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ABSTRACT

This report describes the pilot year operation of
the Tucsorn Early Education Psychological Services (TEEPS) progranm,
which is based on the position that the quality of psychological
services in the public schools can be increcased by establishiag
edncational systems in which the functions or psychology in education
are embndied in system components rather than in individual
practitioners. TEEPS is desig =4 not only to deal with deviant
behaviors, but also to facilitate the developaent of intellectual
skills, leadecrship skills, social skills, and creativity in childcren.
The program has three components: (1) research and development; (2)
consultation; and (3) evaluation. furrent thinking on the
consultation process, which utilizes behavior modification
techniques, is discussed extensively. Its success demonstrates that:
(1) a psychologist and teacher wvorking together can define probless
operationally; (2) they can formulate concrete iutervention plans;
and (2) they can measure what they have accoaplished. Data further
indicate that such consultation teams are highly aeffective,
reasonably efficient, and that consultation as a service can attain a
high level of acceptance in schoois. (TL)
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PSYCHOLOGICAL SERVICES:

The Pilot Year

This report lescribes the Tucson Early Education Psychological
Services (TELEPS) program during its first year of operation. The
first year was a pilot year. Services were implemented as part of
the Follow Through program in three school systeme: Fort Worth
Independent School District, Vermillion Parish School Board, and
Walker County Depariment of Education.

£ SYSTEMS #"TRO/CH

TEEDPS is baczed on the position that the quality of psychological
services in the public schools can be increased by establishirg edu-
cational systems in which the functioné of psychology in education
are embodied in system components rather than in indivicduwal practi-~
tioners. The reasoning underlying this nosition has been sat forth

by Bergan {(in prees) as follows:

"The central tack wseociated with the rendering of psychological
gervicer in school settings is that of bringing relevant knov-
ledge and techniquee from the field of psychology to bear on
the process of educating children. The basic spproach which
has been used to accomplish this task in the patt has been
for established profeseionals to specify in broad terme the
kinds of knowledge and technicues which shuld be made available
to the schools and then to train and certify various types of
persomel to epply such techniques and knovledge fn school
settings. In this approcch the basic vehdéie for providing
interaction between psychology and education in the schools is
the individual practitioner who has been trained and certified.
vgychology, as it is communicated in the school, i8 in a sense
embodied in the practitiones. The imovledge and skills vhich
practitione.s possess in -arge measure define what psychology
ie for the school.

¢ serious difflculiy associated with the approach of en-
bodying psychology within the individual practitioner is that
psychology vresently encompasges more televant vechniques than
the individusl practitioner can be expected to abeorb. Fur-
thermore, there ie every reason to suspect that the fund of
knowledge in psychology 1411 increase a$ an enormous rate
in the forseeable future.
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‘Cne spproach to the probl-m of knovlelro end skill 1.quire-
ments has heen to edvocate high levels ol trainin; for school
nsy 1clogiste. The inadeourcy of this opproan i: : ttested to
by the lonr-standing distrepancy between the level oi craining
thet meny professionals have felt would provile the most ef-
rective services to schoole end the level of <rain g which heas
been abteinecd by perconnel operating in the fiecld.

{ second gpproach to the knowledse and ekillproil-m hae Leen
to establishi sub-specislties related to the Ficld of psychology.
The proponents of sub-gpecialties advocete .he divicion of ser-
vices related to psychology into categories on” the ¢ :tablisgh~
ment of zcparste sub-specialties for eath category. Tais
procedure hae produced 2 proliferation of volas which hag
created countiess problems in the psychologicesl scrvices field.
Over the years, roles have been added peicemezl t- cxigting
scrvices.  Now roles heve often overlapped with oid ones. The
recult has been an inordinate concern with problime oss>-iated
with role definiticn and with stepninc ecross role bouniariec-
In addition, it has feiled to maximizc the extent to vhich ex-
ietins knowledge and tecinioues in psychology are used ep-
propriately in the educotionsl process, and it hae fdiled to
maxinize the responsiveness of the prectitioner to chances
and developments in his Tield.

The TEL*S eystem packages knowledre end skills in system
components rgther then mainly in individual prontitioners.

This packegins provides to the schools, both hirher levels

of training and more diversity of training than typically have
been available in peycholorical services in the past. In
eddition, the system provides communication chianncle among
componerits designed to moke the individuel proctitioner res-
ponsive to new developments In hie field end to mele sipni-
ficent protems encountered in the field influence the conrse
of future training and rescerch.”

THE /RT7ON( SYSTEM OF ESU7Y TION. L SERVI.S

The TLE 'S program is one oi three divisione of the Tucson ferly
Tducation lodel. The other two divieions are en instructionsl pro-
frem ond 2 parent involvement progrem. Tle Tucson Zerly Educotion
ltiodel is implemented through an educctiorel system involving two
comnonents: 8 rescorch ¢nd evalustion component end & training and
dicgemination component.

18seminstion operations of the .rizona system ére outlined in

figure 1. Information redetel to the implementation of the Tuceon
Yodel end/or to the evaluation of the iiofc)l throu;h rececarch enl
developuent ectivities ie transnitted {rom the .rizona Center through
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a staff of field representatives. The princinpal receivers of Center
information in field settings are program assistants for the in-
structional program, parent coordinators, and in the case of psy-
chologieal services, schocl psychologists. These threa types of
recipiént® - transmi. information to parents and inctructional
pexsonnel vho deal directly with children, Ccrmunicrtion in the
system is two way. Information is transmitted from the field to
the Center as well as fom the Center to the field. Incoming in-
formation to the Center 1s used to provide guidance for future
rveseareh and development activities.
DISSEMIKATION

In TEEPS, field representatives transmit information to field
psychologists through a six weeks swmmer {raininyg institute and
through periodic visits o field ecettings Juring the school year.

The content of troining includes: 1) metheds for defining
child behavior and the procedures used to change it in observable,
i.e. meagureble terme, 2} research and theory dealing with psycho-
logical processes, particularly thinking and learning processes, and
3) training in the corsultation process.

The training process used during the summer institute involves t
the following steps: Program input is initiated tkvough lecture
and discussion. Lecture and discussion is folbwed by cbservation
of video tapee illustrating applications of program principles. Role
playing program applications follows observation. Finally, program
techniques ure applied in work with educational change agents. The
applic: .fon phase of training is initiated during the sumner insti-
tute and followed up in the field.

PROGR/M OBRJECTIVES

The TEEPS program focuses on learning and adjustment probiems
identified by teachers and other personnel associated with the in-
structicnal program of the Tucson Model. The word “'problens™ is
used tn a special sense. It does not refer to disabilities or in-
adequacies inherent in a child. Rather, it inddcates the tas: of
formuleting and implementing strategies to enable a child tc achieve



desired goal behaviors. This ucage of the term 'problems" greatly
broadens the kinds of situations in whicu psychological services
could be applied. Traditiomally, psychologists in schools have
dealt mainly with so called deviant behaviors. TEEPS is designed
to overcorie this limitation. For example, TEEPS &&H B8 used to fa~
cilitate the development of intellectual skills, leadership skills,
cocial skills, and creativity in children.

Program functions within TEL S cre divided into three cate-
gories: recearch end development, consulistion, ond evaluation,

_ RESEARCH £#\D DEYELOPMEN;‘

z

Filot ree:arch efforts were undertaken last year to establish
prodedures for defining, measuring, and teaching intellectual skills
te children. Results of thege efforts were included in the 1970
sumner training for psychologists implementing TEEPS. & position
paper on the concept of intellectual skills 1is included in /ppeidix
f of this report.

Development activities in TEE?S during the past year have fo-
cused on the establichment of a set of evaluation procedures for
asgessing the overall effectiveness of the (EEPS program. The in-
formation provided by these procedures is discussed in detail in
a later section of this report. .

Irn addition to evaluation work, there h2s been a continuous
effort to refine the consultation process, the vebicte through
which peychological theory and practice ie communicated to educationsl
change agents: Current thinking on the consultation process is
presented in the next major section of this report.

12
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CONSULTATION

NEED £XD DEFINITION

Ynowledg: and techniques in the field of psychology nen have little
impact on education if they are not made avzilable to educstionsl
change agents. In the past. two precedures have been used to dis-
seminate psychological theory and practice to educators. Psychology
has been trensmitted directly to e * ors in teacher training programs.
Prospective teachers for many y= rs have been required to take courses
in psychology an? educational psychology as part of’ their pre.service
tcaining. 1In addition, graduate students often take an advanced
course in reneral educational psychology. Dsycholegy is transmitted
indirectly into the curriculum through the:mpact which it has on
suthors of curriculum materials. For example, cwriculum materizls
in recent years hrve been heavily influenced by learning principles
vnderlying programmed instruction. Vhile both the direct effects
of course work and the indirect effects through author influence
have 8 desirable impact on elucation, they hLave not provided teachers
with means. for bringing psychological principles to bear on daily
clsssroom problems, The content of psychology is far too brosd +2 be
comrunicated adequately in one or two survey coursegs. Furtherwore,
course work settings are necessarily remote from continuing needs
encountered in the classroom. Curriculum materizls ere not flexible
enough to meet the unexpected needs for psychological principles which
srise during instruction. The TEETS program has selected consultas-
tion &5 28 vehicle for protiding educationsl change agents with access
to psychologizal theory and practice in their efforts t2 solve edu-
cational problems.

fonsultation ig defined as the process of making kuowledge erd
techniques in paychology available to educationsl chsnge agents for
the purpose of solving educational problems. It should be made
clesr from the beginning that consultation is not being defined ss
teaching in the traditional serse. The psychologist using consul..
tetion does not uitempt to impart krowledge of his discipline in a
formal way. Rather, hie goal ie to make psychologfcal theory end
practice availeble to ciange sgents who deal directly with children.

13



The consultant schieves his goal by eliciting statements from ‘he
change agent which reflect psychological concepts relevant to the
solution of the educational problem under consideration. The change
agent uses the elicited statements to solve the problem.. For example,
one step involved in solving an educational problem is tc state the
problem in operational terms. The consultant would not sttempt to
accotplish this step by explaining the chiaracteristics of operctionsl
definftions Lo the change agent. Rather, he would ask a series of
questions likely to elicit an operational definition. For example,
he:mighy begin by asking:

YWwhet does Jimmie do when he disrupts the class:"

! gquestion such as this will tend to elicit a concrete description of
belevior on the part of the teacher.

Inother point which necds clarificatfon is that consultation is
not ménagment. The psychologist does not ®1l1 the change 2gent how
to solve an educotionsl problem. Consultstion is based on the position
that the chenge sgent should be responsible for defining the educa-
tionol problem, plenning o solutinn far it, and in most instences
implementing whatever f{ntervention is undertaken-‘

There are adventages to on approach stressing change agent respon-
sibility. /n educational problem which {8 managed by the change agent
directly responsible for the child will tend to be handled in a mon=-
ner vhica is relevent to the on-going educationsl program of which
the child fs a part. Relerincy may be lacking when the psychologist
services the child directly. /1so, a change agent probably {s more
likely to implement n program which he has desfgned than one con-
structed by the psychologist.

THE PURPOSE OF COMSULTATION

The aim of coneultstion is to change chfld behavior. However,
consultation very 1likely eventuates in alterations in change agent
and psychologist behavior &8 well os child behsvior. Implicit in any
intervention program fs the fact that thr change agent implementing the
program will do something different frum what he has been doing. Further-
more, if the intervention {8 successful, the chenge agent vill be

14



rewerded for sltering his own behavior. Consultation may be thought
of as a kind of teacher/parent treining progrem in thet it eventuates
in reyorded slterations of the behaviors of these change sgents.

Consultation may produce alterations in psychologist behavior
as well as chauge agent behavior. The consultant receives @ great
deal of input from chenge agents vhich mey affect hie thinking con-
cerning educational problems. Furthermore, he receives feedback as
to the effectiveness of intervention progrsms desigrned in consul-
tation which may alter his thinking about such programs.

BEHAVIORS ZEFINED IN CONSULTATION

In order to assist change agente to modify child beiovior, it
is necessary to define the behavior to be modified ard the behavior
expected ae a result of modification. For example, in order to
gssist a teacher to develop leadershin skills in a child, it is nec-
escary to define leadership skills in such @ way as to permit as-
sessment of the child's current level of leadership and that ex-
pected as & result of lesdership training.

Tarpet ESPEXEQIE‘ In the TEL?S progrem, cctions gelected for
modification are ¢3lled target behaviors. /£ toviet behsvior is
defined operstionally by a tarpet behavior cless, terget behavior
exemplars, conditions under which terget behavior occurs and
target behavior strength.

The target behevior class specifies the category which defines
the behaviors chosen for modification. For example, @ teacher may
wish to lable kicking, pinching, and biting behaviors ag aggressive.
The justification for grouping behaviors into & catecory is the
assumption thet the behaviore in question are 21l controlled by the
seme cless of consequences. For example, hitting, pinching and
biting behsviors may sll be controlled by teacher atcention. If
hovever, one of these behaviore were to be controlled by some other
reinforcer such as prer agproval, then ft would not be eppropriste to
group all three behaviors into & single class.

Target behavior :sxemplars are exemples of behaviors falling
within a torpet behsvior cless. Target behavior exemplars sre those
behaviors vhich ere to be recorded by the change agent.



The specification of conditions includes those events which occur
just prior t+ and just after the target behavior exemplars as well
as the situation in which the target behavior occurs. For example,
a c..11d might engage in aggreseive hehavior in a particular com-
mittee just after seeking the teacher's attentiocn aild not getting
it. The consequent events just follcwing thie target behavior might
include a reprimand from the teacher. Strength specifies quanti-
tative characteristics of behavior (e.g. rate of occurrence). For
instence, in the sbove example, strength might be measured as the
ngmber of times each day the terget behavior occured in committee.

Goal Behaviors. Goal behaviors are those actions vhich the
change agent withes the child to perform. / goal hehavior is de-
fined by a goal behavior class, goal behavior exemplars, conditions
under which goal behavior is to occur, and desired strength of bLa-
havior. The goal behavior class indicated the category defining the
behaviors which the ~hange agent wishes to produce in the child.
Goal behavior exemplars are examples of behzviors falling within a
goal behavior class. Goal bchavior exemplays must be defined i.. a
manner vhich will permit them to be measured by the recording pro-
cedure adobpted in the initial phaee of consultation. Conditions
and strength of poal behaviors are specified in tlhe eame manner ae
that employed for target behuviors.

THE CONSULTATION PROCESS

The consultation process as shown in figure (2) is conceived in
four stages: problem identification, probtem analysis, intervention,
and evaluation.

FProblem Identification. Problem identification has two pur-
poges: to obtein a definition of the problem in behavioral terms,
and to establieh recording procedures for measuring the incidence of
the nrobliem behsvior. These purposes are accomplished in an inter-
view between the psychologist and the change agent.
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Problem fnalysis. The purposes of problem analysis are: to
identify those varisbles which might be controllirg behavior chosenn
for modification, to define goal behaviors and to establish a plan
to eniable the child to echieve goal behaviors. Problem analysis
also requires 'n interview between the psychologist and the change

agent.

Intervention. Tha purposes of intervention are o implement
the modifidation plan and to measure child behavior during medification.

Evaluation. In the evaluation interview, data collected prior
to and during intervention are assessed to determine whether or mot
interventior has been effective. If the goal established in pro~
blem analysis has deen achieved, services may terminate. Sometimes
however, the change agent may identify other behaviors for modifi-
cation. In such cases, the interview shifts from evaluation to
problem identification. If the goa' has not been atteined, fu ther
problem snalysis is undertsken and a new intervention plan dev. scd.
INTERVIEWING BEHAVIORS

The psychologist achieves his goals in consultation throuth
the use of several differentt types of intexviecwing behaviors. For
exemple, the organization of an interview is ¢stablished throush

the use of structuring bebaviors.
Structuring Betaviors. Structuiing behaviors are statements or
questions which specify in hroad terms the topics to be discusied

in a given phase of an interview. ¢ structuring behavior ind.udes
speclfication of a class of behaviors or evente &nd an implied or
explicit request thut the change agent talk about the class which

hae been specified. Structurin, Lehaviors are always used to ini-
tiate an interview. For instance, in the prohlem identification
interview, a structuring behavior 18 used to introduce the educational
prodblem to be discussed end to elicit generil information about the
child. For example, the psyshologist might begin the prohlem fden-
tificaticn {nterview by saying:

Y“Tell me aboaut J'mmte.®

15
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In the groblem analysis interview a structuring behavior intro-
duces discussion of baseline data. For example, the psychologist
might begin the problem analysis interview by saying:

“Let's look at the data you collected last week."

Structuring behaviors are alsc used to change topics in an
interview. For example, toward the end of the problem identifi-
cation interview the psychologist typically would want to discuss
behavior recording. He might say:

"We may need to make some plans to get some concrete data on

Jimmie's behavior."

! third use of the structuring behavior is tuv re-establish
focus. Uthen irrelevant material is introduced by the change agent,
the psychologist may teturn the conversation to its previous focus
by ignoring the irrelevant material and ccuntering with a struc-
turing behavior. For exampl:, if the psychologist wishes to obtain
information about classroom behavior, and the teacher says:

"Of course, Jimmie's home life is Just awful. His parents

are divorced, and his mother is only there helf the time.

Don't you think this may have someth : ; to do with his
behavior here at school?"

The psychologist may say:
“"Tell me about what Jimmie does at schodl.

? £inal uge of structuring behaviors ig to obtain additional
information on a topic. For example, the psychologist may say:

"Tell me more about Jimmie's teha' lor during reading

activities.”

Operationalizing Behaviors. In defining target hehaviors,
goal behaviors, and racording and intervention plans, the psycholo-
gist uses operationalizing Lehaviors. Operationalizing behaviors
elicit operational definitions from the change agent. Operational-
izing behaviors sre stsiements c&lling for descriptions of behaviors,

, .
. . - . . . . .
b LT e . . A

- - Y I
. et

19



()

or the conditions under which behaviors occur, or the strength of
the behaviors. The list that follows specifies types and examples

of operationalizing behaviors:

1.

2.

3.

Target Exemplar Elicitors: f{ target exemplar elicitor re-
quests the change agent to detail instances of a target
class. For example, the psychologist might say:

“What does Jimmie do vhen he disrupts the classt"

Goal Exemplar Elicitors: Goal exemplar elicitora direct
the change agent to specify instances of the geal class:
For example, the psychologist might say:

"What kinds of things would Susan nead to do to show
that she vas participating in committee activities?®

Strength Elicitors: Strength Elicitors direct the
change agent to specify quantitative characteristics
(e.g., amplitude, latency, frequency) of bshavior. For
example, in eliciting the strength of a behavior, the
psychologist might ask:

AL

“tpproximately how often does thig occur?

vonditions Elficitore: Conditions elicitors require th»
change agent to specify the coniitions under which a be-
havior either should or loes occur. There are threc types
of conditicne elicitors:

Q. fntecedent condition elicitors: f{ntecedent condition
e@licitors are requests for inforuation about events
prior to a target or goal behavior. For example,
the psychologist may ask:

vihat generally happens before Suear. destroys
the work of another child?"

b. Consequent condition elicitors: Consequent condition
elicitors request the change agent to spedify events
following a target or goal behavior. For exenple,
the psychologist may ask:

"that generally happens after Charles hits another
child?®

In addition, he might say:

"hat then, do you do, and how do the other
children react:®

Do
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c. Situational conditions elicitors: Situational conditions
elicitors are requests for gpecificaticn of the gettings
in vhich specific behdviors occur. For example, thé
psychologist might ask:

"hen does Susan's crying typically cccur?"

Sunmarizing Behaviors. [ third type of interviewing behaviur
used in consultation is the summarizing behavior. Sumarizing be-
haviors are statements which reccunt the content of a previous inter-
view or phase of an interview. Summarizing behaviorc may help the
psychologist and the change agent to remember what has been said. For
example, the psychologist might say:

“You've said thit Mary hits others, kicks the chdirs, and

throws crayons on the floor."

This enumeration helps the psychologist and the teacher recall the
information vhich the teacher has glven.

Summarizing behaviors elso assist in validating the extent to
vhich the psychologist and the change agent agree on vhat has been
communicated. Vthen the psychologist enumerstes points previously
made in an "interview, the change agent is affcrded the opportunity
of validating vhat the psychologiet has said. {or example, if the
psychnlogis: were to say:

'You say i“*t Rose hits and kicks and grabe things away
from other vaildren, and von't share things wvith others."

The teacher might say:

"Thet's partly right. However, Rose does share some of

the vime."

Finally, summarizing behaviors may serve as a catalyst in ini-
tiating interpretations of behavior. The psychologist, by mentioning
two events vhich he hypothesizes are related, may plant the seeds
for consideratiun of the relationship by the change agent. For
example, he might say:
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"You say that when Susan makes mistakes reading her talking
murals, you give her individual help, trat Susan seems to enjoy
this help, and that this is her main opportunity to interact
with you on an individual basts."

The psychologist might follow this statement with an interpre-
tation suggesting the possibility that teacher attention could be
reinforcing innaccurate oral reading. However, the summary might
make it possible for the teacher to make the reinforcement interpre-
tation without assistance. )

Informative Behaviors. There are circumstances in consultation
which call for the rendering of fectual information to tha change
agent. Informative behavi-ws are statements which convey such in-
formation. Informative behaviors can be used to make the change

agent aware of recording procedures. For example, in the problem
identification interview, the poychologist might say:

'You could count the number of times vhich Charles leaves

various groups during the day as an indication of group

participation, or you might wish to record the amount of

time in minutes he remains in various groups.”

Informative behaviors are used to report the results of an in-
formal task analysis. For example, the psychologist might say:

"I found that he could identify top and bottom, but he

had difficulty with left and right."

Finally, informative behaviors axe used to indicate the results
of a classroom observation. The psychologist might spy:

"I noticed that when Susan tried to talk to other children,

Charles interrupted her."

Interpretive Behaviors. Turing the problem anelysis phase of
consultation the psychologist may wish to infer functional relacion-
ships with respect to a behavier and the events surrounding it or
he may wish to make inferences sabout skills underlying effective task
accomplichment. To &ccomplish such purposes the psychologiat would
use interpretive behaviora. Interpretive behaviors are statementr
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of inference. They typically are used foilowing a swmarizing be-
havicr enumerating the variables vhich are crucial to whatever in-
ference is to be made. For example, after an appropriate sumiarizing
behavior, the psychologist might say:

"It may be that Jimmie is hittung the other children to

et your attention."

Validating Behaviors. It is essential to insure agreement with
the change agent at a numver of points during consultation. Vali-
dating behaviors are statements designed to determine whetiier or not
the change agent and psychologist agreez on some specific point.

Validating behaviors are used to cbtain agreemant as to uroblem
definition. It is crucial for the psychologist to insure that he
and the change agent apgree on the definition of the problem under
coasideration. /[t the end of the operationalizing phase of the
problem identification interview, the psychologist should make &
sumarizing statement defining the problem in terms of target ex-
emplars, conditisne, and strength. He should then make & validating
staetement such as:

"This, then, is the problem. Is that right?"

Validating behaviors are used to obtain agreement with respect
to recording proceduses. In the problem identificaticn, problem
snalysis, and evaluation phases of the consultation process, it is
necessary to obtain s eement as to the nature of the recording
procedure. The recording procedure should remain constant through
all phases of consultation. 1In each phate of consultation the con-
ditions, strength, and exemplors.to be recorded should be validated.

In the problem analysis interview, after a summarizing behavior
spe~ifying conditions, strenmth, and procedures, the psychologist
should make a validating statement to insure mutual agreement as to
the definition of the modification plan. Me might say:

"This, then, is the plan, €orrect?"

23
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In the problem evaluation interview, the psychologist should
eummarize the data and the previously established goal of intervention.
He should then make a validating statement:

Can we eay from these data that your goal has been achieved?"

Reinforcers. Verbal reinforcers are occasionally used in con-
sultation. The central use cf reinforcement in the coneultation pro-i
cess is to maintain verbal behavior on the part of the change agent.
For example, the psychologist might say: "Hm-rm" periodically to
maintain talking on the part of the teacher.
£PRLICETION

The intervieuing behaviors described above are used in all phases
of consultation. Outlines of problem identification and problem analy--
8is. interviewsgillustrating applicazions of interviewing behaviors
are given in appendix B of this report. In addition, a listing of
TEE?S video tapes illustrating interviewing technics is preseated.
FNFLYSIS PROCEDURES

Informal applications of functional analysis (Skirner, 1933) and
task analysis (Gagne, 1970) are used ex*ensively in eatablishing the
carses of behavior during consultation. Functional analysis is the

determination of antecedant and oonsequenc events which control spe-
c¢ific behaviors. Task analysis is the apecification of behaviors
vhich are prerequisite to a goal behavior.

{pplications of analysis procedures are informal in the sense
that their uge in coneultation typically should not involve the scien-
tific rigor which would be demanded in a research setting. For ex-
ample, suppose that a psycholoéist and a teacher hypothesize that a
particular conscquent event is controlling aggreesive behavior in a
child. 1They remove the eveut and the aggressive behavior diminishes.
’t thie point, the teacher's goal hae been reached. The scientist
in a research setting, however, would probably not be satisfied that
“he consequent event under siudy really ias controlling aggreesion.
f8 a further check on the hypothesis, ke might re-inetate the con-
sequent to increase aggressive behavior and then remove it a gecond
time to determine whether or not it consistently diminiehed aggression.

24
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EVALUATION

In attempting to evaluate the results of Psycholsogical ser-
vices implementation for the first year of operaticn, the following
areas will be discussed: ccope o€ serv ..es, prog-am effectiveness,
program acceptarce, program implementation, ard program efficiercy.

The collection of data necessary to analyze these aspects
was accomplisised by the uze of rather extensive recording forms
filled out by the psychologist during the prosrees of the case.

{ sample set of forms is included in appendix €. The forms were
designed to provide extensive information about the case ani also,
to give gelf-instruction in program implementation. The overriding
concern in data collecticn was to obtain as complete information

as possible with as little intrusicn as possible into the work of
the psychologist and the educational change agents whe he served.
No demands outside of the actual case were imposed upon the teacters
in the communities.

SCOPE OF SERVICES

flthough the heart of TLEPS implementation iu the field 3is
the consultation process, the psychologist must perform msuy othaer

kinds of scrvices In the schools to effectively implemznt the
TEEP3 program. For example, pre-gervice and in-service sessions
with school staff and parents are eesential to program implementation.
Informal services are often rendered to teachers and others with
respect ts problems vhich do not warreut a formal referral.” flso
the psychologist may have duties not directly connected with TEEPS.
For instance in one community, the psychologist, in addition to
implementing TEEPS served . as the coordinator for the entire
Follow Through program in his svater and also acted as the director
of special education.

The data presented in Table 1 rre approximate representations
of percentage of time devoted to the implementation of the psyctologi~
cal services program and to other duties peculiar to the local situatioa.

W,




19

T - _ T T _ _
¢ .
M s A bl _ ” Z0t m %S %59 { € “oN
! . — {
) T U P
; | ! %3 201 ! %S | %oe z "N
R I - J 1 i \
o N w ! 13
%sT _ %ST %sT w | %S %oz %ot T -oN
§ _ ! .
. uot3ey - ! H sandes { !
“x{g | -Insuoy s324fox; - =T0D 3 W
“eop; | ysnoxyy, ugnexyl { worjednpy Texopaz | sdoyssizom =Ie; ‘sadyreay
+dg o MOTTOX. MOTI0J JOo ! TeIO3ds Jo SuryTay J0TATIS 031 £3DTA | UOYILAYPIVO)| UOYILT
TUTX; . =UON uounguooo_ IOJUIXI(Q . ~ S Guex)

-ul 3 -3X; | -X3S Teranguy | SvIISYY X¥S| -Tmsuo) | A3runamio)
STDTAYIS O 3008
T 9198

26



20

These data are based on informal cnmmunications from the
11 field and are highly subjective and incomplete. They do, however,
convey the fact that the three participating psychologists engaged
in a wide variety of activities in performing their services.
COMMUNITY ACCEPTANCE OF PSYCHOLOGICAL SERVICES
In an attempt to determine if the psychological services

system was accepted within the local communities, the following
types of data were collected: number of Follow Through partici-
pant schools in each community, number of schools in each comrunity
from vhich referrals were recieved, number of Follow Through teachers
in each community, number of F<'low Through teachere who referred
cases, number of schools who referred more than one case, and number
of teachers referring mors than one case. The position taken here
i8 that one +say of determining if a proyram has been accepted is
to note the number and kinde of services requested. Since the re~
ferral procedure initiates solely within the school, requests for
service would seem to indicate that the teacher had some assurity
(} of receiving worthwhile assistence. Also, if a teacher refers
more than one case, there is some jndication that she was satis-
fied wiih the eervice received on the first referral.

Table 2 presents the data relevant to thie enalysis. There
were a total of 17 Follow Througn schools in the community im-
piementing the psychological servi:es system. At least one ref-
erral was procer.2d from each of thase 17 schools. Thus it wculd
appear ihat all schools were at least receptive tu the possibility
that psychologicai services might be able to offer veluable
services.

There wes a totsl of 66 Follow Thiough teachers in the three
communitiea served. Of this total 37 (56%) of the teachers referred
at least one case. This would seem to represent & rather good
sample of the Follow Through teachers.

"
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{' Tnble 2
»
ACCEPTANCE OF PSYCHOLOGICAL SERVICES
= =}
o w v
. s |he % |23 |82
33 £8 188 |sf |fp |Ep |®
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e 52 8 g wE, [8F |BEg |8Ey |5
E 23 3k g8 EE gﬁs 18% 193
] . 4 4o oY &
g Ly 5% 249 |B% |BE& |3%& |&3
No. 1 7 7 17 8 3 2 16
No. 2 6 6 35 16 4 8 34
No. 32 4 4 14 13 4 4 17
*) TOTALS 17 17 66 37 11 14 61

In addaiie.. *5 Follow Through Classes the psychological services
in Community No. 3 were extended, on a time available basis, tn
Project Head Start nlasses. A total of seven Head Start cases
were served ard are not reflected by these data.
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Of the 17 participeting Foliow Through schools, 11 referred
more than one cese (ronge from 1 t» 18). The absence of more
repeat referrals from cchoole i, in pert, exnlained by the situe-
tion in one of the communities in which the psycholoricel services
warker wae ssked for sssistance only in cases cf extreme nced. Thus
only 10 referrals were processed from 7 schools in that community.
Of the 37 teachers who referred cases, 14 referred more thaon
one caze. The ranpe in numher of referrals per referring teacher
was from L to 8. . substentisl numbar of teachers felt that it
wae worthwhile to s2ek aseistance & second time.
P total of 68 cases were referred to peychologiczl eervices
in the three communities, 10 in community No. 1, 34 in community
No.2 (5 casseg involved multiple problems, the 58 totsl cesec re-
fers to number. of children worked with while & total of 73 problems
were handled), snd 2¢ in community No. 3. 7The lower number of
cases referred in conmunities 1 and 3 may reflect in part the ex-
tent of other services provided by theee people. The teachors in
the comnumities were probably ewere of the limited tim~ the psyciiolo-
gist had for servicing coaces ond may, 8s 8 result, have not referrad
caseg urless they were of a very severe nature. Thig hypotleeis
is supported by the nature of the cases referred in those two
communities. (s indicated in Table 5 on page 31, in community No. 1
of the 10 cacee referred, 5 were for highly aggressive c .ildrep, 4
for disruptive children &¢nd one for a nen-tslking child. Fleven
of the cases referred in community No. 3 fit these game descriptions.
In comaunity No. « ~here the psychologist ves able to devote
more of his time to psychologicsl services both the number end the
neture of the cases referred were different. One noticeable dif-
ference wae the seven cates roferred for the determinstion of
cliptbility for plecement in gpecfal education. This Service wae
& pert of the psychologist% function fn compunity No. 2 but not
in the other communities. [leo aote the relatively larre number

29



o e i s et

23

of community No. 2 cases dealing with academic problems (eight such
cases are reported in the chart and the 13 cases for which referral
problem was not specified were all within the area of academic prob-
lem3). Although academic problems may in some cases cértainly be
considered severe, they are not usually seen as problems requiring
emergevcy fervice. -

PRUGRAM ETFECTIVENESS

Table 3 presents tie summary data pertaining to the outcomes
of the cases serviced.
Table 3
EFfECTS OF PSYCHOLOGICAL SERVICES
Status of Cases as of June 1, 1970
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No. 1 5 1 2 1 1 10

No. 2 22 7 ). 1 2 2 4 39

No. 3 § 6 2 6 2 1 2 24

TITALS 32 14 [ 5 8 5 3 6 73

Cages recorded under the column "Goal or sub-goal attained"
reflect those cases in which the child’s behavior was modified to
the extent that it satisfied a goal praviouely determined by the
teacher. Those cases recorded under the column "in progress or
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terminated with "improvement" are cases in vhich either the teacher
was satisfied with the results of the modification procedure even
though it did no: correspond precisely witl a stated behavioral
goal or in vhich the teacher had not actually specified a desired
terminal behaviwr but was satisficd with the level of behavior
following modification.

Cases in the column “no longer a problem with data' are those
in which a target behavior was specified, baseline data collected
and a decision made basad upon the data that the behavior had
changed, without direct modification, to the point that it wds ne
lcnger of concern to the teacher. There are several possible ex-
planations for cases terminating in this manner. The teacher may
have overestimated the extent of the problem and after collecting
objective data reached the conclusion that the behavior was not
really the problem she thought it was. (r the very process of
specifying a particular Lehavior and collecting data on it may have
vhanged the teacher's reactions to the child and his behavior and
thus have acted to modify the behavior. Another pcssibliity is that
the act of recording could function as a reinforcer for changing
child behavior. 2 final possibility is that at the time the be-
havior was recorded existing controlling stimuli were operating
upon the behavior and the record accurately refiects the problem
being resolved,

With the data available it is not possible to objectively
determine which if any of these possible explanations was in fact,
the right one. Ve only know that after collecting baseline data
the teacher was satiefied that the behavior was no longer of concern.

The same possible explanations would be applied to those cases
recorded under the column 'No longer & problem without data'. Hou-
ever, in these cases the psychologist has only the verbal report
by the teacher that the problem no longer exists. Since the teacher
did not even attempt to record baseline data it might be inferred
that the behavior still existe but that the teacher is using this

31
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explanation as a means of telling the psychologist that she is no
longer interested in modilying the behavior or that she feels it
would not be worth the effort. These cases may in some instances,
indicate a rejection of psychological services by the teacher.

The cases recorded under the column "terminated without success”
are those cases in which either a modification plan was employed
and did not have the desired effect or in which at some point during
the case the teacher chose tc not continue, the problem presumnably
remaining. Of the five cases reported in this column, two cases
were ones in which the teacher wanted the children placed in special
education and when this was not done chose not to take baseline
data or to attempt to work with the problems in the classroom.

In ene case the psychologist felt that due to the age and circum-
stancee of the child it was rot advisable to attempt modification.

In another case the psychologist felt that the gocl and procedure

as specified by the teacher were inappropriate within the theore-
tical framework of the Tucson Farly Education Model. In this

case the psychologist chose to not continue. Finally, on one case,
a modification plan was emgkoyed and did not have the desired effect.
The case was terminated at the request of the school principal who
felt that te child would bemefit fiom placement with another teacher
the next year.

The cases inciuded under the column "Referred to other services"
represent four cases in whic the children were placed in special
education classes and two cases in which, in the opinion of the
psychologist, the cnild was in need of medical treatment and o
referrad.

In fumnary, the data presented here may be grouped in the
following manner for interpretation. Of the 73 cases 70 were opened.
Of the 70 caces serviced 65 terminated with teacher satisfaction
vtale 5 for reasons explained above, were terminated without teacher

satisfaction.
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EFFICIENCY OF THE PSYCHCLOGICAL SERVICES SYSTEM

A first consideration in asseesing the efficiency of a psycho-
logical services sy “em would be an indication of the total number
of cases served during the year. #s reported and discussed earlier
a total of sixty-eight cases wore serviced in the three participat-
ing communities. There were significant dravbacks associated with
the use of total nurber of cases as a measure of effiency. As
pointed out in the section on scope of services, the field psycholo-
fists engaged In a wide range of professional activities outside
of consultation ranging from informal contacts with teachers to
directing all special education programs within the schoo] system.

2 second measure of program efficiency which is less related
to the factor of professional activities beyond consultation is the
ratio of number of ceses served to number of cates referred.

The three psychologists serviced over 95% of all cases referred.
If the three cases referred and aot serviced had been received be-
fore ‘he last &0 weeks of school, presumably they also would have
received uttention. Thus, for all practical purposes, the psycholo-
gists wer2 able to provide sc.vice for all teachers who requesied it.

The total number of children referred for psychological service,
68, represents approximately 6% of the children in Follow Through
clasarooms within the three communities. The figure of 6% referrad
corresponds roughly to that expected in a regular public school
system. This would seem to Indicate that for the most part only
problems requi-ing remediation of a rather extensive nature were
referced, Psycholngists *raditionally have been called in only to
provide service to children exhibiting grossly deviant behavior.
# myjor objective of the TEEM paychological sarvices system during
the cuning year will be to broaden considerably the scope of services
offered. The principles and procedurcs of tre psychologicil ger-
vices system are applicable to educational objectives for children
vhoge behavior is in no way deviant. The data from the past year
as t5 the number and kinds of problems referred indicate that
m-- e efiort &8s needed in expanding the perceived role of the
psychologist. (ne technique for accomplishing this objective that
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was stressed in summer training is extensive pre and inservice worlk
with teachers exﬁlaining and demonstrating the procedures with a
wide variety of problems. .

Inother issue relating to efficiency would be the number of
conferences required by ‘the psychologist to service a case. It
can genexrally be assumed that a conference reguired no less than
twenty minutes an? rarely more than one hour.

Table 4
PROGR:M EFFICIENCY
Numbei of Ccntacts by Psiychologist and People Contacted a
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No. 1 10] 39 6 5 4 2 L1 49 2
Me. 2 21% 77 100 21 1 2 1 /189
No. 3 24 67 9 1 2 6 1 41 80
= i
TOTALS 551183 115 6 6 2% 9 S 6 f3oe |
R _

Median number of contacts (conferences) per case = 3.5
Model number of contac”s {conferences) per case = 3
Mean number of contacts (conferences) per case = 5.6

a * Date were rot availsble for 13 cases from community No. 2.
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In Table 4 it can be rioted that it required a total of 308
psychologist conferences to service fifty-five cases (as indicated
in the Table, this information was not reported for thirteen cases).
The range in number of conferences per case was from 1 to 22. It
should be pointed out “hat the case reporting 22 conferences was
a case involving three separate goal behaviors, thus in effect
three consecutive problems involving the same child. The most mean-
ingful indication of central tendancy for number of conferences per
case would probably be the median figure cf 3.5 conferences per case.
Assuming the upper limit of one hour per conference, chis would re-
sult in a median of 3% hours of psychologist time spent servicing
one case. Additional time not reflected in these data was obviously
devoted to travel to and from conferences, time spent scheduling
conferences, time spent recording and reporting data, time spent
preparing case reports for sending to the Arizona Center and time
spent in planning.

» considersble discrepancy can be noted between the number of
contacts required in community No. 2 and the other .two communities.
This discrepancy is a result of the number (26) of cases in com-
munity No. 2 whidh involved skill training. Although not necessitated
by the procedures the psycholegist in community No. 2 conducted much
of the skill training instruction, thus greatly adding to the amount
of time required to service the case. In four of the skill tréiui
ing cases from community No. 2 sequential goal behaviors were speci-
fied. The data for these cases thus represent, in effect, more
than one training procedure.

&n issue related to efficiency is that of what people were
directly involved in the analysis and modification of the cases
served. Table 4 presents the relevant data. #s can be noted from
the table the person most often involved was, naturally enough,
the teacher of the child referred. Although the philosophy and

‘referral procedures of the psychological services system allow for

a referral to be made by any concerned person, all the referrals
received by the three communities were initiated by the teacher.

o~
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The next most involved person was the child himself. For a
case to report direct involvement of the child one of three situ-
ations existed. One, that the child was directly observed in the
classroom or other relevant situation by the psychologist. Two,
the child participated in one or more of the conferences conducted
by the psychologist. In most cases in which this occured the child
was included in the Problem 2nalysis Interview at which time he was
encouraged to participate in the formulation of the modification
plan, or the plan was explained to him and his cooperation ~nlisted.
In nearly all cases the child vas informed of the planj it vas counted
as a contact only if the psychologis’ was the one vhc provided the
explanation. Third, the psychologist worked directly with the
child either in a testing situation or in the case of thirteen
cases reported from community No. 2 the psychologiet engaged in
skill training instruction with the child.

The 21 contacts reported with the counselor in community Ne. 2
represent a unique set of role relationships in that community.
The counselor in many cases assisted in skill training with the
child. Thus, the conferences with counselor were sessions de-
voted primarily to devising training procedures and evaluating
data. No comparable person was available in the other two communities.

The six contacts reported under the "other" column include three
contacts with a psychological aide in community No. 3, one with a
nurse, one with a program Jdirector and one vith a parent coordinator.
PROGRAM IMPLEMENTATION: DESCRIPTIVE DATA

Undex the genera)l heading “progxam implementation' two types
of data are discussed, One approach preseiats descriptive data as
to the types of problems referred, the types and purposes of modi-
fication plans implemented, the types of rcinforcers uced, the
amount of baseline and modification data collected and the measure
of response strength used. £ separate data analysis was coiducted
in an attempt to determine if the psychological services workers
were able to implement the psychological services 8ystem as intended.
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Cases referred. Table 5 presents a c¢laesification of the types
of preblems referred to psychologicsl services by the teachers. In
cases in which more than one type of problem was included in the
referral only that problun that was eventually selected for modifi-
cation is r=ported.

Table 5
TYPE OF PROBLEMS REFERRED”
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a For cases with multiple referzal problems the problem here is
the p-oblem that was defined as th2 operationalized problem.

b Data not a.ai'3ble for 13 cases from community No. 2.
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The following general descriptiocs were used in assigning a
classification to a referral problem.

Aggressive: 1in which the presenting prciulem involved some
form of physical assault upon another person. Examples were hitting,
kicking, biting, and pushing.

Disruptive: in wvhich the problem involved a tehavior sy the
child which served to disrupt the ongoing classroom activity. Ex-
amples were: yelling, moaning, interrupting, throwing things,
removing or Jnappropriately rearranging classroom materials, and
running in the classroom.

Attending: in wnich the child referred did not pay attention
or appeared to not attend to activities being conducted.

Participation: in which the problem involved & lack of verbal
or motoric response indicating participation in the ongoing activities.

Verbal,lack of: in which the child emitted little or no verbal
behavior within the classroom.

Verbdl, inappropriate: in which the quality of a child's speech
was not adequate for understanding.

#cademic completion: in which the problem was stated as cne
in which the child did not complete an acceptable amount of assigned
academic tasks. If the problem was primarily one of accuracy it
was classified under another heading.

Eligibility for Special Education: in which the request for
services directly called for determining eligibility for special
educaticn placement. 1In community No. 2 this was a presctibed
function of the psychologist.

Reading: in which the referral problem stated that the child
was not making satisfactory progress in learning to read.

Letter recognition: in which the problem was stated as an
inability by the child to identify letters of the alphabet.

The assignment of a referral problem to a class was not part
of the normal proczdure conducted by the field psychiologist. Such
classification vas made at thé rizona Center simply for the purpose
of determining the general types of cases referred.
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(‘) The classes with the most nunber of caces reported were ag-
gressive snd disruptive with ten cases esch. flthough somewhat lower
than mirht be encountered in a trzditional classroom the gre:ter
number of caleg in these clesses wat anticipated.

The comparatively large number of coses classified as verbel,
lack of was a@lso anticipated. The young age and large proportion
of bilingual children gerved by Follow Through would suggest low
verbal skills 2s 8 prime area of potential corcern.

The type of problema referred in the vsrious communities
would secem to reflect different role perceptions of the three
psychologist? and certain local requirements. /s mentioned earlier,
the psychologist in community No. 1 wes epparently perceived as a
source of emergency service for children exhibiting rather severe
behavioral prublems while tiie psychologist in community No. 2 was
seen more 8s & person with skills helpful in solving various types
of learning prcblems. The psychologist in community No. 3 fell
somevhere between the other two in that the czses referred to the

(! psychologist represented a great diversity of problem typee.

Modification “lens. There were a totel of fifty cases in vhich
3 plan was devieed orid implemented in an sttempt to effect a chenge
in behavior. Table 6 presents a breaskdovn of the fifty cases by
epecific procedure, purpose of the nrocedure end whether the environ-
mental menipulation involved primerily entecedent or consequent evente.

In 3 totsl of 28 cases, the primary menipulation was with ente-
cedent sitmuli. Of these 28, eight ottempted to increcce an exist-
ing behavior while 20 attempted to introduce a behavior not then
being exhiibited by the child. Tue :olumn "“set the occasics for the
response' describes cases fn which the procedure involved the intro-
duction of & change in the conditions calling for a perticular
responge. For example, in one case,role playinpg in 2 small groun
setting vas used In an attempt to increase the amount of verbalize-
tion fron 8 particular child. In enother case a8 child was given
specific Informatfon to be reloted to the srous in order to provide
come experience vith sneeldng in 2 group. Uncer the same sub-heading

()
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"re-structure the task' cases are reported in which the manipula-
tion involved changing the task to facilitate accomplishment. For
example, in one cas: inwlunglaék of accomplishment in spelling
the child's assignment was reduced from 20 words per day to three
words per Cay in a successful attempt to allow the child to succeéd
in gpelling.

The column "shaping", under the uub-heading "to Introduce a
new response' reports one case in which a child was given one as-
pect of the task at a time until the entire task could bte accomplished.

The nineteen cases reported in the "skill training" column
under the sub-hcading "“to introduce a new response" represent those
cages in which as d reshlt of a task analvsis, the child was given
training in a skill which was presumed to underly the accomplish-
ment of a particular goal behavior. For example, several children
were trained in component parts letter analysis in an attempt ©
facilitate their letter recognition abilities.

In a total of 22 cases the primary manipulation vas upen the
conseguent stimuli. In an attempt to increase an existing response
thirteen cases repcrted the "addition of a positive reinforcer"
contingent upon the particular response. The specific types of
positive reinforcers employed are discussed later under "“Class of
Reinforcers Used". 1In those cazes where the attempt vas to decrease
an existing response, six cases reported using withdravel of a positive
reinforcer. No cases reported the use of punistment Ly the application
of aversive stimuli. Three cases reported the application of extinc-
tion procedures.

feinforcers. A total of 26 cases reported the use of consequent
reinforcer manipulation as a means of effecting behavioral rodifica-
tion, The reinforcers used have been grouped in Table 7 according
to class for purposes of discussion,
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Table 7
CLASS OF REINFORCER 1SED?
Community Social fetivity Physical Location,
(Tangible Position
N . extrinsic .
No. 1 1 5 1 ‘i> 3
Yo. 2 1 Z 1
—— e eere e e
No. 3 7 3 2
TOTALS L 9 10 4 3

L4

a In sume cases more than one reinforcer was used per case.

The nine cases reporting "social' reinforcere contain those ex~
amples in which verbal praise or other expressions of personal spp
proval by the teacher were used to reinforce appropriate behaviors.

The five examples under “activity" include such things as class-
room privileges--making a door chart, passing the vaste basket, and
participation in varfous optional activities, e.g. art work, recess, eto

Reinforcers classified as “physical' included such things as: be-
ing civen a book to tske home and being allowed to keep an art pouster.

YLocation'" reinforcers wre those in which the child sas allowed
to be in adesired position, e.g. first in line, or next to the fish bowl

There are two particularly striking aspects to the data on clasz
of reinforcers. The first is the absence of reinforcers typically
sdvocated by psychologists in modilying behavior. There were no
instances in vhich points or tokens were uead. Nor wvere there ary
instances involving the use of candy, for example M:M's. Second,
behaviors which constituted severe problems for teacliers, such as
highly aggressive behaviors, were offectively controlled with the
mildent of procedures.
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PROGRM IMPLEMENTATION: EVILU/TION

Referral Problems. Teble 8 presents descriptive information as
to the form in which teachers reported referral problems. The conclu-
sion, not unexpzacted, was that teachers normally do not operationally
define the problems they refer. @mnly 16 of tho §7 cases reported here
specified the problem in behavioral terms capable of direct measure-
ment and/or observation. Nine cases specified the conditions under
which the problem behavior occurredor was supposed to occur. [ total
of three casu:s provided an estimate of response strength. flthough
not possible at “his time, future anslyses will be conducted in an
cttempt to deternine if teachers after having worked through one case
with the psychologist tend to refer cases in operational terms. Pre-
liminary data from thc repeat cases would seem to support this position.

Although operational definitions were not expected from the tea-
chers for referral problems, it was ronsidecred essential that opera-
tional gpecifications be agreed upon during the problem identifi-
cation interview. Only with an adequate operational definition of
the problem can baseline data be collected and & modification plan
devised utilizing results from n functional analysis or a task analysis.

.avl 8
REFERRAL PROBLIMS #8 JRESENTED BY TESCHERS

Community Kumber of Number of Pro- Number of Pro- Number of
Referral blems stated blems Stated Problems
“roblems in Behavioral Yith vith an
Ternis Conditions Estimate
A . — of drength
No. 1 10 4 1 0
OIS I D, —
No. 2 23" ¢ 6 2
—— vt am i n e —————— e s > i, ot 8 N ¢ - e
No. 3 24 3 ‘ 2 1l
x‘-—*‘-—:k::*‘—'“”‘_..:-'“-—-'—*—" TR st bty b tranid et B ot s> o
TOT/(".S LY 16 9 3
 — e —a——— - ! A 8 St - el Bl Sth A, St B h A . Ay n O o e el Y

—
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Table 9 reports an analysis of the specification of the opera-
tionalized problem as reported at the conclusion of the problem iden-
tificationiinterview. Of the 51 cases reaching this stage of the
consultation process 3R casns reported problem descriptions that in-
cluded specification in behavioral terms. Examples of problems nut
cpecified in behavioral terms were: inflicts harm on others, does
not pay attention, and does not participate in committees work. Thus,
although these descriptions did not satisfy the criteria for opera-
tional spacification they do represent an improvement from typical
referral problems of “emotionally disturbed", 'has ntt adequateliy
adjusted to the requirements of social interaction",or "immature!.

Table 9
OPER/TION/LIZED PRORLEM RESULTING FROM FROBLEM IDENTIFIC/TION INTERVIEY

Community: Number of Oper- Number of Number of . |Wumber of Troblems
ationalized “robléms Problems Specifying Strength
Troblems Stated in Specifying For Data Collection
Behavioral Conditions
Terms for Data
by I S Collection .4-.__~.__...*__._.~_
No. 1 10 8 Y 10
No. 2 23 20 16 19
— _ e e
No. 3 18 10 12 12
FPUn B PP Ser IO FT B PIER MU Pt
TOT2LS S1 38 37 41

fs part of the operstionalizing procedure an agreement is made
between the psychologist and teacher as to the conditiens under which
the behavior of concern is occurring and as to the measure of response
strength which vould most accurately reflect the problem. Colunns 4
and 6 of Table 9 report the number of cases in which the information
vas adequately recorded. The omission of specified conditions
in some cases occurred then the ‘recording ‘procedure was
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gtated in terms like “record the number of times when Johnny!hitse
other children." Presumably this behavior would have been of con-
cern under any and all conditions. However, for the szke of clarity
it shovld bave been go stated.

Coal Behaviors. In order to assess the effectiveness of a modi~
fication procedure it is necessary to define operationally the gnal
behavior, i.e. precisely what behavior is desired, under what condi-
tions and with what strength it should occur. Without a clear
specification of these points it is impossible to detexrmine object-
ively if a problem has been successfully remediated. 7This problem
is refilected in the report of the results in Tuble 3 "Effect of
Psychological Services." Cases listed under the column "in pro-
gress or termina%ed with improvement' were largely cases in which
precise goal behavior was not specified. Therefore in those cases
an evaluative judgement was requived by the teacher as to whether
or not the procedure had been effective. If a goal behavior had
been specified fata could have been objectively analyzed ss to
whether or not the goal had been achieved.

Table 10 presents data describing the specification of goal

behavior.
Table 10
OPERATIONALI2ED GOAL BEHAVIOR
Community Number of Number of Number of Number of
cages with Cases Stat- Cases Speci- Cases
Goal Behavior *gg Behavior- fying Specifying
81 Terms Conditions Strength
No. 1 7 4 6 5
No. 2 27 24 6 3
No. 3 13 $ 3 3
TOTALS 47 33 15 11
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( ' Of the 47 cases reporting goal behavior 23 cases included a pre-

= cise behavioral description. Only 15 cases reported a complete
description of the conditions under which the behavior was to occur
or not occur. Eleven cases specified an acceptable level of res-
ponse strength. The data presented here for the specification of
conditions and response strength are somewhat misleading. In the
summer training given the psychologists, the precise specification
of conditions and response strength was not stressed. As a result,
many of the cases repart those data only for cases in which condi-
tions and strength cculd not be logically assumed. For example,
in a case dealing with the reduction of physical assaults the im-
plied goal behavior of no assaults under any conditions was not
precisely indicated. In other cases in which the ultimate goal
behavior was not readily quantifiable it often was not listed. For
example a case dealing with instituting verbal behavior in a non-
berbal child, the ultimate goal of "an acceptable level of verbal-
izations" was not readily identifiable. The immediate goal of -
dbtaining some verbal behavior was probably implied but not stated.
Training given to psychological services personnel during the summer
of 1970 has stressed the complete specification of goal and/or Bub-
goal behavior. Forthcoming data should be more readily interpretable
as to vhether or not an agreed upon level for case success has bcen
established.

Modification Procedures. The data presented in Table 11 reflect
the specificity with which a modification plan was reported. Column
three reports the number of cases in which an operatioral definition
of the reinforcér or of the antecedent events manipulated was given.
In those three cas2s in which the data indicate a‘tack of this
specification the problem vas one of not listing specific exemplars
of the reinforcer to bs used. For example, the reinforcer was listed
as "the child will be rewarded® or "the child will be given affection"
without specifying exactly what the child was to receive.

46
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Colum four reports those cases in vhich the conditions neces-
sary for the delvery of the reinforcer were clearly specified.
Examples of lack of specification in this area were: if he improves
he will be reinforced. Improvemernt was not clearly defined; if he
does not hit or kick he will be allowed to be first ia line.
The length of time the child had to refrain from hitting or kicking
was not reported; if he does not wrestle on the rug he will be allowed
to do art work. The time of reinforcement was not indicated. It
would appear from the results of the cases not clearly specifying
contingent conditions that such issues were handled adequately with
the teacher, but they simply were not adequately recorded on the
report forms.

Table 11
CPERATIONAL SPECIFICATION OF MODIFLICATION PROCEDURE

Community Number of cases Number Operationally Number Opera-
Reporting Modi- Specifying Reinforcer tionally
fication plan or Antecedent Stimuli specifying

— Manipulated Contingency

No. 1 . 7 7 5

No. 2 21 27% 20

No. 3 11 8 3

TOTALS 45 ’ 42 28

*For cases involving skill training this indicates speci-
fication of antecedent events, rreporting of consequent
avents wa3s less complete.

Data Collection. ©One of the areas of greatest stress in the
pEychological services system is the collection of behavior records.
Baseline dati are essential to understanding the nature of the pre-
senting problem to allow an operational dofinition to be formulated

17
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and to enable the completion of a functional analysis or task analysis
to determine factors contrnlling the behavior. Data are also required
as a benchmark against which to evaluate any attempted modification
plan.
Table 12 presents the amount and characteristics of the base-
line data collected during the past year.
Table 12

BASELINE DATA COLLECTED

2 "
mrﬂ o l“g “6‘:3 Y
' L S w0 Y
S Q - o bes 0
S8 852 88 QAP 28
> TR R VS €8] £ Y 8 &
Z 8 & 8898 | I =45y g
g X E 3 & o o & & A oo o
i —~ & ~ O
: 88z | £08E | I3 2233 | ¥ig
S =& 8 2282 o a 2588 &3
No. 1 9 1 S4 6 3-7%
No. 2 7 1 38 S 5-§
No. 3 10 5 57 (] 4-6%
TOTALS 26 7 146 S 3-7

*Three cases reported multiple baseline, the data here rep-
resent only one of the baselires,
Column two reports tte number of cases, by community and total,
which reported baseline data. Column 3 indicates casges in which
the reported outcome of the case would necessitate baseline data
for substantiation but data were not reported. The most common
examples here wre the cases which reported, at the time of the
problem analysis interview, that the behavior was no longer of con-
cern but for which the teacher had not collected data to document

this conclusion.

48
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Columns 4,5, and 6, report the characteristics of the baseline

data that were reported.
resented in the baseline data by community.

folumn 5 feports the

Column 4 reports the numbexr of days rep-

median number of days of baseline data per case and column 6 repor:s

the rapge, in days, of the baseline collected.

the table, the psychologists were quite similar in the amount of

baseline data per case they asked the teachers to collect. The
range by community and overall is Quite small {largest ranye was

from 3 to 7

days).

In the case of community No. 2 only eight cases arellisted -

as reporting or requiring baseline data.
conducted vhich énvolved skill training.

In the procedure of a

skill training case baseline data are collected, but in this case
the baseline data refidct a recording of the basic t~acuing pro-

cedure then

\ effect.

/s can be noted frcm

fn additional 1% cases were

Such data are not reported here since they

represent a differentitype of record and would tenl to be mislead-

ing if they were avereged in with baseline reported here.

Table 13 presente information describing the collection of

Comaunity | Number of
Csses Re~
por!.ng
Modifica-~"
tion Data

— u__‘_Jr_“_..._.__

No. ) K
No. 2 26
No. 3 6

TOT2LS 1¢

modification data.

Number of
Ceges Not
Reporting
Modifica~
tion Data

Table 13
MODIFICATION DATé COLLECTED
Total Number Median Number | Range: Number
of Rays of of Days of Pays of | of Cases
Modification Modification Modifi~ | Report-
Dsta Reported | Data Ner (ase j cation ing lFost~
Cata Modifi-
Ter Case| cation
Date
| D —
49 §.5 §-10 6
199 7.5 5-14 1
} IS USROS DI PR
64 6 §-16 0
U S L....¥-..-_.....~_.
143 5-16 7

J

bm vt -

b e e et . ————

L $

a The number of caces reported in thie column repretent only those
cases wvhere modificution data vere necegsary to cocunent the re-
norted result of the case and wer» not reportdd. For exdmple, cac .

marked goal sttained,

terminated imrovement, or terminated with-
out goal behavior should have supporting nudification data.
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Column two reports the number of cases, by community and total,
itren reported nodifidation data. Cclumn three notes the number
of cases in which modification data vere necessary to document the
reported results of the case but were not reported. Cases that
were reported <ko sed with the terminal status being; no longer a
problem without requiring modification, not opened, or referred
to other services would not have recorded nor needed modification
data.

Column four reports; by community and total, the number of
days included in modification data. Column five indicates the median
number of days of modification data per case. The only apparent
major discrepancy among the comaunities is in the case of
community No. 2 in which the median number of days in modification
data is gomevhat higher. This discrepancy reflects the fact that
considerably more time, in terms of days, was required to effect
a esatisfactory change in a learning problem than in & behavior
problem. If the community No. 2 data are separated into cases deal-
ing with learning problems and caces dealing with behavioral
problems, the varying amount of time required becomes apparent.
Table 14 presents the data thus categorized.

Table 14
COMMUNITY No. 2 DATA CLASSIFIED BY LEARNING OR BEHAVIOR PROBLEM

Number of Total Number Median Number Range: Days
Caces Report- of Days of of Days of of Hodifi-
ing Data Modification Modification cation [ata
Data Reported| Data Per Case Per Case
Learning 20 169 8:5 5-14
Behavior 6 30 S §-5
TOTALS 26 199 7.5 $-14

Thus it appears that on the average a case involving a learning

problem required 3.5 days longer to complete than a behaviar
prodblen case.
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AN ILIUSTRATIVE CASE

One vay to gain some appreciation of the impact of TEEPS is to con-
gider an individucl case serviced through the program. The following
example illustrates the effects of services on 2 ¢hild vhose behavior
constituted a physical threat to her classmates:

Bettyl, a six year old girl, was referred to psychological services
by the teacher. The referral problem as stated by the teacher indi-
cated that Betty exhibited a number of adjustment problems. Betty was
desoribed as a child who bit, pulled hair, choked, disturbed the class,
and was dishonest and jealous. During the operationalization of the
problen, additicnal difficulties were explored. Betty was unabla to
remain at a center for any lergth of time, she continually moved from
activity to activity.

The teacher selected hitting ard kicking as the problem she would
most like to modify. The teachér then collected six days of baseline
data. She recorded the numier of times (frequency) Betty hit or
kicked another child. The daia were recorded seperately for mornings
and afternoons in order to aid in analysis.

Inspection of the baseline data indicated that Betty emitted the
target behavior (hitting oar kicking) approximately four times per morn-
ing or afterncon session, Examination and discussion of the teacher
recording of antecedent and consequent evefits surrounding Betty's
inappropriate behavior resulted in & tentative hypothesis that Betty
vas being positively reinforced for such behavior by attention from
peers, the teacher and the ald:. The teacher also repcrted that
Betty's inappropriata behavior seemed to occur more often at the begin-
ning of a session and that the presence of the teacher at the activity
Betty first engaged in appesred to depress her aggreasive behaviors.

In a discussion of Betty's preferred activities within the class-
room, the teacher reported that Betty greatly liked to read stories
to the group and that she responded very favorably to personal signs
of affection.

1. The name of the child has been changed for this description.

&1
p—a
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Goal behavior for Betty wes specified ae not hitting or kicking
the other children.

In attempting to device a modification plan for changing Betty's
inappropriate behavior, extinction procedures were ruled out since it
would have been extremely difficult for the other children and the
teacher to not att:nd to acts of physical acgression. Therefore,

a procedure employing continrency management plus a change in the
antecedent environmert was cselected.

The tcecher wes to be located at the first activity center vith
Betty it the moraing and afiernoon. thile thers ti:e teacher was to
verbally praise end show affection periodically so long as Bettly
did not engage in hitting and kicking, In eddition, the teacher
told Cetty that at certain epecified time. during the day ehe would
be allowed b rezd a story to the group so long as she had nct hit or
kicked since the last story time. '

Techinicelly, this procedura je called ¢ varigble RO schedule
in vhich o positive reinforcer ie delivered (beinr alloved to reed
to the froup) for any vesponee occuring ¢t the end of ¢ varieble
time period (in this case whenever a stury seesion occurred) proviied
the target behavior (hitting or kicking) has not occured since the
last reinforcement period.

Tiie modification pro-edure was carefully explained to Betty.
Betty vas shoim the Baseline date aﬁd encSuraged to keep her om
record of the number of hits ond kicke Cwring the modification vicse
of the program.

Thie plen vas implemented for & week (5 daye). #t that time
the peychologist returned for an eveluation interview. Tae modi-
fication data ehowed that from & medfan of four ascults per session
during baceline, Betty's hitting and Kckinzhad decreased steedily
during modification and that no asealts?ad occurred the last day.
It ves decided at that time to remove the modification plan ag it
then existed but still provide Betty with aitention and affertion
for nonagrreseive behavior end to occasgionally allow her to read
before the gxoup.




46

n additional five days of data were cullected under this post
modification phase. On only one occassion during those five days did
&n instence of hitting occur.

The teacher cxpressed satisfaction with the results of the
modification snd reported additionally that "Betty is seldom disrup-
tive in the classroon and that she is not only accepting affection
more but has revurned the affection!" The record of Betty's behavior
is presented in Figwre 3.

The case was at this point officially terminated.
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PLANS FOR THETCOMING YEAR

EXPANSION

During the coming year, TEEPS will be expanded to service ten
school systems: Chickasha Public Schools, Choctaw Community Action
Agency, Fort Worth Independent School District, Hoonah Public Schools,
Vermillion Parish School Board, Vincennes Cormmunity School Corporation,
Walker County Department of Education, Wichita Public Schools. Full
field representative service will be rendered in six of these systems.
Limited service will be given in the other four systems. In addition
to implementation in the above schools, TEEPS will be implemented in
the Ochoa demonstration school in Tucson District number one.

Next year's expansion will provide an increased data base from
vhich to draw conclusions about TEEPS and will make it possible to
measure the effectiveness of TEEPS in a variety of settings. &Also,
it is hoped that TEEPS implementation will ehhance the quality of
psychological services in the eleven participating systems.

A DATA PROCESSING SYSTEM

P coding system has been devised whereby incoming case report
forms can be coded 8nd punched onto IBM cards. In addition to faciii-
tating the compilation of data similar to that presented in this re-
port, the data processing format will allow other types of analyses,
such as multiple correlations among problem type, medification pro-
cedure, outcome, time spent, number of people involved etc. Also,
questions relative to trends in the data can be investigated. For
example, do teachers tend to refer problems of a more operational
nature after they have received service on a prior case? Is there a
difference in the type of prodblems referred early in the year and
near the end of the year?

IMPLEMENTATION OF THE CONSULTATION PROCESS

One concern which has not been directly measureable with regard
to system implementation has heen to ascertain the effects of con-
sultation on teacher verbal behavior. No specific research has been
thus far directad st studying the effects of the consultation process
in operation. In an attempt to investigate consultation effects, the

50
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field psychologiste agreed to send a series of tape recorded teacher
intexviews to the Center. These tape records will be coded by a
system currently being developed at the Center for claesifying by
tvpe of statemenit each phrase uttered by the psychologist and the
teacher. Analysis of these data will allow the determination of such
questions as: What kind of a reply do you get to a structuring lead
in question? What is the effect of a structuring redirect statement?
Does a structuring elaboration question really result in 5 listing of
exemplars?

In addition, questions concerning the results of the consultation
process will be studied. For example, is the problem operationally
defined? Is a modification adequately specified? Is a functional
analysis conducted? etc.

TEACHER ATTITUDE AND BEHAVIOR

A third objective for future plans involves an attempt to deter-
mine what effects the psychological services system has upon the be-
havior and attitudes of the teachers who receive service. It is
assumed that after a teacher has gone through the process of operation-
alizing a problem collecting data, doing a functional or task analysis,
designing and implementing a modification plan and evaluating the ef-
fects of such a plan in ¢onsultation with the psychologist hex attitudes
and techikiques of observing and iiteracting with children may well
change. If she has found the system to be helpful in solving one edu-
cationally relevant problem, will she not employ some of the same teth~
niques when dealing with other problems as they arise? The answer
to these and other questions relating to the fmpact of the psycho-

logical services system can not be directly answered from availeble
data. Data will become available during the coming year vhich can be
used to détermine if teachers on repeat referrals tend to state re-
ferral problems more operationally. Inspection of repeat cases from

a teacher may also allow some conclusions as to whether they are able

to collect more complete ard ralevant data. However, the main questions
regarding the impact of the psychological services system on

teacher attitude and behavior can not be answered from such data.

ob
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Several approaches cre avaliable for:imore adaquately investi-
gating these concerns, however, they would require much more intrusion
into the activities of the psychologist and teacher than is felt to
be desired at this time.

Some possible approaches that have bren considéred include:

1) Administering pre and post tests to the teacher before and
after receiving services on & case. The tests would measure know-
ledge of the principles and procedures involved. £ disadvantage
of this approach would be that it yould only measure the teacher under-
standing of the system and not whether or not it had changed her at-
titude or approach. Also requiring the teacher to submit to & pre-
post test would be an impesition, probably not appreciated by the
teacher. R might even discourage teachers from referring cases.

2) Collecting solicited testimonials as to '"How the psychological
services system has benefited me." Although no doubt useful far public
relations, such data would te of ‘reletively little value in’actuglly
determining impact unless & highly structured format were used. If
so, the same objections would epply as listed for pre and post testing.

3) Collecting video tape recording of tkachers handling various
types of classroom situations. This procedure would, if carefully
planned, seem to dfer the most direct measure of change in teacher
vehavior resulting from psychological services. The main problem
here would be in estgblishi..g reliability. The teacher might well
behave: differently in frant of the camera thar she would normally.
Thus the record would primairly indicate #f the teacher could epply
the techniques not necessarily il she normally did epply. them. The
other problem would be cne of logistics. Considerable time, effort
and inconvenience would attend such a procedure.

FURTHER REFINEM.NT OF ROLF, RELATIONSHIPS

M area of continuiag concern is that of clearly defining the
roles of the various personnel involved in the TEEM so as to facili-
tate a more integrated comprehensive system. The interrelationship

of the psychological services worker, the instyu:tional program
asafstant and the parent coordinator is one avea that is currently
being refined. Further development in défirition and integration will
be continued throughout the year,

(o]



AL NN ¥ e o -

51

INTELLECTUAL SKILL RESEAKCH
In an effort to augment and expand the training ceceived by ithe

psycholegical services personnel in the areas of intellectual gkill
training, the Arizona Center will conduct several investigations within
this area, especially the area of skills facilitating identification

of letters. Three related studies have bteen designed for investigating
the task, procedure, and stimulus variables involved in the identifica-
tion of complex visual stimuli (letters). These studies will be con-
ducted during the coming year. Data resulting trom these and other
related investigations will be disseminated to the fleld psychologists
8s soon as they become avallable.
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CONCLUSIONS: EDUCATIOMAL IMPLICATIONS

FROGRAM ACCOMPLISIIMENTS
The pilot year of TEEPS implementation demonstrates that a

systems approach can be used with success to make psychological
theory and technigues available for use in solving educational
problems. TEEPS, operating within a systems context, has provided
professional skills in research, consultation and evaluation to
participating schools. This diversity of skills would be difficul?
to duplicate threugh the traditional approach of embodying com-
petencies in the individual practitioner.

TEEPS has also demonstrated the effectiveness and efficiency
of a consultation approach to the solution of educational problems.
Psychological services in schools have traditionally used the so
called medical model, diagnosis followed by treatment. Treatment,
vhen implemented, has been carried out by a highly trained specialist
in counseling or psychotherapy.

The medical Molel has proved to be inadequate for use in schools
on several counts;

1) The model is limited in its application to "problem" child-
ren because it begins with the assumption that there is something
wrong with the child. The scope of services which psychologitts
could provide in schools has been severely curtailed in part because
of this limitation of the medical model.

2) Because of cost, diagnosis often takes place without treat-
ment. ‘the schools are provided with a depressing record of problems
in children with no record of solutions.

£) Because treatment occurs outside the classroom or home, with
no guidance from the teacher or parent, it may lack relevance with
respect to solving the problems with wvhich educational change agents
are concerned.

4) Finally, applications of the medical model have not requixed
any objective measure of the extent of problem solution. Prcblems
are not defined operationally nor are goals stated in operational
terms. Consequeritly, shen the medical model {s used it f{s impos-
sible to determine whether or not services have been of any value.
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if It has been known for some time that rrincinles of learning
can be uscd to solve educational problems (for example, see lantura,
196¢) and that the elecborate procedures associateld with the medicel
model are in all likeliiiood ineffective. Huwever, little work has
been done on procedures for making psychological principles cvail-
able to educational change ggents who have minimal training in
nsychology.

TEE™S demonstretes that a nsychologist znd @ tescher working
together can solve educational probleme. They cer define problems
operetionally. They can formulate concrete intervention plans, and
they can measwe vhat they have accomplished. The data indicate
that consultation teams are hiphly effective ond reasonably efficient,
an? that consultation as a service can attain a high degree of ¢c-
ceptance in schools.

PSYCHOLOGY IN THE STHOOLS

tle live in on era representing a sipnificant advance toward the
long held oal of developing a science of evucational practice.

(-) Educators and the public at large sre ne longer satisfied with testi-
monials ebout profram effecte. Thiere is e groving desire to lmow in
concrete terms vhat an educational program is end.ihat can be expicted.
of the children wvio axe in it.

tsycholosists, as behavioral scientists, are in an excellent
position to guide the application of science in educational eettings,
and, indeed, they have already made extensive contributions in this
regerd. Unfortunatelyv, the vsycl.ologist in the schools Las not been
vercefved in the broad role of educational ecientfst. Ratiir, he
has been identified with sne-ializel, narrowly focused theoretfcel
positions. CIchool psychologiste, for exampla, have been thouzht of*
as dfagnosticians or mental tosters ond have dealt mainly with de-
viant behaviors.

TELPS 18 besed on the position that the communication process
between psychologists and elucational change agents is the cruciel
fector in transmitting psychology into the schools. It is for this

vl
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reacon that greast stress is placed on thie congultatiun process
within the TEE?S program. Consultation has the capability to bring
the vast scope of information which constitutes psycholory es a ¢
science to bear on educational problems.

THE NEE) FOR TR/INING

The character of psychological services in the echools can-
not be altered by words. /t the Taayer Ncnference (Tutts, 16557,
for example, the importance of congultant services ves stressed.
Yet, consultation has never become & major thrust in psychological
services. The Thayer conference wac¢ not designed to make nrovie-
sion for defining consultation concretely, for demonstrating its
effectiveness, or for training psychiologists to use it. These are
the tasks vhich are necessary to accomplish to make ¢ mnsultation
2 part of educational practice.

If the consultant role i¢ to Ve implemented in the schoolsg,
peychologists will have to be trained to perform it. Funding
agencies heve :llocated very little sunport for the training of
psychological services personnel. “erheps this lack of support
stems from disenchantment with the results of services rendered in
accordance with the medical model.

\%e believe that the psychological services worker trained
In congsultation at the esub-doctoral level is the crucial link in
the transmission of psyclology as a science into educational prac-
tice. The pilot year of TEE"S operation provides 3 step tovard
demonztrating the vital importance of the sub-doctoral psycholegist
in uis role as consultant in the schools.
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INTELLECTU/L SKILLS: & HZl? CONCEPT FOR & CHANGING S('}-CIE.’I‘Y‘1

By John R. Bergan

Conceptions of intellectual competence in Vestern cultwre heve long
been dominated ty the concpet of intellectval abilities. The central
educational uge of the ability concept has been to provide ¢ basis
for classifying scudente in order to group them for instruction.
/bility classificavions have served an important purpose in society.
The echievement of the technologicel culture in vhich we live has
come about beceuse netursl resources end human resowces have been
readily available. /bility claseifications have locilitsted sociely's
access to human resourcas by providing an economical means for iden-
tifying those individuale vhose intellectual competencies, with a
minimum of expense, could he harnessed to the complex teshs of &
technological age.

Cespite the benefits vhish hove accrued from resource avail-
atility it ie now becoming increasingly clear that the path of re-
source utilization which we have chosen is fraught with danger. ‘e
hove been a2 consuming socicty, ¢ society whose wanton plundering of
both naturel end human resources cuggests an almnst mythological
belief in a world ol inexhaustible plenty. e are beginning, hou-
ever, to recognize that we cannpot go on consuning our natwal re-
sources 8s we have been doing without radicalily eltering living
patterns, and we src slovly beginning to seco that past consumpticn
of human resources hos contributed to the creation of the rural
and urban ghetto westelends which spratl across the country.

————

1. The author vishes to express his sporeciation to Ur. Berry
Zimmerman, vhose ideas creatly influenced this peper.
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The concept of intellectual abilities has been shaned to serve
the needs of the consuming suciety. (s the nation has befun to move
toword a consexvation stence with respect to its natural and human
resources, o new set of needs has emerped. Needs for classification
to fecilitate access to human resources have given woy to neels invel-
ving development of human resources. This Bhift in emphasis {rom
clessification to development calls for a thuxough rc-examination
of the ability concept. In addition, it raises the auestion of vhether
or not the ability concept ought to be augmented by & concept, such as
that of the intellectual skills, with grester potential for metting
the needs of p.ograms designed to produce chenge in intellectual
competencies.

Intellectusl fbilitles
fbilities end Prediction

The term ability moy be described quite simply as behsvior which
sn individusl can emit. The simplicity of this denotation bolies
the fact that abilities are defined empirically by an elaborate
set of conventions designed to serve the purpose of predicting be-
havior.

Ttie study of human abilities for nearly 100 years has been
strongly identifies with the objective of predicting performance.
Ironically the stoge was set Tar the long dominance of the predic-
tion approach by laboratory regearch which did not have prediction
2s its goal. For nearly a decade in the lote 1800's, James McKeen
Cottell (1896) attemptec to define and measure thie basic processes
underlying intellegence. Then came V'issler's (1901) study vhich
indicated that Cattell's measwres were of no value in predicting
ecademic success. Vissler's study dealt ¢ serious blou to the
theoretical approach exemplified in Cattell's work and pointed
to the potential importence of prediction.

/t the end of the nineteenth century, the challenge of using
mental tests to predict critericn task perfarmence was taken up by
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Binet (1905) using correlational techniques. Since Binet's eorly
work, the prediction paradigm has been the dominent force in sheping

the concept of mental abilities,
The conventions of the prediction paradigm are thoxoughly fam-

iliar to every psychologist:

1.

Test.items chosen to measure abilities are selected so ss
to maximize individual differences in performance. Items
vhich too many people pass or too many people fail are ex-
cluded becaude they do not hclp to maximize individual
differenrces.

Since the purpose of ability measurement is to preditt
performance, validity is estzblished by correlating ability
meagures with criterion messures.

Since accurate prediction requires stability in individual
differences, reliability is established by assessing the
extent to vhich individual differences ere ronsistent
within a test, or between two forms of the game test, or
over time.

n individual's test performance is described by stating
his position in & reference group.

Finolly, obilities orc defined, typically through factor
analytic procedures, on the bagis of clusterings of
correlations.

&b
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Whenever there is a need to select individuals for inclusion in
or exclusion from a given group on the basis of predicted criterion
performance, the predicticn approach is of velue. Society ie replete
with situations calling for selection. The most familiar exampie of
such situations is, of course, ability grouping.

f1though it is valuable for selection purposes, the prediction
approach is not well suited to the problem of teaching irtellectual
conpetencies. The central probem sgsociated witlh the prediction
parzdigm 12 that it does not require operational specification of
the parameters which define abilites. Becuase operational specifi-
cation is lacking, behavioral change resudting from instruction ran
be obscured. The procedure uced to ecelect samples of items fer
abiiity subtests provides one example of lack of operational epeci-
ficity making it extremely difficult to determine appropriate content
for training. Teets of intelligence, for example, invariebly include
31l items in a population in a single administration of a subtest.

The dilemma created by the sampling problem is that vhen the
population of items underlying a eubtest sample is not specified, it
1s not possible to assess the extent to which the ability measured
by the subtest is changed throush instruction. Considir the case
of a vocabulary subtest. If one were to teach the wurds on tne zub-
test, one would be secused of teaching the test and not thd ebility
measured by the test. If one were to systematically avoid subtest
words, presumably there would be little change in futwre performance
on the subtest. If the population of vords from which the subtest
sample was 3elected vere known ft would be possible to base in-
struction on random selections of words from the population. Under
these circumatances, words on the subtest would occasionally be
selected for instruction. The probability of 3 subvest word being
gelected vould be a function of rate of learning.

ERIC 6
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The procedure of grodp reference provides a second example of
lack of 6perational specificity. Uhen group reference is used, an
individual's performance is described, not <n behavioral terms, but
in terms of group position. Although it woild be possible to relate
group reference scores to behavioral desexriptions of performance,
it is not necessary to do so. The result all too often is that
group reference scores obscure inforration about what a student can
or cannot do by substituting for such information nothing more than
a description of group position.

Group reference obscuxes behavioral chainge as vell as operational
specificity of bebaviors. The most direct iay to measure ability
acquisition would be to as#ess the extent to which an individual's
performance of an abiliky behavior changed cver time. Acquisition
typically is not assessed in this fashion. It is measured not by
change in performance, but rather by change in group position. Con-
sider a group of ten first-grade children who differ in the ibility
to remember sequences of digits. By the time the children are thixd
graders their memories will probably all have improved, but their
relative positions in the group of ten may ternd to remain constant.
In order for a child to demonstrate a chenge in abflity, he must to
able to show not merely that his performance has 1mpr0~é3275ht‘that
the improvement has been at a faster rate than is the case for uvthersiin
an appropriate reference,group. then change is measured against a
standard (the reference group) which is itself changing, the apparent
extent of change necessarily will be attenuated.

Not only does the prediction approach obscure change, it also
obscures the cultural relevarce of intellectual training. Prediction
type tests Co not measure the manner in vhich ability behaviors in-
fluence criteridn task performance. Prediction tecst scores indicate
only group position,

The role of the prediction approach in obscuring the cultural
relevance of ebility training is clearly illustraded in recent ei-
forts to base ability training progvams on scores obtained on diag-
nostic abjlityotests. The general format for the construction of

6o
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diagnostic ability tests includes a series of subtests under a heading
such as language abilitie¢ or perceptual abilities. Typically each
of the subtests is assumed to measure a separate ability. # child
receives a score on all subtests as well as a toial score. These
scores are in @ssence standard scores whirh specify the child's
position with respect to & norm group. The child is given a profile
vhich indicated for each subtest the extent to wi'ich his performance
devietes from tha average. Instruction is often pruscribed on the
basds of the profile. For exanple, if & child is above average on
six subtests and below average on threm, it may be suggested that

he receive instruction in the three arcas in ihich his perfor.iance
is low.

The basic task which diagnostic ability tests used in education
are designed to accomplish requires specification of the manner in
vhich the abilities of the individual chiid influence his performance
of acudemic tasks. Unfortuaately diagnostic ahility tests specify
only gZroup position., It is impossible to determine directly from such
tests whether or rot for the individual child ability training is of
any use in facilitating ciiterion task performance.

In some instances research has been done to ascertain whether
or not ability training influences ceiterion pexformance of a group
of children. The general strategy underlying such research efforts
has been to compire the performance of children receiving ability
training with contcols vho have not received training. Studies by
Frostig (1963) provide eramples. ‘

Results of group comparisibn research have been in the main quite
disappointing, and they provide no information sbout the advisability of
profile analysis. To demonstrate that an experimental. group which re-
ceives training performs significantly better than & control group in
no way indicates that training should be based on the analysis of
individual profiles. Highiy complex and very expensive studiea
involving differential predfcticns of learning rate based on profile
variations would be needed to establish the validity of profile
anmlyais.
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The strategies underlying the prediction approach were designed
to facilitate prediction. They were never intended to relate ability
training to cirtericn task performancd.

Intellectual Skills
Need for the Cencept

The concept of avility has been linked for so long to predic-
tion conventiors that it is doubtful that new meanings could be
attached to it without creating a great deal of confusion. Yet,
there is a need in education for a concept in many respects analo-
gous to that of ability.

Radical behaviorists, operating as though there were no justi-
fication for an ability concept, have attempted to alter learning by
applying a single set of procedures to all individuals regardless of
individual difforences in the kinds of competencies brought to the
learning t..sk. Certain behaviors have proven to be extremely resis-
tant to change under procedures advocated by behaviorists (Flavell, .
1963). (Gagne 1968) has argued qQuite effectively that the lack
of success of the behaviorists canbbe traced to a failure to de-
termine and to teach those behaviors which are prerequisite to the
mastery of learning tasks. .

There is a need to establish a concept like the concept of
ability to serve as a basis for classifying behaviors which underlic
task mastery. The term intellectual skill provides a sujtable lable
for such a concept, #Plthough the idea of skil) has been linked
primarily to the study of motor coordination, it does have properties
which make it a likely choice for use in describing intellectual
behaviors. The term has been used informally to describe intel-
lectual tompetencies: Yet; it is not firmly entrenched in an ex-
isting theoretical position as is the case with the concept of
sbility. Furthermore, common usage of the word skil) indicates
behaviors wvhich can be acquired through fnstruction. Thua, the
spectre of the rature-nurture issue vould probably not Lecome in-
volved in debates over the training of intellectual skills to the
extent that it has been associated with arguments over the train-
ing of intellectual abilities.
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Tefining /ttributes

# gkill, like an ebility, is behsvior which an individusl cen
em’ Intellectual sikills can be distinguished ¢s 2 class from
ot! b iors by tiwee defining ettributes: Tultural relevasnce,
behaviorai definition, and transfer properties.

In order for e behavior to be classified as an intellectuel
skill it ought to be possible to demonstrate the rclevance of that
behavior to the accomplishment of cultural gosls. The conatruct of
intelligent behavior has long involved empnasis on culturel relevance.
18 early as 1534 the English legel definition of intellectual dincom-
petence, stressed cultursl relevance as reflected in econcmic respon-
sibility, "He wlio 21311 be said to be & 3ot and end idiot from his
birth is such a person vho cannot eccourt or number twenty pence,
nor can tell who was his father or mother, nor how old he is, etc,
g0 as it may appear that he hath no understanding be recason of vhat
g¢hell be for his profit nor what for hic loss." {(Fitz-Herbert, 1534).

Concern for cultural relevance has continued to the present to
exert influence on concepts of intellectusl competence. Such con-
cern is most clesrly evidenced in the convention of establishing tie
validity of sbility tests by correlsting them with ciiterion mea-
sures. Cespite thie convention, however, the cultursl rclevence of
instruction presum2d to promote intellectusl competence is often nut
estoblished. This gs particulerly appsrent in eerly education pros
grems.  For exemple, nercéptuzl discrimination tasks end object
clessificetion tacks are presumebly taught becsuse it {s assumed
that they will assist the child in future lecrning of tashs with
known cultural relcvence. Empiricel suppor®: for this assumptior
is lacking.

In recent years there hae been 2 lsudable incresse in interest
1+ establiching behavioral objectives for educstionsl progrems (Mager,
1962). It would be of greot benefit to education to esteblish that s
necessary cordition for defining en intellectual ekill be o def~
tnition of the.ekill 4n behvviorsl ‘terms.’ The -impbrtanée of beheviurel
definition is, of course, that it ensblee educators to define pre-
cigely whet tiey are trying to teach.
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The most imporiant reason for distinguishing intellectual skills
from other behaviorsils that it is useful to lmve a name for those
behaviors with transfer properties that facilitate the learning, per-
formance, and/or retention of various criterion tasks.

A number of investigators (e.g. Brumer, 1960; Gagne, 1970) have
fndicated the impprtance of distinguishing between transfer based
on identical sitmulus and response elements and thecrtransfer of con-
cepts, principles and strategies for directing learning. Gagne (1970)
has argued that all of the varieties of transfer play & role in
shaping intellectual capapilities. He suggests that higher order
forms of vransfer exemplified in the transfer of woncepts, principles,
and strategies are based on kss complex forms of generzlization
involving identical stimulus and xresponse #dements.

The central importance of the highexr order forms of tramsfer
is that they axe freed from gpecific stimulus properties. Thi¢
freedom offers the potential for greatly expanding the kinds of
situations within which transfer behaviora can be used. The
potential to apply a capability in a wide variety of situations
has long been thought to be the hallmark of intelligence. Accord-
ingly, the empirical demonstratlon of the higher order forms of
transfer ought to Le & criterion for defining intellectual skills.

Transfer influences can afféct acquisition, performance, and
retention. The research efforts of Harlow(1949) on learning to learn
and of Gagne (1970) and Recnick (1967) on learning hierarchies il-
lusirate the beneficial effects of transfer on asccuisition. Transfer
also may influence performance., For example, in the area of problem
solving, the learning of principles underlying the solution to a
given problem may enable the learner to solve otlter prodblems in
the seme class (Gagne, 1970). Finally, the transfer properties
of certain intellectual skills can influence retention of material
previously learned (McGeoch and Irion, 1952).

Conventions for Defining Skills

Just as it was necessary to establish conventionf§ for defining
aid measuring abilities to gserve the needs of the consuming saciety,
it will be necessary to establish conventions for defining and

e o
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and measuving intellectual skills to be developed to serve the needs
of the conserving society, There are well lnown procedures which
could te applied as conventions for defining intellectusl skills.
To meet the criterion of behavioral definition, sveislbble proceduree
for specifying behavioral objectives (Mager, 1962) could be adapted.
If these procedures vere used, the cless or population of behaviors
reprecenting 2 skill would be specified. Exemplsrs of the class
would be given. The conditions under which the v¢kill is perlormed
would be detailed and the level of acceptable performance defined.

Established experimentsl procedures used in regedrch on lesrn-
ing could serve 88 conventions to meet the critérion thst tvsnsfer
properties be empiricslly demonstrated. Oroup statistics deeigne
involving experimental 2ad control conditions could be applied in
laboratory research on the definition of intellectusl skills énd
in thoee field settings in which apprepriate controls wore available.
Single subject designs developed by opersnt researchers, because
they require neither randomizstion nor controle, would be especislly
useful in field settinge.

fssesement of the cultursl relevance of & skill requires de-
termination of the relevance of the critérfon tasks in vhich the
skill fs used. Becusce the charscter and needs of a culture change
overtime, cuitural relevance of criterion tasks must be determindd
by humsn judgment rather thsn by objective stsndsrds. There ere es-
tablished means in fmericen culture for meking judgments as to those
tehaviors which are relevant to culturel gosle. The verious énnual
meetings end epecisl conferences of professional proups and the pub-
licetiona of experts in fields relsted to education provide exsmples
of existing sources for determining relevance at the local level.

Given that the culturel relevance of & tatk hae been ectablished,
the culturel relevence of skills purported to underiie eccomplishment
of the task can be objectively seressed by ectodblishing the convention
that taeks used to demonstrate trensfer have known culturel relevance.
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Conclusion

The central importance of both the concept of intellectual
abilities and the concept of intellectual ekills is that they iden-
tify fectors vhich underlie the accomplishment of gignificant tasks
within a culture. To say that a person learns academic material
quickly because he has a good memory, or that he writes well be-
cause he is creative, is to say that there is something present
in his behavior which hes a determining influence on his effective-
ness In tack performence. In the consuming society, it was suf-
ficient to lable that something as an internal set of traits called
abilities.

The need for identifying behaviors underlying effective tack
accomplishment i even rreater in the conmserving society than it
hae been in the consuming society. The purpose for identification,
tovever, is different. Vhereas in the past it was sufficient to
identify individuals who possessed behaviors underlying taek ac-
complishment, it ie row necessary t» identify the behaviore them-
selves so that they can be taught. T.is shift in purpose demands
a ehift in the cercepts and conventions used to define f{ntellectual
competence - Needs for selectinn continue to exiet in society. In
consequence, the notion of intellectual abilities remains viable.
The concept of Intelleciusl skills advenced in this paper viould
augient the ability concept to make the definition of intellectual
competence responsive to the oal of developing human intellect.
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THE PROBLEM IDENTIFICATION INTERVICW
' For a
BEH/VIOR PROBLEM

I. Operationslizing the Problem.

. Structuring Behaviors.
1. "Tell me about Jimmie."

B. Target Behavior Elicitors.
1. '¥hat does Charles do when he disrupts the class:"

C. Conditions Elicitoxs.
1. ‘fntecedent Conditinns Elicitors.
(a) 'What gernevally happens before Charles hits
another child+"

2. Conzequent Conditicns Elfcitors.
(a) "vhat happens afterward?"
(1) 'that do you do?"

(2) *“How do the other children react:"

3. Situational Conditions Flicitors.
- (a) “In shat kinds of settings does Charles hit other
" .childrent"

D. Torget Strength Elicitors
1. 'Mow often does this occur"




Tha Problem Identification Interview
_) For a
Behavior Problea (continued)

2. "How long does he usually participate before he leaves
the group "

E. Summary
1. "You have said that: This, then, is the problem."
(Cive exemplars, conditions, and etrength)

In the coursez of operationalizing the problem, it may be necessary
to uge structuring behaviors and summarizing behaviors in order to
maintain focue in the interview and to remember vhat has been said.

II. Recording Baseline Data

f. Structuring Statements.
1. "We need to have a record of Paul'e paritcipation in
the sroup and the conditions under vhich it ovcurs.”

B. Informative statements.

1. "The record willlhelp us to know precisely how much
Paul does participate and it may give us som> clues as
co vhat factors are controlling his participation.
/lso it will pive us a etandard against vhich to evsl-
uate chanfes in the extent of hig participetion.”

C. Structuring Statements,
1. ‘"How would it be most convenient for you t+o record
participation:"
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The Problem Identification Interview

For @

Behavior Problem (continued)

D.

H.

Recording Conditions Elicitors.
1. 'When would you teke data?"

Recording Strength Elicitors.
1. "How «ften during the week (day, etc.) would you record?"

Torget Exemplor Flicitors.
1. "what would you record?"

Summary

1. "You have said that you are going to record: (Specify
target exemplars, antezedent and consequent events to
be reccrded and response strength and conditions).

Terminating the Interview.

1. Pacord on the data collection: baseline form the
target exemplers, conditions and responese strength
and conditions as you mske the surmery in G above.

2. Giva the teacher a copy of the data collection baseline
form,

3. Schedule the problem 8n3iysis interview.



I.

THE PROBLEM ANALYSIS INTERVIEY
FOR £ BEH/VIOR PROBLEM

Discussing Baseline Data

£,

(o}

Structuring Statements.

1. 'Let's begin by looking at the baseline data you
collected."”
(a) #Advantage: assumes teacher has collected data.

(b] Con't say: "Did you 2ollect the datat"
(1) Implies that the teacher might not have
collected data.
(2) Has the connotation of checking up on
the teacher.

Graph the data for the teacher-

Strength Elicitors.
1. "Lot's see how often this behavior occurs.’

Conditions Elicitors.

1. "that most often followe this hitting behavior?"
2. "“What precedes it7"

3. "In vhat situations does it occurt"

Summary
1. 'tle can see from this record that:"
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The Problem Analysis Interview
x For a Behavior Problem (continued)

F.

G.

Interpretation Statements.

1. "It almost seems as though Chsrles enjoys being repri-
manduvd for hitting others. £#s ycu soid, he seems to be
doing it for sttention.,"

Interpretation Elicitore,
1. ‘"“that in the evente that you noted following this
behavior could be rewirding to Susan?"

II. Plenning the Intervention.

I

Structuring Statements,
l. "'e need to make & plan."

Surmerizing Statements.

1. 'You said that Cherles seems to hit others to get your
sttention and that these cucs (list thsm) seem to trigger
hitting benavior."

Modification Conditions Elicitors.
1. "1s there some vay that we could remove your attention
ag 8 conseguence £ hitting behavior:" :

2. "“Could we remove Cherles from this situation vhich
ceens to trigger his hitting behavior:"

3. "that are some things Charles likes to do."

Summarizing Statemernts.
1. "“This, then, will be our plan: (Specify terget exemplars,
conditions and strength)."
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The Problem Analysis Interview
For a Behavior Problem (continued)

I111. Recording the Modification Plen.

Ai. Summary validating recording procedure.
1. "You will continue to record hitting behavior as you did
lost week."

B. tritten agreement.
1. trite down the modification plan.

2. Give the teacher o written copy of the plan.

1V. Terminating the Interview.

#. Make srrangements for the scheduling of the evaluation
interview.
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Betty Crutchfield

Betty Crutchfieid
Betty Crutchfield
Richard Brown
Dohn Dololou
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John Dololou
Joan Warner
Joan {"arner
Joan Varner

Genevieve Bertlett

venevieve Bartlett

PSYCHULOGICAL SERVICES

COMAUNITY
Chickasha

Chickasha
Chickasha
Tucson
Tucson

Tucson

Tucsen

Senta Fe
Santa Fe
Santa Fe

Nalker Co.

¥ialker Co.
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video Tepes

SUBJECT
Prab. Ident.
w/P. Bolton

Prodb. Anal-
w/P. Bolton

Prob. Eval.
w/P. Bolton

Pri e Ident-
w/i« Smith

Prodb. fnal.
v/B. Richards

Prob. Lval.
w/B. Richards
hubl Ideflt .
w/ 8. Richerds

Prob. Ident.
v/ Spradling

Prob. fnal.
v/ Spredling

Prob. Eval.
w/ Spradling

Pl‘ob- Ident-
w/B. Houser

"Good Peer Mode*"

Prodb. fnal.
w/X. Ceoud

T

IME

1¢

29

14

25

21

18

10

26

22

Min.

Min.

Min,

Hin.

M¥in.

Min.

Min.

Min,

Min.

Min,

Min.

tlin,

QUALITY
Video-Good
fudio-Good

Video~Good
2udio-Good

vVideo-Good
Audio-Good

Video-Good
tudio-Good

Viceo-Good
fudio-Godd

Video-Fair
{1ight)
Audio-~Good

Video-Good
Audio-Geod

Video-Good
fudio-Good

video-Cood
‘ud 10-GOOd

Video-Fair
/fudio-Good

Video-Good
fudio-Good

Video-Good
fudio-Good



Lynn Kelley

Lynn Kelley

Lynn Kelley
Jearold lason
JwrddMum1
Jearold Mason
Jean VYaughn
Jean Yaughn
Rob;rt Buckner

Dorés Hart

Doris Hart

Doris Hart
Robert Buckner

Joan warner

Genevieve Bartiett

Hoonah

Hoonah

Hoonah
Vincennes
Vincenres
Vincennes
Wichita
Vichita
Lincoln
Miss.

Miss.

Miss.
Lincoln
Senta Fe

¥alker Co.

-2 -

Proh. £nal.
w/B.J. Mayles

Prob. Ident.
w/B.J. Mayles

Prob. Eval.
w/B.J. Mayles

Prob, /fnal.
w/B. Houser

2rob. Eval.
w/B. Houser

Prob. Eval.
w/B. Houser

Prob. Ident.
w/M. Melton

Prob. rnal.
w/K. Cloud

frob. Ident.
w/ V. lusbook

Prob. fnal.
w/f. Smith

Trob. Ident.
w/&. Smith

Prob. /nal.
v/, Smith

Trob. /nal.
w/V. fusbook

Prodb. /nal.
w/E. Spradling

rob. /pal.
w/P. Houser
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11 Min.

13 Min.

10 Min.

9 Min.

21 Min.

22 Min.

28 Min.

19 Min.

21 Min.

5 Min.

16 ¥in.

18 Min.

)2 Min1l

18 Min.

18 Min.

Video-Good
tudio-Good

videé-Good
fudio-Low
at beginning

Video-Good
fudio-Good

YVideo-Good
fudio-Good

Video-Good
fudio~Good

Video-Good
fudio-Good

Video~-Good
fudio=-Good

Vided=-Good
fudio-Good

Video-Good
fudio-Good

Video~Good
fudio=-Good

Video-Fair

(Slightly
dark)

iudic-Good

Video-Good
fudio-Good

Video-Good
fudio-Good

video-Good
fudfo-Good

Video-%ood
fudio-Good
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FORMS /N> 7ROCEDURES

Code Identity Sequence Number

foncultation Tacket--

RF/2-70 Referral Form 1.

PII/5~70 Problem Identification Form (3 pases) 2.

F£/1-170 Functional fnalysis 3.

IPI/7-10 broblem fnalysis Interview (2 pagee) 2

BOSS/ 7-70 Behavioral Objectives Summary Sheet 5.

"E1/7-70 Problem Evaluotion Interview 6.
fdéiticnal Forme--

)/ 5270 Data Collection Form

BR/5-70" Behavioral Record (grsph)

33/ 7-70 Dato Collection: Baseliine

DC:M/7-00 Dets Collection: Modification

TROCECURES

f. ! quarterly report form will be gent on or before December lst,
March 1lst, and June lst.

P- Send 211 forme on 81l csces in your quarterly report. (For ex-
ample, sesume that during the first quarter you have conducted
® problem identificstion intexview on a cese, eend the referrel
form and the PIl form. ([egsume that during the 2nd quarter you
complete the cese. SJend 21l forma when you submit the quarterly
report, including copies of the referral form end the »1 interview.
Juring the 3rd quarter, the casc would not be reported eince it
wvas closed in the previous quarter. Send nothing on the céee in
the third quarter.g

C. In the case of learning problem referrels
1. Keep s summary record for eech stsge underteken indiceting

gequence #nd succeee level.

s« Meil 0ll forms, querterly reports and correspondence concerning
caces to: '
Mrs. Elaine Nichoson
¢/o frizons Center for Ferly Childhood Education
follege of Fducetion, University of ixizona
1515 E. 1st Street, Tucson, /rizons 85721

PROZEURZS FOR FORM USE IN 8°¢¢ IFIG C/SLS

/. Behavior Modificetion: problen recurrence
1. Troblem /nolysis Interview
2. “roblem Evelustion Interview

B. Change from beheviorel to learning problem or vice verss
1. Begin £t “roblem ldentiffcztion and go on.
2. Troblem Evalustion Interview

C. New problem in game child - stert from beginning.

D. Tcacher picks 3 new behavior mentioned in Problem Identification
Intervieu ot time of initisl referrsl--stort from the berinning
with froblem ldentification Interview.
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REFERRAL FORM

Name of Child:

fge: Grade: Dete of Birth:
Date of Referrall

Nature of Problem:

Background:

()
Referred by:

——— .

Psychologist 's Remarks:

RF/2-70

()

Teacher:
School:

Psychologist:
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nate:

FUNCTIONAL /N/LYSIS

Summaxy Data For Functional /fnalysis

Intecedent Stimuli Possible maintsining consequences

£ f
;
— SR .3, PO UL —
R — - et e —— e e
P.*.__..._.-._..,....M..N..__.-_-.._..»_,..-ﬂ.._. e

e - e - e .-*--.{..‘.._. e e e et —— 0~ e 4 a

J

e e e Bt T Bt e A . St g e, A -—.‘,- -J; . ———_ e oy G ot . s e Pttt g

Conclusions:

1. [/ntecedent stiwmull serving as cues -

2. Maintaining reinforcers -

F4/7-70
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Date:
PROBLEM ENFLYSIS INTERVIEY

Operationalizing Gcal Behaviors:

Class
Exemplars
Strength (rate, amplitude, latency, duration, percentage)

Contiguous and/or contingent conditions

Rationale for Modification Plan:

Operational “efinition of Mcdifjcatfon Plan: Is the child told about
' o the plan? Yes No
Functional /nalysis:
fntecedent events -
Class

Exemplars

rocedure (withdraw, introduce)
Consequent events -

Class

Exenplars

Characteristics (echeduvle, fumediacy, amplifude, duration)

Contingent conditions

Procedure (withdraw, introduce)

Tlan executor(s):
f 1/ 7970




PROBLEM ANALYSIS INTERVIEW (continued)
Skill Training Procedures:
/ntecedent Events -
Stimuli presented
Class
Exemplars

Stzength

Procedures (introducing cues, mecdeling)

Conditions of stimulus presentation
Context

Direciions

Consequent events:
Teacher's events -
Class
Exemplars
Strength
Conditions

Plan executor(s):

211.2/1-70

93




Q

pDate:

BEHAVIOR/L OBJECTIVES SUMMARY SHEET

Goal Behavior for child:

Sub-goal 11
Class

Exemplars
Strength
Cornditions

Sub-goal 2
Class

Exemplare
Strength
Conditions

Sub-goal 13
Class

Exemplars
trength
Cenditions

Sub-goal 4
Class

Exemplars
Strength

Conditions

fdditional Commirats:

BOSS/7-170

Qo
Y=



TROBLEM EVFLUSTION INTERVIEY

Cas€ status: {check as many as needed)

Terminated

In progress

Behavior modification goal attained

Behavior modification goal partially attained
Behavior modification plan unsuccessful

Behavior modification pléen withdrawn

Behavior modification p.an continued

Tost behavior modification rezording

Intellectual skill training goal attained
Intellectual skill training goal partially attained
Intellectual skill training sub-goall’ _attained
Intellectual skill training sub-goal:’ partially attained
Intellectual skill training sub-goali __unsuccessful
Intellectual skil. training vithdrawn

Intellectual skill training continued

Intellectval skill trairing transfer successful
Intellectual skill trairing transfer unsuccessful
Intellectual skill training transfer tiot attempted
Child moved away!

Referred to other Services

Unable to select relevart behavior

Lavk of change agunt cooperation

Pehavior no longer 1 problem (with data)

Behavior no longer a problem {without data)

Change of intellectual skill training goal

Change of behavioral goal

Cese not opened

Other

Evaluation of unsuccessful reinforcement procedure:

e s

1. Luingth of time program has been in effect -

2. Imrediccy of reinforcement -

3. Frequency of reinforcement -

4. /mplitude of reinforcement -

2E100/7-70

S —— B on e s m—n o b s &) e —t——— o -

Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yee
Yes
Yes
Yes
Yes
Yes

) U]

Yes

Yee
Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes



<-) PROBLEM EV/LU/TION INTERVIFW {Continved)

Evaluation of uneuccessful reinforcement procedure: (continucd)

5. Juration of reinforcement -
5.  Schedule of reinforcement -
7. oes procedure generate conflicting reinforcers =~

8. W%as plan implementcd correctly” -

New or revised modification plan: Mo Yes (see “roblem analysis
. " Y

Interview "

Testing for transfer:
N Stimuld presented -
(.} Clacs
Exemplar's

Strength

Procedures

Conditiong -
Context

Dixectionge

Results -
Transfer demonstrated

(~) ?ncc::%ueive

Q  rEIM2/7-70
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PROBLEM FV:LU/TION INTERVIEY (continued)

Testing for trensfer: (continued)

No effect noted

Eveluation of unsucceseful skill training procedures:

1. lLength of time procedure has been in effect -
2. Motivational acpects (see reinforcement procedurcs) -

Success rate -~

[

4. Status oFf enabling behaviors (attending, auditory, verbal skills) -

5. Tefined criterion of ekill trainin: (was ekill adequately Yearned)

6. Evaluation of prerequizite skills -

7. Training method -
Context

Oirections

“rocedures

8. Relevancy of skill trained -

“E145/1-10



" “ROBL*M EVELUATION INTERVILY (continued)

Fsycholopist'e contacts:

Teacher
“rincipal -
“arent -
Propram Asst.
Counseler -
Parent Inv. -

T E174/7-70

(1ist dates, designate joint confererce by %)

Mild -
Teacher aide -
Field rep -
social worker -~
Other -

a8
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. catea:
(a‘ fU; RTERLY REPORT

From (date): To:

",

&t of cases cuened:

! of cases closed:

NEME 2887 1IN YROGRESS 7. OF TERMIN/TEZ
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‘ . ZETI COLLECTION: Bf S:LINE

Tetes: From to Child's Nanme:

T e mea e s e ew—— . ——

Behavior:

Conditiorie:

Heasure:

Recording "rocedures:

a——— e s s b ——

Time Score : Before

—— e ——

'
- .
P e e R R R Iy o - — [ S T,
'
1
i
)
L d '
- .
[ 3 .
] :
1
.
.
.
.

nG:B/ 770
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— e oas =

— . e —— - s . . —— e — ==
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16
5
4 DfTf COLLECTION: MODIFIC/TIONM
Dates: From _____ ___to _ . _ Ciild's Neme: ..
Data Collection:
Behavior
Conditions
Heasure
Reccrding “rocedures
Modification ‘lan
} Reinforcer to be uced
Contingent upon
Time ! Lcore ! Observations (eny changes et
! additions to before and after
l events)
._.--...-.L.ﬁ..-.F~..-.---‘-__......[.M---.._-...-......-.----...--._.-“.u
i
1
F ~CiN/7-70 !
!
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