have passed by saying '"ready" and at 60 scconds we will say
"record." Record the number of head banging instances you céunted above
the. appropriate minute on the graph. You will have te work fairly rapidly
since the instruction to record will slsr signal the start of the continuous
counting process. For the purpose of this vxercise corsider head banging
to be banging the head on the table or cta‘r and hltting the head with
the arms or hands.

During the first four minutes of this tape the teacher will simply
ignore the child as long as hie is engagfiug in any dieruvptive behavior.
Fox the purpose of this presentation weo will ruefer to this four minute
segment as Base Linc session. The purrose of A Base Line recording is to
detcrmine the frequency of tihc behavior or behaviors of concern prior to
experirental jnterventicn.

During the next eight minutes the teacher will leave the child slone
when he engages in these behaviors. She will return to him only when he
has remained silent ror 10 seconds. The latter procedure js referred to
as Time-Cut. This simply means that the child is removed from all possible
sources of reward as long as he is eugaging in undesirable behaviors. In
thfs example the teacher leaves. In ~ther lustances the child may be
removed to a cubicle vr adloining room until he hgs not engaged in the
undesirable behaviors for a sperified length of tiwe. Tiwe-Oul p;écedures
heve been shown to have a dvamatic effuct in eliminating undesirable be-
haviors, as you will'note duiing the nevt cight mliutes  Continue to count
the frejuency of head banging during this segment beginning with minute

5 on the horirzontal axis of ycur graph.
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97



EXERCISE TWO: FOLLOW UP DATA

Regarding this child‘s progr2ss during the three montns he was en-
rolled in school: |
A. Head banging was reduced to 2 average of 1.5 timzs per school day
with no incidents of head bauging octurring nn 57% of days.

u. Poth tontrum and destructive behaviors werc observed to occur on the
average of leas than 1 t{me per day.

C. Imitation of teacher produced motor movements and sounds ware m;in-
taired at approxirately 90X overall.

At the completion of the school year the child's parents wore trans-
ferred to a new Job and his training at this center was teruinsted.

In this final tape segment which you w#ill not havcito count you will
sae the child after the disruptive and self-abusive behaviors have been
satisfactorily eliminated. Note that during this segment he generally
follows the directions given by the teacher and attends at a satisfactory
level to the teacher throughout the session.

However substantial yot may feel the contrast to be betweeur this
seguent aud the preceeding two you must remetber that this child has at
this point still achieved only a very smail number of the skills necessary

in order that he can satisfacturily function in the acaden!c world.
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Counting and Graphing: Exercise 2

1. Behavior Counted
A. Self-abusive behavior, specifically: Banging head on table, chalr,
or hitting the head with arms or hands.
2. Consequence Provided
A. instructor left the student alone when he engaged in any disruptive
behaviors and returned when the student was quiet for at least ten
seconds.
3. Special Conditions
A. First four minutes reccerded are haseline.
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EXERCISE THREE: TCKEN SYSTFMS

Usually teachers ave encouraged to maintain the motivation of their
studente through the use of materials which are in and of themselves
"i{nteresting" and "stimulating" and by rewarding appropriate lLehaviors
with social or symbolic rewards, i.e. letter grades and teacher approval.
While this practice, however difficult to define accurately, may prove
satisfactory in some situations it is dramatically obvious that it is not
equally satisfactory in all situations,

Today we will look at one of those other situations. During the
next 8 minutes you will see a video tape of nine children in a classroom
tor the emotionally disturbed.

At the completion of this segment we would like each of you to:

1) prepare a list of the problem behaviors that you observed, and

2) role play the pcsition of a resource or master teacher and outline
a rtrategy for dealing with these problems that a student teacher could
use. Share yo;r lists and suggeétions with the group on completion

and thea pass them on to your group leader. e would ltke you to spend
no longer that 15 minutes con this tasﬁ.

You may have noticed the lady seated at the table in the rront of the
class with a large timing device. She is obtaining a base-rate on the
disruptive behavioss in the classroom. 1In this particuler sequence she
was counting the numver of children who were ocut of their seats at 20
second intervals.

The procedure that ve will introduce to yo2u tocday has proven ex-
tremely successful for dealing with the kind of proglems that you have
juat geen. It is referred tuv as a Token Reward ayatén. The Token Fe-
ward systam ig ¢asily distingurshable from the traditivnal methou of
teaching simply because of the fant thac instead of reiying on tcacher
approval, grades and intrinsically interesting materfals 1o mairta‘n
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appropriate behaviors the token system rewards the etudent for appropriate
behaviora with a tangible object that h2 can exchange for activities or
ohjects which are of interest to him.

The tokens themselves are of course symbolic objects. Poker chips,
foreign woney cnd check marks have been used with guccessful token prcgrams.
Let's see how we might approach the classroom sftuation you have just
seen using a token system;

First we would of course have vo explain to the students what the
token system was all about, and we would have to arrange for the tokens
to have a purchase value, that is, we would have to work out a token cost
for activities and objects that each individual student desires. We would
also have to expla{n to the students those behaviors for which we are villing
to pa; tokens and when they will receive their tokens for engaging in
desired behaviors.

For exampie. suppose that you wanted to reward students who stayed
in their seats with a specified nuwber of tokens; in order to §o this you
might make use of an ordinary kitchen tiuing device with a buz;er'that
goes off on the average of every 5 minutes, although the interval between
buzzes might be as short as 1 minute or as lcng as 20 minutes. ERach
time that the buzzer sounded you would pay ea:h person who wes sitting
in his seat the number of tukens agreed upon.

In order to determine the activities and cbjects for which the tokens
can be exchanged and the relative costs of cact, a student wenu éih be
developed. A student menu consists of those activi{ieo and objects that
the student wants, uvaually arranged in order from most to least desired.
Costs are established accordingly. Page 26 ¢f your manual illustrates

the menu that one of the students in this clasi established with his parenta.
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Menus were also established for in-school activities; for example, 15
riautes of painting privileges could be obtained for 100 tokens, an extra
5 minutes of recess could be obtained for 200 tokens, etc.

The effects of initiating a token gystzm are usuallv quite dramatic
and behavioral changes are readily cbservable. Nevertheless, children will
not ordinarily be rewarded in this fasi-ion thr&ughout their scademic
careéts therefore {t is necessary to rewove riy» token crstem gradually
until the appropriate bahaviors are ma‘ntalrncs with the previously
mentiored and more traditional revards.

We will now show you som: seclected steps chat ware followed in
establishing the Token system with this class. Only two students are
shown in the fol;owing video tapes. This fs solely for the convenience
of the cameraman, Ordinarily the atudente are taught in groups of four
or five, with the regular classroom teacher working with one group &nd
a teacher aide with the other.

The first sequence illustrates the simultaneous rewarding of several
behaviors. 1In this sequeince the students are rewarded foi correct responses
to the task and appropriite attending behavior. Disrtruptive incidents
are ignored and you wili notice that th2 tokens can be cxchanged immediately
for another extrinsic roward, in this instance candy.

You may recall these two students from the previous tepe segment.

The child on the right did not respund at al)l during the previous negment
vhile the youngster or the laft ettempted to reepond several tim.e'a' but
was always shouted dowﬁ by the cless,

During the secerd scghent correct responaes and appropriate attending

behaviors are rewardad and disruptive beheviore ignored but the tokexs
can ncw no longer be exchanged ltmediorely for snother extrinsic reward,
Q
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The student now must walt until he has completed the task before exchanging
his tokene.

During the final segment which was taped approximately six weeks after
the token system was initiated, the tokens themselves have been almost
completely replaced by check marks which are recorded by one of the students
in the class. In this segment the following procedure is iuwplemented:

1. those students who do pcorly {. .nath are paired with those students
who do well;

2. the better math student is designated the student teacher and the
poorer one the student;

3. the student teacher has 30 flash cards with matl. problems on them
which he presents to the student;

4, when the student teacher indicates that the student has given the
right answer, the student rajses his hand and the recorder gives him
a check ma}k on the chalkboard;

5. both the student tescher and the student receive a point for 2ach
check mark that the student earns. These points can be exchanged in
the same manner 38 the tokens were;

6. tokens are awarded by the regular teacher to the student teecher
vhen he engages in eppropriate teaching behavior, for example, saying,
"that's good," when the student provides the correct answer.

Notice that {t i{s not necessary at this poinl to reward the atudeats
for stuying seated or attending to the task at hand. The students are
80 involved in the task that incidences of undesired behaviors aimply

'

do not occur, .
The Token Reward system was maintained with this class throughout the
rezainder of the school year. Disruptive incidi ntr were almost completely

eliminated and several of these students were placed back into the normal

0




¢lagsroon after making satiefactory behavioral and scademic progress in
this clasaroom.

This concludes our brief look at the Token Reward gystem for todaw.
We would of course like to have been able to have spent more time on the
subject with you. If however we have been able to stimulate your intere-t
regarding the use of the Token Reward system and/or the Behavior Mod-
iffcation approach to teaching we will ccnsider our effort tucay to have
been richly rewarded. The literature on Token Reward ayetens is fairly
extensive and we have included herein a list of some of the relevant books

and articles which you may find of value phould you wish to. explore thic

technique in greater depth.
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AN EXAMPLE OF A STUDENT MENU

1. Movies (10,600)
2. Hot Wheel Set ) (16,600)
3. Day at Amugement Yark ) (10.500)
4, Trip to visit relatives (10,000)
5. Goat FParm (5,300)
6. Tinker Toys (5,300)
7. Dinner at the tedcher's house (5,300)
8. Hockey game V (5,300)
9. Teanis shoes ) ‘_(5.300)
10. Fienic (5,300)
11. Model airplane, bost, etc. (2,650)
12. Fish and Chips . _ ' (1,680)
13, Swim at the gym - (1,680)
14, Make Brownies : (1,120)
15. Go to the drive in "= (1,120)
16. Makn pita ple {1,120)
17, Ride bicycle (1,120)
18, Kite ' Q1200
19. Make Popcorn : “{560)
20. Favorite TV program ‘ (100)

Ezrning rates - Maxfmum

Approx. 560/day
Approx. 2,650/week
Apprusi.  10,600/month

AT
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Modifying deviant social behaviors in vavicus classroom settings. Eugenet
Univarsity of Oregon Press, 1%69.

Whelan, R.; and Haring, N. ''Modification and maintenance of behavior through
systematic application of consequences.' Exceptionsl Children, 1966,
32, 281-28$. .

Wolf, M.M.! Cllee, D.; and Hail, R.V. "Exreriucnts with token reinforcement
in a remedial classroom.” Behavior & Therapy, 1968, 6, 51~64,

Zimmerman, E.K.; and Zimmercan, J. "The alteration of behavior in a special
clasreom situstion. Journal of Experinental Analysis of Behavior, 1962,
5, 59~60.

timmerman, ®.H.; Zimperman, .1.; end Russell, C.D. "Differential effects of
token reinforcement on instruction -~ {ollowing behavior in retarded students
instructed as a group.’ Journal of Apolinrd Behavior Anasvsis, 1969, 2,

119-124,

Additional sources include the October 1970 Exceptional Children which is
devoted exclusively to behavior modificsation and the November 1970
Exceptional Children which includes & selected bibliography, with abstracts,
of behav or mod{ffcacion projects.
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SPECIAL EDUCATION INSTRUCTIONAL MATERIALS CEN1ERS

AND REGIONAL MEDIA CENTERS FOR THE DEAT

Center and Director

Carl W. Lappin, Dirertor
Instructional Materials Reference Center
American Printing House for the Blind
1839 Frankfort Avenue
Louisville, Keatucky 40206

502/895-2405

Dr. Harold Ruvin, Director
New England Macterials - Instruction Center
Boaton University
704 Commonwealth Aveuue
Boston, Massachusetts 02215
617/353-3266 (Ruvin)
353-3195 (IMC)

Dr. Willard G. Jonzeg, Director

Rocky Mountain Special Education

Instructional Materials Center

University of Northern Colorado

Grenley, Colorade 80631
303/351-7681

Dr. Raymond S. Cottrell, Director
Mid-Atlantic Region Special Education
Instructional Materfals Center
George Washington University
820 20th Streec, N, W,
Washington, D. ¢, 20006

202/676-7200

Miss Glor:a Caluvini, Director

Instructivual Materials Ceater

1020 South Spring Streat

Springfield, Illinois 62704
Z17/525-2263

Mrs. Lou Alonso, Director

USOE/MSU! Instructiona) Materials Center
for Handicaoped Children and Youth

213 Erickson Kall

Michigan State University

£ast Lansing, Michigan 48823
517/353-1810

3.}

Region Served

National

Connecticut
Maine
Massachusetts
New Hampshire
Rhode Island
Vermont

Celorado
Montana
New Mexico
Utah
Wyominiy

Delaware

District of Columbia
Marylend

Xew Jersey
Peansylvania
Virginie

Illinoi~

- Indiana

Michiganr
Chio



Center and Director

Rapha=1l F. Simches, Director
Maurice . Olsen, Cenrdinator

Special Education Instructional Materials Center

New York State Department of Education

55 Elk Street

Albany, New York 12224
518/474-6939 (Simches)
518/474-2251 (Olsen, IMC)

7

Regiou Served

Centra!l
New York State

Mrs. Elizabeth L. Ayre, Reglonal Director Yeatern
Special Education Instructional Materials Center New York Region
Stete University College at Buffalo
1300 Elmwood Avenue
Buffalo, New York 14222
716/862-5506

Mrs. Ferne Roberts, Reglonal Director Eastern
Regional Special Education New York Region
Instructional Materfals Center

Hunter College

Box 563X

695 Park Avenue

New York, New York 10021

212/360-2304
Dr. Thomas G. Chastain, Director Lowa
Special Education Instructional Materials Center Xansas
University of Kansas M:esourd
1115 Louisiana Nebruska
Lawyance, Kansas 66044 No:th Dakata
913/864-4780 South Dakota
Dz, A. Sdward Blackhurst, Director Kentucky
Univeraity o. Kentucky Kegional Special Education North Carolina
Instructional Materfsls Center Tennessee

641 South Limeatone Street
lexipgton, Kentucky &0506

West Virginia

606/258-4921
Dr. Wayne D. Lance, Directer Alaska
Northwest Regional Special Education Hawait
Instructional Matersfals Center Idaho
University of Oregon Oregon

1682 Coluzbia Street
Bugene, Oregon 97403 '
503/686-3585

Washington

Dr. Fay Brown, Director

Southern Regionszl Ceater

Auburn University of Montgomery

Bell Street

Yontgomery, Alabama 35104
205/281-1766 (home)

Snutheastern Region

Rd
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Center and Director

Dr. Charles A, Wattg, Director

Insiructional Materials Center
for Special Education

University of Southern California

1031 South Broadway, Suite 623

Los Angeles, California 90015
213/747-9308

Dr. Albert W. Fell, Director
Specisal Education Instructional Materials Center
University of Texas
304 West 15th Street
Austin, Texas 78701
512/471-3143

Dr. LeRoy Aserlind, Dicector
Special Education Instruct{ional Materials Center
University of Wisconsin
415 West Gilman Street
Madison, Wiscensin 53706
608/262-4910

Dr. Robert E. Stepp, Directur
Midwest Regional Media Center for the Deaf
University of Nebraska
Lincoln, Nebraska 68508
402/472-2058

Dr. Raywond Wyman, Dircctor
Northeast Regional Media Center for the Deaf
University of Massachusects
Amherst, Massachusetts 01003
413/545-2457

Dr. William D. Jackson, Director

Southern Regional Media Center for the Deaf

University of Tennessec

1814 Lake Avenue

Knoxville, Tennessee
615/974-3308

39716

Dr. Yubert D. Swnmmers, Director
Southwest Reglonal Media Center for the Deaf
New Mexico State University
P. G. Box 3AW
Las Cruces, New Mexico 38001
505/646-1017

K

Regfon Served

Arizona
California
Nevada

Arkansas
Louisiana
Oklahoma
Texas

Minnesota
Wisconsgin

I11inois, Indfiana, Towa,
Kansas, Minnesota,
Missouri, YHeltraska,
North Dakota, South
Dakota, Wisconsin

Ccanecticut, Delaware,
District of Columbis,
Maine, Maryland, Maspa-
chusetts, Michigan, New
Hampshire, New Jereey,
New York, Ohio, Penn-
sylvania, Rhode Island,
Vermont

Alabama, Arkansas,
Florida, Georgfa, Ken-
tucky, Louisiana, Missi-
ssippi, North Carolina,
Puertc Rito, South
Carolina, Tennessee,
Virgin Islande, Virginie,
West virginia

Alasha, Arizonra, Cali-
fornfa, ..orado, lawall,
1daho, Montana, Wevada,
New Mexico, Oklahoma,
Oregon, Tnxas, Utah,
Washington, Wyoming

7.
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Dr. Donald K. Erickson, Executive Secretary
IMC/RMC Network
1411 South Jefferson Davis Highway, Suite 928
Arliogton, Virginia 22202

703/920-7770

Dr. Frank Withrow, Director
Division of Educatfonal Services
Bureau of Education for the Handicapped
United States Office of Education
ROB - 7th and D Streets, S. .
Washington, D. €. 20202

202/962-5022
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A Taxonomy of Variables for Training Teachers in Special Education

Alfred L. Lazar
California State College, Long Beach

Sevoral uookn .go. thls apoukor ‘had 8 rere opportunity to hear’

and speak with Profsssor Sidney Hook, the noted aduontionul

philosopher, who was vluitins our elmpul In his talk 1% was

pointed out that " rrecdon to learn il & human right " and that

"rreodam to teach 18 an emr ned right.' Both of these assertions

serve as & foundation for planuing and dovoloptpg teacher training

progran.. Inharont i both of thease notions are some rathsr interest-
ing implications for specisl educators and rogglur educators alike,
whethaer at the elumentary, secondary, or collsge level of {nstruction,
How 6fton have some 0. us violated the astudsnts right to learn becasusse
of limited resources mqynpproprinh equipment and facllities,
inappropriate 1n-tructioﬁll loarning‘pltna, lack of knowledge and

. -killl in undoratnnding hu-an bohavior, and 2 hoat of others thut

x5S
i

RN

“san be added to tals 11-&. I£ we are to t&aining and develop lndlvxd-

,a«—.—..sk..ﬁ..&kwka s e A - AR Wi I

vals that will) serve as teachers capable of respecting the student's
“right to learn" such individual rmust “earn this right to teach.” Thus,
it becomes a major responsibitity of teacher training institutions

to offer a viable and comprehensive training program that will provide
the individual with knotvledges, skills, experiences, understandgings,
and values so that the right tc teach can be earned.

Tn additic , Hook cited three other aspects worthy of note and
discussion: These threa other factors fnvolving student-teacher or
learner-teacher relationships are as follows:

1. The learner or student hzs a natural richt as part of -
the consultation process in planning and developina

Jearning s tuations, but does not heve the right for
devision making in overall policy.

8/




2. The learner or student has a right tc have an individual-
1284 ocurrioulum and learning program as much as possible
to meet his unique leaming needs and characteriatiocs.
3. The learner or student has a right to lsari at his
g:g'z:::ngi.learning based upon innate ocapsoitlies and
One might question, whuta.now atout these three things ? The rasponse
1s that nothing 135 really new about thesm, but that these thres
aspsots have been frequently and greatly viclated by many special
clans teachers whioh results in the reduction of their teaching role
ottocttvonain as nanagers of learning. In some cases, students in
training as spuclal class teachers have heard thnio throo assunptions
pronounced in efther dull or :ttnultting lodturoa. but lrrogardloau.
the individual in teaoher training hes not been ufrorded suffiodént
15fe situations to praotics them, ' _
The purpose ot this brief paper will Bo to remark about soms
of the variables in our past and proscnt tadohing mnodels for espoolel

educators, make rororgnoo th some ot the ocurrent trends and modela
7

being advoontod, nnd pronont a briot fivlcu of the a- 30HR_Sy-tcn-

EUCRD ORI F SR AL AT O SR N R . PP &5 T CRP S TRy 5 Wy R UNE © O LT FERE VY VPR
model as a possible training mode)l with a sequunce of variables that

might be cinsidered for translating into trainirg programs. Finally,
a serfes of critical questions will be asked and oraqanized *nto a
taxonomy that might direct reactions from both the iaterrcgators

to this position paper, and the audience.

SOME REFIECTIONS ON PAST/PRESENT FROGRAMS

88 ~ |
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I¢ might bes appropriate at tﬁil time to look in retrospect
at aome of the charactsristiss of training programs in the paat
and some of the srswsptions concerning them that ocontinue to
linger and influenus the present uvtatus of teacher training. This
might be achlieved ihrough use of ghn queaticn teohnique, ao that
.rurthor discussion will be stimulated upon part of the interrogators

and the audisnoe, sincs this is a form,

1. What have boen the pros «nd cons of ohild-cenbbred
versus the tescher centered ourrzuulpn ? In the cass of both
of thess models for ourrioulum bullding and in training teachers
to gervios g.:h models, we have fallied %o a avold an XNRSEIELERX .
artifioisl polarization, The real issue 1y for teacher training
institutions {s to fooux upon and turn cur individuala that are
avarning centered. In this latter model of and for ocurrioulum
building polhArigation is avoid, end both the rights and nesds of
etudents and teachers sre conaldered equally and az part of a
unified offort, The danger 2ud disadvanteges of bdoth the ohild-
oentersd ourrioulun and teacher-oentered ourrioulus wks to provide
sore rather ritualietics role expectancies. Purthermore, in the
osse of both of these latter models, the use of medioal or
payohélogioal‘luboll of’ non-esduoational relsvanocs ere pupuler
and have been uszed to an exosedingly 1-:;. degree. Thus, a seriows
review of the literature on methods and naterials revesls numerous
souroces that oiie the DO'S und DO!'! for teaohe s via a cockbook
lppraloh. and the CAN DOS A!D OANIOT' DOS OP THE VYARIOUS CATBGORIES,
Q g.o, the mentslly retarﬁpﬁ.

IS
Ly




£
Py

2. Let us conalder coms of ooncepts that have been polarised

by sos individuale, snd aia a result have redusced togohor effectiveness

and ourriculum development:

A

B.

G,

D.

J.
K.

LIST OF

only individual

instruetion

ooghitive

graduate
lovels of
training

teacher evaluation
only

medical terminology
for education

l.e. BI, MR, SL,

good something

context
academic
special
abnormal

teacher as artist

. = w2 . .
e . S s o s o ,
#EA A S TR Sl e A i i ¢ T A AN I it 2 Al R & il s

POLARIZED CONCEPTS

versus . only unit methoda &
L grovp instruction

versus - affective

versus undorgraduate

- levels of training

versus

versus

Versus
(effectiveness)

versus

versus

versus

versus

VErsus

C e AR L K, .

pupil evaluation only

77

Y ey

psychological "mentalistic

in nature" for
education

1.e. I0, "whole child"

bad something

process
experience
reqular
noirmal

teacher as scientist

It is a smali wonder that the extreme use of such polarfzed terminology

has had an adverse effect on trainfng effective scientifically

oriented teachers.
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Thus, there 1s a real challenge for all of ws to work in a
conocerted and unitied'mannor to reduce and sliminate when

possible such verbal pollution that 1s only inimical to

offactive %Zeacher training. f

3. There 1s a need to 1dontify and make a role nnllygil
to sscertain what spsoific skills, knoulego., and val'. # that
an individual will naed in the golon es teackher. In more specific
terms We need to identify both lbooifio £nd universal competencies,
Universal ocompetencies would be characteristioc of all taachers
regardleas of level of instruction and nature of ohild being
asaisted, whereas specific competenoies might be nesded in
speoific instances, 1.e, working yitﬂ blind ohildy braille as
a speoialized teohnque. Too long ;o have prssented a plotuce
vt teacher as & lover of children, dediocated servant, and other
sush stereotypes. It is far more important to respeot the right
of children to lsarn rather than smotier them »iith love that only
retarded exeoutive indecendence. Please note, this is only in
the case of individuals working out parlongl prodlems, it 1is not

implied one should not love ohildren pe> se.

L. Bven today, in nsarly sll ltntoa. moit tesoher training

a. credertial needs

b, 16 or 12 weeks of course work in units or hours

¢. hnon-sequences or adhered tn Sequence of course :

work -- bulletins and catalogs mighl imply but
violated in practice and advi<erent prncedures.

91
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st i b Wpace, and are only a mesns to an ewd,

d. oourses and course outlines baassd upen
the professor exerolsing his license. In
some instances the writer has heard of
efforts at team teaching, independent studiesy
povwer axeminations, and so forth to asaist
in indtvlduullllus 0011930 lovel instruotion.

c} lood to dovulap oritleal tusk performanoo
oriteria rather than grader per.se.

5. What are some of the chnrtotorﬂrttel znd assusptions
underiying the solsntifie Leacher 1 .

cs that dlagneosis and seszesament 1- & shared offort botuoen
the teachsr and uignitioant others in the school
situation, L.e., psychologisi, nurno. eto, .

b. that educationai and 1n|truutlonua goals are gnnerully
uohicvod through s ohaintnc ortort of objeotives,

-~ 0¢ that na‘orinll and nothodl lrn rtlctivo in tiao ané .

~ 1-.——-—-—-—-..;-&;—.)&“.“»..4"-« e 4«.-.-.

d. that human variability will require an assortmeni of
methods and materjals to be used

e. that the teacher must realize when progress is slow
or ineffective, the cause might be .enteved in other
variables rather than the child, such as the teacher
failing to ~ontrol and manipulate critical variables
in learning.

f. that the special teaclier can differentiate between
individual attention and ingdividual instruction.

g. that each teacher rmust develop her own logical model
to facilitate Tearnings, new imput, and control of
new data on methods, materials, assessment techniques, and
so forth when they become available. A system for
information storage and retrival nust be developed.

h., that fecdback and other forms of evaluatioun be used
in a systematic and unified way for develoring learnira
plans.

i, that there is a difference between learning plars and
lesson plans.

J. that knowledge and skill development be based upon
source and seouente, |

kol

that the teacher assume accountability for th. ();3
learning actilities to be managed '
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« Which oomes rirst, uleola-ont oy oblestives. Tho
difforenoo between the uilitary-laduntrial nodel and the
G-Some model, A roa) 1lnuo that noodn $o bo ooped with by

new teschers. , 3
‘ {

7. How oan the Iunrnint center ocncopt elixminate the
neads and wiss of the pronont eqtn;or.oxl labels

reading centar : . ¥

arithme¢ioc center .
solenae/scotel ltué#.l oontévi

fine arte o‘aﬁor‘& motor dn;olop-ont
;ppll.d erte oenter & motor éai&lcp-unt
grcxp dyu-niol cender ‘ L

¥ J
To ""103 tie ubovo 3111 require the clintent type

type toaohor thnt;nany qu b,g&nntng»to tclk nb:ut ta thc
e P * h ' ~ ' ‘

.....

THE G-SOME MODEL FOR TEACHERS

This might assist in pl:nning a curriculum bated upon
identiried competencies reeded, and assist in the organization

o variables in a organized ond systematic manner:

bles S Variables 0 Yariables M Yariables E variables
Survey & Objectives Modality tvaluativn
Assessment. Scope & Motivation
Sequenced Materials
Curriculum Means

Node of learning
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"ho pu*pon of the 0-30’8 Bntul is to provide t‘.u tnehor
with a ncdel for orgm’:iu nw um -,d thoorun into &
uiified and organieszd loglo lntﬂ thﬂ uu assist in dco!.uon
making regarding coveral ywh‘olu tbat a*‘ involved as pars :
of a learning a!tuatlm;- ‘!'b.n 6- luu 5711:- ‘hu tin najor
sequenoced oe-pon-nn thn roomu the uu or bein voruod and
horisontal feodback loopl u nun ouh o: tas givs major
compogents are n serien ot vahbloe 434 orulou quutionn

to be desit wish by tbo tfum 28 pert ot the deciaion unn;

| eotivity., Such a uztm pre ontn tnohoﬂ ﬁ'u operating in

a fraotionated rmnu. or u utthetl.ng io use naterisls and
1deas in 1eolreion vether than as wt of a untc-. (Bu.mthy, 1968)
defines & rys%m as have thru Nue wtnt '

e ..7::

mpou -
b. prmuu ’

i
1 cmta

Y

The G-Some lyltn weots tun mmm. 'nmn. 1% beccwas evident
that the 0-S0{B Byltm nqulzn ; th&nnac and «u-ntin ud.lvidml
for beooming s teaher sapabls d ‘malting sany aritiosl decieions
dnrlng a days work vhile HM llth ohudnn. T™his vlev dltfora
from some who would m.ko the huhn wly a C«n- mua [
prefabrioated omlo'mn. Mo M uoud rodwu the tesoher

to such role, aye both mrun-tu cad -un umort nodes

of omrrlculu plnnln‘ w‘ donlm nnt hm runltod tn »any

i

. of tbo prnent tnuuru in the Mtiuﬂ nntu to mct toe
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949

Pl




spessker thirks we have coxe along vAy ninoo nor-al ssho0l training '
days, a1’ that if you wasn a tinme llno appro‘oh in ¢Louing progressy
we have made great strides. Yet, wzs must 3till oontinue to make
progreas wheme we have not sohleved lﬁooosl.yrﬁ;thsr reseairdh and

theory building fs necded in these ironk.
SOME CHITICAL quxsrxous'?on TRAINLNG

"1, What are the cpooirio nnowlodsos noodod by the student
speocisl oduoation training ?

a. feots ' :
b, prinociples & gohcfnlisi%ionl‘
" 0. theorles aud Iawt of human developaent and learning
2, What are tha cpooltlo ski!Ju that napd to be precticed and
- demonstrated 1t -
a, diagnostio & agsaermn’
b, objestlive uri%ing .
0. weteriels l.l‘Q’lOﬂ & dovolopuont -
N }f a0 wstionale rqryloarnlnp thnorsoo ueed ¢

S i L7 A h ;,{xi‘g. R
PR ,yi . o. ovaluat&cn ah!llt bgﬁ iﬁég_ ;

Loy AN ) ¥ L T -r u;

) mmg.;mwl.&m kuim-li .A& : =f

5. Khat should be the relationship in training between observation
and early participation in the field and work on the campus?

., P
EPIR E
P

o Rk wton,

a. \inds and levels of observation

b. clinical expzrierces

¢. instructional media experiences

d. seminars and small group discussions

e. lectures

£. fiins and sudio tapes, etc, video tapes

Qs
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Teacher Preparation in COHI

June Mullins
University of Pittsburgh

The Special Studv Institute on Current Concerns in Training
of Teachers and Other Professional Educators of Crippled Children
provided an intensive communication between about 80 participants
representing universfties, colleges, government agencies, schools
and institutions, country wide. The pariicipants responded in
advance to a questionnafre which also served as the organizing
format of the 8 discussion groups, which remained in tact and met
twice a day for 3 davs. ‘uring this time, participants concerncd
themselvas with aspects of their prufessional respousibilities
l1i{tarally all of thefr waking hours. Such an experierce in one
sense was A highlyv personal one resulting in learning, chinge of
attitude, and of professioral growth fn the stimulating /itmosnhere
of deep committment to the field, honest and profor: differences
of opli‘ons and emphases, and the pervading spirit «: resnect and
helpfulress of one's colleagues which Dr. Connor and her assocfates
30 succesefullv encouraged.

It is difficult to assess to what extent one's own perceptions
are actually representative of the group and 1'm sure the editing
committee has shared that same concern fn {te pargantuan task of
abstracting the mahy outcomes of the conference. Having expressed
the reservation that { mav have misrepresented or misread the con-
sensus on some itemg, 1'll proceed never-the-less to attenpt to relate
the conclusions of the participants on policy to their conclusions on

asrects of Teacher Training Programs in the Area.
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I1.

Identification of the Population

Dr. Wyatt consigned the group to reesxamine the rationale
for the area CONHI and seriously to question its organization and
mode of operation,

The participants seema2d of overwhelming consensus on the
following point: A group of children in deep need of services are
rather excluaively entrusted to professionals operating under the
rubric ZOHI., Whereas there is disagreemer:t on nomencldture, optimum
organization, and method of dispensing services, there is emphatic
committment to these children and a determination that their needs
not be forgotten in the event of reallocations and reorganizations.

It is of utmost impartance for educators to ssfure that COHI children
have educational evaluation and services and thece can only be
supplied by educators. HMedlcal and other para educational personnel
cannot reasonably be expected Lo assume these responsibilities,
although in the past they have occasionally had to do so by default.

The relation of the affirmation of the integrity of the COHI
population to teacher preparation is obvicus: teachers must be trained
who van serve this population. or these childrer will be prevented from
fulfl'ling their highest human potential. Under whatever form or
nomenclature, COHI teacher preparation must continue.

Informaticn on federal and state fumding provided by Mr, Sattler,
shows a contfnued government comnittment to ‘astitutions providing this
preparation. The funding patt-ras of support are beconing more flexible
to allow increasingly for the needs of particular institutions and

populations.

7=
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The Needs Within the Population

The characteristics of subgroups of the population were carefully
congidered, as noted by Miss Wald. There was agreement that there is
a considerable grcoup of children whose physical problems or deformities
do not preclude normaley in areas of learning. 1 think there was
unanimity in belfef of the principle, that these children should be in
the mainstream of education whenever feasible. Feasible in this context
does not mean convenient, but, rather, whenever humanly possible,

It was fearcd by some participants that the above statement implies
that special educators should wash their hande of phvsically limited
nornal leacners. Actually such children provide challenges for special
education teacher training programs which have too frequently been ignored.

Whereas mainstream educators have shown reluctance to deal with
COlil children ‘n some cases, special educators have perhaps not shared
with them the knowledge and the on going support which could do much
to allay fears and smooth integration. Such a dychotomy between special
education and mainstream education acts to the detriment of COHI children
and probably all exceptional children. Different organizations for
instruction were suggested to supplant segrgated and isolated self contained
classrooms and schools., These Included the establishment of rescurce rocms
in regular schools, specfal consuttants to rerular classroom teachers, and
flexible flow of children from specfal to regular classes. For example,
teachers and administrators need help In the remcval of architectural
barriers, setting up rest, medication, and therapy scthrdules, and
adapting prosthetic and orthotic devices for classrooms.

The strong implication feor special educators that these normal learning

crippled children {llustrate i{s the need for commuuication, cooperation,
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and understanding between mainstream education and special ecducation.

At the conference participants considered what could be done
at the teacher training level to assure that mainstream and special
education teachers understand each other and work together. Various
organizations for instruction and practica, as well as course ccntents,
vere suggested.

An example of facilitation of <nis principle occurred in the
School of Educatiocn at the University of Pittsburgh. Because of expreased
interests of undergraduate education majors a course was developed with
focus on the handling of exceptional children in the regular classroom.
Students themselves have claimed an entirely new attirude toward exceptional
persons as a result of the experience of the course.

If programming for COHI children 18 to become more flexible with
respect to integration, new kinds of educational specfalists must be
trained through newly conceived courses, and practica must be dev2loped with
ciose liason of mainstream .and special education for both r zular and
special education students.

Another important subgroup in the province of COH1 is the multiply
hand{capped chfld whose physical handicap 1s often secondary in academic
consideration to his perceptual and cognitive problems. The cerebral
palsied child is frequently gsuch a multiply herdicapped child and perhaps
the most challenging of all exceptional children for the educator. Dr.
Rosner addressed himself to the learning problems of the child who lacks
visual-noto: or audfitory integreties.

The competencies necessary for teachers who will work vith multiply
handicapped children are of a wide range and variety., ihe following list

is {llustrative rather than exhau‘ctive.
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1. Ability to work cooperatively with the rehabilitaticon
team and with parents in the education of the multiply
handicapped child.

2. Knowledge of normal growth and development, physical and
psychological.

3. Understanding of the psychological and educational implications
of various crippling conditions and health impafrments.

4, Ability to identify and remediate academi¢ deficiencies and
teach to the academic strengths of children with a wide
variety of physical, perceptual, sensory, ccgnitive and

emotional problems.

Since these competencies must assume a broad range of areas, courses
and field experiences, it was felt by some participants that programs for
teacher preparation should be individualized on the basis of each student's
particular abilities and interests, such as work with children in hospital or
homebound settings, work with physically handicapped adolescents or young
children, work with multiply handicapped slow learners. Such individualization
provides in debth study in specific areas and must be balanced with whatever '
broad knowledges are deemed necessary to teacher competency for all teachers.

The aultiplicity of problems and the great challenges of the complex and
varied group of children in the area of COHI have fmplications for prozrams of
doctoral study. 1 believe the remarks of Dr. Lord and Dr. Rusalem are
consonant with the positfon that doctoral study should not focus on physical
handicap, or any medical classification per se. Rather, advanced studente
should be ncerned with research and developaent pertinent to the learning

and adjustment problems of the population of exceptional children that have been

O
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New Directions of Educationesl Emphasis

In teaching pupils whose individual differenczs and competencies
are so varied, the well tra'ned COHI teacher should have great exposure
to the new methods and materials which present technology ard pedagogy
afford.

The participants vere able to share with the group innovative
programs, such as Dr. Bigges, involving a systematic presentation for
teacher education, and microteaching demonstrations such as that of
Dr. Berko.

The speakers well 1llustrated the close relafionship needed betwean
academic and field experiences for optimun tescher preparation. Ideas
such as extended field experiences, during summer months. or alternating
with school classwork were discussed. Individuslized study and the use
of examinations for demonstration of competency wherec suggested as an
alternative to class credit hours which most institutions now require.

In Chairman, Dr. Blaustein's group a great interest was evinced in
very early educational intervention with handicapped or high risk children.

It was seriously pruported by some members of the discussion group
that parent education and counseling might actually bepin before birth,
such as I{n the case of a ldgh probability of tha transmission of a
hereditary condition or a known abnormality of the fetus. 1t was felt
that many secondary but serious psychological and learning problems of the
handicapped child rcaching school age coula have been mitigated or prevented
by early educational intervention,

The committment to early childhood {nvention amons institutions of

higher learning seens to be increasing. The extention of teacher
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prepafatlon programs in order to serve the very young exception

child necessitates new competencies and innovative organizations for
instruction. For example: (1) the student teacher may have to learn
how to adapt to the child's home as his classroom for infant teaching.
(2) The teacher may need to develop expertise in teaching parents how

to teach their babies, thus be a teacher trainer himself.

(3) The student teacher will need to lecarn ingenuity and flexibflity

in developmer . of curriculum and methodology in the new and experimental
field of early special education.

Much thought was given to the teacher's responsibility in pre-
paring the child for his eventual optimum adjustment in the adult world.
Some participents stressed the necd, and occasionrally the inability,
of educators to plan curriculum and undertake instruction that has
relevance to realis:ic life goals to which physically handicapped children
can aspire. The implication for teacher training institutions is clear.
T:ochers will need tu aevelop competencies relating to the provision of
educational programs for tcenagers that provide background and transition
frem the school to the world of work, Therefore, a close liason is
recommended betweer special education, vocational education and the field

of rehabilitation.

Summary and Conclusions

The principles amd policies elucidated in the Spe:ial Study Institute
resulted in the following zonclusfonrs for CORI Teacher Preparation.

1. SInce teachers are needed to serve the educational needs of
a very real and difficult group of children, specialized teacher training

programs are necessary.
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2. The goal of intepration of crippled and sick c¢hildren in
mainstream education to the fullest extent suggests the need of new
kinds of special educators who can aid schoole and communities toward
achieving this end more successfully.

3. Teacher training programs should expedite understanding
and cooperation between mainstream and special education to the
mutual advantage of the fields.

4, The complex problems of the multiply handicapped COHI children
might be best met by providing students with individualized programs
of special training four i1 a2bth experience and training related to
the educaticn of CONI children and interests of the teacher's children,

5. Progqrams for doctoral study -hould not be based on medical
clagsifications but rather on research and development dealing with
educational and psychological varfables in relation to COHI children.

6. It is incumbent upon teaclier training programs to make every
effort to adupt innovative methods and materials afforded by modern
pedagogy and techrnology.

7. Since very early intervention is ofter ob)izatory for a crippled
child's optimum growth and development. educational institutions for
trachec preparatinn should focus on program development in early childhood
special education.

8. Teacher preparation prograis siiould afford oppcrtunitics for the
student to understand his role as a future teacher in relatien to his

puplis’ vocational and rehabilitative nceds.
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Where is the Switch that Turns Teachers on? -

Charles N. lordan

Cleveland Public Schools, Ohio

The thrill of watching or riding in a high per-
formance car is Xnhown to most teenagers and to

miny adults.

The excitenent of turning the ignition switch.
hearing the thunder of the starting engine,
feeling the surpge of power, enjoying the speed
of acceleration nas been described by colorful
adjeclives that stir cne's heart and kindles the

emotions.

The Grand Prix! Davtona! and Sebring! These are
classic exemvles of places where engineering

skill harnesses power and transferms it into fluid
motion which throursh the ages has been recorded

in nusic and prose -- and displayed in visual nredia.

Every good rmechenic rnows that rechanical failures
cause trruble on the track or road requiring pit

stops or adjustments at a service station.

Sometines this power is easily harnessed and ready

to turn on the larpgest of ergines....but other tines,
it is tlungish ond difficult to rFenecrate,...like a
winter-weary car, it eries out for a Snring Tune Up...
new sparsnlucs and points....new oil &and air filters...

a resur-ence of fovwer,

Anong, sperts car lovers, & tune-up is enowh tn turn
on a variety of ecstatic mental vibrations The

engineering s1i11l :nd rrocess of turning o~ a car i,
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well understood end greatly appreciated....but when é
P
it comes to turning on people....our skills are often E
H

less precise and our uncertainty frequently monumental. '

Many things “turn on people -- music -- art -- sports
-~ recreation -~ affection -- all seem to wam the

heart and stir the emotions.

How do we ''turn on teachers?'" Where is the switch?

Historically the investigations scrutinizingz the

forces that drive preonle tovard success have con-

R a1 et

sidered motivation power. £xaminations of the
dynariles of rnotivation huve provided explanstions ;
ranging from basic factors such as drive -- nceds --
interest and incentive to broad psychelogicsl --

social end philosophical foundaticns.

Our principal concern at this point is not a major
investigation related to the elementis of notiva-
tional complex, but hew to put ro power “‘nio people,

¥We are en(,rossad with the problem of findine the

switch that starts those energizing forces that
produce u 'soupcd-up” hi-octane performance. Ye
are tTascinated by the possibilities of ratooline
in-service trainine prosrana and providine raintenoace
services designed to assist teachers to perfom

vith Yaroon! and Zcom!
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Our job analysis suggeste the following questiors:

Vhat 1s a self-starting, hi-octene person and how

do we produce one?

What does it mean to be supremely healthy and

fully functional?

What are people like who have achieved high deprees
of self rcalization -- psychological freedom and

maxinun fulfillment?

What happens when we free our ninds of the coumon

denominater of average and think in terms of highest
rpn's?

No one has ever heard a sports car lover say, "I

have &n average car and I get average performance,”

The passion for the ultimate in power packed
perfornance iz a consuning obsession among the
auto buffs. RHours spent tinkering -- adfusting

or paste wexiing a hish finish reflect love on

the owner's part,

Cen we, like the car buff, free our minds fron
closure associated with the average and rove to
productive oﬁenness related to our highest

revolurions per minute?

In attenpting to disenpnre our thinkins fron the
lov gear of averane performance and shift to the
high gesr of ultinate perform.nce....we munl over-

come the inertia anl convert $t fnto powver.

1117
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As we move from "why" to "how" toward the finish
line, helping teachers to become fully operative
-- power packed people, it is urgent that we have
a coﬁmon goal, A goal vhich they perceive as

important, realfstic and obtainable.

Achievement of this gosl, likg winning a racing
trophy, can portray the teacher as smooth-running,
fully functional, psychologicalily free. The
establishment of a strong self concept on the part
of the teacher is imperative, and like an automcbile

needs continuous reinforcing or tuning up.

Reinforcing the self concept in a teacher is as
vital as cleaning svarkolurs and poirnts and re-

adjusting the carburetor and timing in a car.

This process of refueling the self concept by
rewvarding -- exciting -- and challenping the
individual revs him up to stretcn and grow in

an affective as well as a cognitive vay.

It reens helping teachers identify vith others --

with a feeling of belonging in a friendly, helpful

aanner.

Assisting teachers Lo vork cooperatively with others

and to increase the capacity of self acceptance,

Establishing_nnd nainteining o value systenm that

prizes openness and nurtures perception,

Mirroring one's sclf in a positive way through the

actions and rcactions of others.
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Thus far our considerations have centered arownd
self activating motives broadly classified as social
and aschievement motives designed primarily to
strengthen the self concept. Amcng motives that
may be used to tune up teachers are:
. desire to affiliate with others

desire for warmth

desire for self confidence

desire to become self actualizing

desire fcr competence

desire to cxplore to try new things

desire to find out

The last twc motives may te classified under the
stinulus seeking concept and may be used when
an attenpt is rnade to encounter what is new and

challenging.

Yhen we compare mechanical engireering with huran
englineering one 1 astounded by the similarities,
the precise diagnostic procecdures end direct
mechenical skills on the onc hand and the broad

generic ccncept of personal nmotivation on the other.

Consi{dering this parallelism, like auto mechenies, it
{s vital in workinpg with people that we use our
test diagnostic instruzeats and our greatest

personal skills.

If ve rove from atstract consideration and approact
the practical n-gecws of rotivationnl arousal, we

will te in a letter vosition to discuss the kinds

of thinrs vo do {n Cleveland te "turn teachers en.'
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In Cleveland we do five things:

1. ssist and encourage teachers in develop-
ing the eelf concept that they are profes-

sionally and personally "turned on."

2. Indicate with empathy and respect, that
we are aware and willing to assist teachers

in fulfilling their needs.

3. Assist teachers in developing effective

teaching strategies.

k. Make the mssumption that all behavior is
learned -- changing behavior takes time --

but that it is worthvwhile.

5. Establish the idea that professional and
perscnal growth is importsut, rewarding
and enhances the developrient of & strong

self concept.

Our search for the switch that turns teachers on --
Yegins with our initial interview. The rirrorineg
process glso starts at this point. LEvery effort

is made to reflect those attitudes and quslities
that enhance the teacher's concept of self.
Candidates are encourared to repgard themselves

as fully funclioning professionals. Opportunities
are explained -- the challenre of personnl stretceh-
ing and groving is presented ana odvocated. The
teacher is urped to incremse his avareness and to

sharpen his perception sgkills. Methodologies mre
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discussed and teaching strategles are stressed.

Teachers are encouraged to lcok ahead to future

goals.

In addition to the initiml interview, careful

consideration is given to student teaching experience

and vhenever possible to initial assignment. We
Place each student teacher with cne of our abiest
professional teachers ~-a person who exemplifies
those desirsgble qualities with which the student
teacher can identify. During his internship ad-

ministrative and supcrvisory help are availadble,

but the ‘eacher is provided with many opportunitics to

develen strength of inner self:
gain proressional conmpetence;

increasc awarcness and perceptlion;

develop empathy for gifted children a.d staff;

accept the challense anid onportunity for pro-

. fecsional anu perseonal rrowth

After a teacher has been empluyed by the Cleveland

Board of Education ¢nd assipned to the Division of

Major Work Classes, a pre-school briefing conference

is held. This confercnce is a vital link in the

process of locating the switch that turns teachers

on, Usually thec group is small, thus the discussion

is Iinformal and uses supportive systems of dboth

verbal and non-verbal cuelng intended to strenathen

affective relationshivs. Prosran roals are carefully

discussed, !lethedolosies are explained, a1l teaching

strategles nre¢ explored. <{pportunities and chal-

lenges are telked over and questions mnswercd.

Feer,
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es vell as administrative and supervisory support,
is emphasized; 'The vorph of each teacher is high-
lighted and optimism is stressed. In-service op-
portﬁqities are carefully pointed out using bulletins
and the indirect approach associated with inspirational

dissatisfaction.

A division mee?ing highlights.the beginning of the
new school year. Teachers are welecomed using among
other expressions Jackie Gleaso.'s "You are a
beautiful group.,' Special assignments are nade,

such as becoming master teachers, serving as training
teachers, and vorking on cornittees to preparz new
guides and curriculum materials. Each June our
teachers close thz year with a Divisional fun dinner.

Thie is strictly their show.

Frequently our teachers leave the Division through
pronotions or chenges in administrative or super-
visory ossignments., As supervisors or principals,
they are looking for the switch that turns teachers
on. Imagine how helpful it is to work with a
rrincipal or a supervisor in & bullding who has had
expericnce in the progran -- believes in {t -- and

actively supopoits it.

LOOKINLG FOR THE SWITCH THAT TURNS TrACHERS ON is a
serics of challenginz, meanineful, rerplexing, but

also rewarding, excitinn and happy experiences.

Cnc constant, hovever, that is an integcal part of

this search for the "turn on' switds 1s "love” ...
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whether it is seen in the empathy and compassion
shown during a c¢risis situation .... or the "just
right" suggestion that sets off the chain reaction
for Achieving a particular goal .... that certain
chemistry that cin occur between supervisor and
teacher ,... principal and teacher .... parent
and teacher .... or student and teachsv {s what

makes the whole process more rewarding ard worth-

while,

Thus when you go into a class and walk out with
goose bumps, a high pulse rate, and very positive
mental vibrations .... you have seen a teacher
and a cless that is "turned on.”" A class that

. reflects the same sheor ccstasy of a zooming car,
"running on all fours," and "souped-up” with just

a touch of love .... end that's what it's 8il about

baby!

SLIDE MUsIC AND OUT
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