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ABSTRACT

This Curriculum Project, conducted by the Institute for the Study of Mental
Retardation and Related Disabilities over a two year period (1971-1973) hed two
major purpnses: (1) to develop a teachers' guide for exceptiona! children and
youth in the lnited States Dependent Schools in the European Area (USD=SEA) ; and
(2) tu pruvide training and experience in developing curriculum for a specific
setting for University students and key personnel in USDESEA.

The project population for whom the tcachers' guide was developed included
approximately 160C students placed in either special classes for the mentally
retarded or resource rooms for students with learning disabilities., These students
were located }n seven European Districts which cover a radius of nine million
square miles. Sixty percent of the school population resided in Germ. vy,

The concepiual plan of the guide utilizes developmental skill sequences
and criterion-referenced assessment tools. Abllities are presented in behavioral
terms in an order approximating increasingly complex maturational and cognitive
demands upon the student. Arranged in this way, each ability is a part of a
subset of skills needed to master a skill at a higher level of complexity.

As a corollary, learning each new skill provides reinforcement experiences for
previousiv learned skills, The assessment items simpiy ask whether the student
can perform a specific skill under a given set of conditions.

The quide is also designed to assist the teacher in planning classroom activities

directed toward skill attainment through the avenues of Content Development and

Task Analysis. Many of the skill statements are followed later in the guide by

suggested teaching ~-ivities. These activities represent a content breakdown
of the abilities and illustrate how a skill can be reduced to a series of smali
steps. In the c¢vent that a content development activity does not lead to the
cesired perforvance, techniques of task analysis are presented to help determine
the extent to which the student's information=processing deficiencies may be

interacting with the cognitive dimension of the task.




The guide is divided into four parts: (1) introductory materials and

Pre-Academic Skills; (2) Reading, Mathematics, and Science; (2) Peisonar-

wneial Skills, txperience Units and World of Work; and (4) Teaching Resoyrces

and Teaching Strategies, which are cross-referenced to the activities in

other parts of the quide.

After the first year of implementation, evaluation, and modiflcation,
the guide materials would be made available for more general use in the United
States Dependent Schools in the Pacific Theater and should be adapted tor

szhools in the United bdtates.
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USDESEA CURRICULUM PROJECT
Final Report

Draft

INTRODUCT 10N
(
The Institute for the Study of Mental Retardation and Related Disabilities,
(ISMRRD), University of Michigan, in cooperation with the United States Dependent

Schonls in the European Area (USDESEA), has deveioped A Teachers' Guide for Excep-

tional Children and Youth of U.S. service personnel in the European Area.

Problem and Rationale

A feasibility study, conducted for USDESEA by the Project Director prior to
the initiation of the project proposal, indicated a strong need for a special
education curriculum structure which would relate to the environment of the
Dependent Schools and which would articulate with curricula of the schools in the
United States to which most of these students return.

Unlike school districts in the United States, American communities served
by USDESEA are not political entities with their own governing and taxing author-
ities. All school funds are appropriated Ly the United States Corgress and are
channeled through the USDESEA Director who has complete allocation and accounting
responsibilities. By law, the Director is responsible for all phases cf every
program in every USDESEA school. Since these programs for exceptional children
within USDESEA are widely dispersed, it Is common to find only one or two speclal
education teachers '. a school which serves all American dependent children within

a radlus of fifty miles or more.



In the United States, developing curriculum guides for exceptional children
and youth is usually seen as a task for the city or county school district in
which they are to be implermented. Curriculum instruments prepared at higher
governuental levels are typically designed to specify objectives and strateqies
for their attainment, but the responsibility for filling in the nyriad practical
details is left tu the 'ocal school systems.

The high degrec of teacher and student mobility found in the Dependent
5chuols is not found in most schools in the United States. There is a rapid
turn=over of teachers in USDESEA and recruitment procedures result in drawing
teacters from a wide range of tra'ning and experiential backgrounds. The
unusual student mobility Is reflected by the fact that approximately 695 of the
school population are either new to the schools each fall or transferred into
the schools during the vyear.

The study further suggested that curriculum development responsibility is
feasible only to a limited extent by personnel within USDESEA. The dispersion
of programs and the mobility of the people make it Imperatlve that consistency
and continuiiy exist within and between the speclial education programs operated
by the Dependent Schools.

Finally, the feasibility study indicated that because of personnel and
organizational constraints within USDESEA, the scope of developing a curriculum
guide was yreater than could be accomplished without seriously Infringing upon
other responsibilities of the staff.

As a result of the apparent needs established by this initia) study, a pro=
posal was written a.d submitted to the United States Department of Education,
Bureau of the landicapped, for support of a project to develop a curriculum guide
for teachers of special education in the United States Dependent Schools in the
Eurcpean Area. The project was approved and funded with partial support from

the Department of Defense.



Purpu%cs

Initially, the major purpose of this curriculum project was the develop=
ment of curriculum materials for the educable nenta:ly retarded in USDESEA. However,
following conferences with adnministrators and teachers in USDESEA and University
of Michigan siudents, and after field testing parts of the first draft materials,
it was the consensus that *he unique concepts and strategies present in this guide
are appropriate and app). vle to other groups of nildly handicapped students,
espec.ally studeats with iearning disabilities. Therefore, the rmajor purpose of
this project was changed *o include the development of curriculun materials and
strategies that would relate ti the unique learning problems of many exceptinnal
children and youth while keeping the major curricuiun emphasis on the educahle

mentally retarded. Achieving tals purpose required completion of the following

tasks:

I. To design a teachers' guide utilizing a developmental skill sequence
and performonce objectives.

2. To provide techniques and strategies to assist the teacher in assessing
the performance of students and in developing activities directed
towara <xil1l attainment,

3. To provide skill attainment forms that will follow transfer students.

h. To relate the curriculum content to the military environment.

5, To articulate the curriculum content, in so far as possible, with
curricula in the United States to which most of these students will retu}n.

. 6. To provide training and practical experience to University students in

adaptiny curriculum for speclfic purposes.
7. To provide in-service ~ralning and practical experience to kay JSDESEA
adninistrative and teaching prronnel in developing and evaluatina the

curriculum content of the quide,




fackqround

During the first phase of the project, the Institute project staff received
orientation in the European Theater regarding extant special education proarans,
Special education centers were visited to obtain first~hand knowledge and under=
standing of the organization of classes and the teaching situation pertaining to
the developaent of a specialized curriculum,

It was found that 310 students from seven districts in Europe were enrolled
in special classes for the mental ly retarded and approxinately the same nunber of
learning disability students were recelving special scrvices in resource roons.
The number of students enrolled in special classes for the educable mentally
retarded average 12 per class at the pireschool, prinary and intermediate levels
and 19 per class at the secondary level. Teacher aldes were provided for each
wpecial class. MNany of the teachers used basal texts developed for the regular
grades while others used teacher prepared materials, basal texts and audio-visual
aids as the primary basis for instruction. There was no evidence of any curriculum
structure being {ollowed in the 30 classrooms visited by the project staff in
Geruany and Spain,

Each teache: and several administrative staff personnel were interviewed
immediateiy following the visitations to determine curriculum needs as viewet by
personnel and to elicit recommendat ions for curriculum content. There appcared
to be general concurrence of the group on the needs and recommendations which
follow:

1. A curriculum structure vhich follows a developmental sequence in each

performar..c arca.

2. Techniques that provide a means of assessing the present perforrmance

of a student in the academic and soclial areas and evaluation procedures

to determnire when a student has attained the skill,




3. A bredak=down of activities to develop skills.

. Diagnostlc procedures to ald teachers in determining the task demands
made upon a student and to preucribe appropriate technliques and materials
related to the learning task.

6., Instructional materlals that relate to the academic and soclial areas,

cross~referenced to speclific activitles.

6. Experlence units and lesson plans that inteqrate varinus strands of

the currliculum content.

Following the ortentation period In Europe, the Institute staff and University
students reviewed the literature, including 100 guides from large and small school
systems and state administrative units in the United States. The staff assumed
that the curriculum needs of a USDESEA could be met by syntheslizing the best
from current guides.

Careful examination of current guldes for exceptional children, however,
‘ndicated that the majority of them are reflections of each other and watered-
dewn versions of regular school currlcula==designs which have borrowed hits and
pieces from regular school curricula but have Ignored the developmental sequences
inherent In them. References to achlevement levels, grade placements, and levels
of expectancy appropriate to normal children were noted time after time in many
quides used In special educarion programs throughout the United States. Ffor
exannle, standard rcading and arithmetic series Intended for normal children of
4 given chronological age l:vel or grade placement are recormended for use with
students of much older chronological age levels who are assumed to be of
comparable mental & e levels.

In addition, curriculum yuides are often keyed to the handicapping condition
on the apparent assumption that similarity in underlying disease process produces
it ilarity in learning related symptoms. This practice of labeling curricula

tends to limit the use of these guides unnecessarily.



Some of the curricula and other materials reviewed contained excellent
resources that were adopted or modifed to adjust to the format of this guide.
Permission was qranted by the following authors, publishers and qovernnental
institutions to use or adapt selected curricular naterlals;

Cawley, J., Multiple Option Mathematics Curriculum for the lMentally

Retarded, University of Connecticut. (These materials are beiny reproduce?!
for use in USDESEA.)

Cratty, B., Developmental Sequences of Perceptual Motor Tasks, Educa-

tional activities, Inc., Freeport, New York.

Cruickshank, W., Marshall, F., and Hurley, M., Foundations Jf Nathematics,

Teaching Resources, Boston, Massachusetts.

Cheeves, R., Visual-tiotor Teaching Materials, Teaching Rescurces,

Life Sciences: A Special Education Program, ME NOM, Biological Sciences

Curriculum Study, P.0. Box 930, Boulder, Colorado, Publisher: Hubbard Scientific
Company, Horthbrook, lIllinois.

Goldstein, H., Social Learning Curriculun, Yeshiva University, Mlew

York, Hew York,
Special Educatlon Curriculum Development Center=--An In-service Training

Approach: Life Experience Starter Unit, Meyen, E., Director. A Cooperative

Program Involving the lowa State Department of Education and the University of
lowa.

To overcone the deficiencies in many existing curricula the authors of this
quide created a design which includes a developmental sequence of abilities,
Jassessiient techniques, content developmant activities, reinforcement activities,
and tash analysis. These concepts are developed more specifically elsewhere in

this report and In the teachers' gulde.




Prgjcct Locat ion ond Staff

The major portions of this Teachers' Gulde for Exceptional Children were

developed by the staff at the Institute for the Study of Mental Retardation and
Relate) Disabilities, University of Nichigan. The staff worked closely with
teachers and administrators in USDESEA to secure maximal input and feedback in
the developrient and the evaluatior of some of the mdterials.

The project staff consisted of the following personnel:

William N, Cruickshank: Project Director

Rozelle J. Miller: Principai investligator and “raining Program Asscciate

Ronald E. Nutter: Training Program Associate

John B. Junkala: Training Program Assoclate (stationed in Europe)

tynn F. Ellic: Research Assistant

Other personnel directly related to the project fcr shorter periods of
time included Barbara Sinelli, Program Associate, and Marjorie Barnes, Consultant
in Science and Mathematlecs.

Students from the University of Michigan and Eastern Michigan University
received training and experlierce in developing curriculum materials related to
the gulde's purpo:es.

Individuals from the Institute, other University of Michigan staff and public
school staff served from time to ti:me &> consultants to the project staff,

Teachers and administrators in USDESEA performed a particularly helpful
service in field testing, critiquing materials, and developing units and lessons

for the quide,




NETHONDS AND PROCEDURES
The prcject population for whom the teachers' guide was developec inc luded
approximately 1600 students placed efther iIn special classes for the mentally
retarded or In resource rooms for students with learning disabilities, The
chronological age range extended from three to twanty=one. These students were
located in seven European districts which cover an area of nine million square
miles. Sixty percent of the school population resided in Germany.

Staff Function

Four groups of educators were directly involved in the development of the
teachers' guide: (1) USDESEA Directorate and District Staff; (2) local tecachers
and staff: (3) staff from the Institute for the Study of Mental Retardation and
Pelated Disabilitles (ISMPRD), University of Michigan; and (4) students fron the
University of Michigan and Eastern Michigan University.

These four groups functioned in the following manner:

(1) USDESEA and District Staff provided professional consultation in curriculum

and punil personnel services and provided logistical support to 211 phases
of the project.

(2) Local teachers and staff served in an advisory capacity in specifying

curriculum needs and In describing the military community resources;
critiqued first drafts of the materlals; field tested sections of the
guide; and contributed Instructional sequences, unit materlals and lesson
plans for inclusion in the guide.

(3) ISHRRD staff deternined the curriculum needs in USDESEA, based on a continual

input and feedLack from teachers; established a conceptual base for the

develupment of A Teachers' Gulide for Exceptional Children and Youth and

provided in-service training necessary for adoption and implementation of
the quide; prepared drafts for critiquing and field-testing by USDESEA

personnel ; and revised and produced the final copy of the quide.
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(4) University students developed assigned portions of curriculum materials

under the supervision and direction of the SHRRD staff,

for purposes of providing a liaison between USDESEA and the University of
Michigan, a resident coordinator from ISMRRD was stationed at the USDESEA
Directorate. The role of the resident coordinator wai: to elicit input and
feedback from USDESEA personnel; to advise the ISMRRD staff on educational
problems unique to USDESEA schools; and to provide consultation and in-service
training in field-testing and implementation of the guide.

Personnel Training: University of Michigan (1SMRRD)

University of Michigan and Eastern Michigan University students recelved
long-term and short-term training ard cxperience in developing curriculum materials
for the teachers' guide. Twelve students received course credit for their
participation. They were assigned to the project for one-half day a week during
the fall and winter terms. A minimum of four individual conferences and five
small yroup neetings were held with the students. The course content included:

i. Orientation to the curriculum design by préject staff.

2. Review of the literature with reference to current curriculum materials.

3. Review of the literature to become familiar with the theoretical aspects

of a developmental curriculum and task analysis.

4, Deveiopment of a series of instructional sequences related to various

aspects of the curriculum design.
5. Participation in staff seminars to critique guide materials.

Students enroiied In other special education courses at the University of
Michigan were assigned to the project for shorter periods of time to receive
orientation to the curriculum design. The project st;ff members were also
invited to speak to various class groups of university students and teachers

in public school systems from time to time.
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Personne) Training: USDESEA

In-service meetings for special education teachers were conducted by the
liaison coordinator in Germany, England and Spain du*ing the first year and a
half of the project. The program content Included:

|. Orientation to the project's curriculum design.

2. Instruction in task analysis techniques.

3. Instruction in developing skill sequences.

4. Review of materials and technlques utilized In developing units and

lasson plans.

5. Development of units and lesson plans.

Workshops

All of the special educatlion programs in the European area were represented
in the two-week workshops conducted during each of the two successive summers.

The 1972 workshop was operated under the aegls of the University of Oregon
with Institute personnel serving as faculty members. Twenty=-six teachers and
four administrators were enrolled. The two~week agenda Inclu.ded:

Introduction to First Draft Materials

Rationale for Design
Content~Deve lopment
Task Analysls

Teaching Strategles
Materlals and Resources

Demonstrations of various teaching strategles, e.g. a T.V. tape on task
analysis, and role r'aying simulations and learning centers.

Critiques of sections of the guide by small groups, followd by amalgamation
of revisions.

Presentations by workshop participants, e.g. Work Study Programs, Behavior

Management, Effective Use of Teacher Aldes and Minorlty Studles.



The 1973 Workshop was dlso operated under the aegis of the University of
Oreyon with Institute staff serving as faculty members. Thirty teachers and
fifteen administrators attended including district coordinators, principals
and counselors. Three selected teachers, who had participated in the 1972
workshop, served as teacher instructors.

The 1973 workshop schedule included:

Lectures each morning on Current lIssues In Special Education by the
Director of the project.

Panel discussions on the various sectlons of the gulde.

Viewing and discussing a Kinescope on Individualized Instruction on
Task Analysis developed by the lialson coordinator of the project.
snall group discussions with workshop staff.

Presentations by USDESEA staff on Minority Studies and Drug Cducation.
Presentations and demonstrations of teaching strategies, e.g. role

playing simulations, and unit teaching by participants.

The following chart indicates the time frame of the project beginning in

September 1, 1971, anc terminating on August 31, 1973.
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Chronicle of Curriculum Development

Fall Winter Spring Summer Fall Winter Spring Summer
A 71-72 72 72 72 72-73 73 73

drientation of
'SMRRD in USDESEA

nitial input from
SDESEA teachers

vaining of university
tudents

ISMRRD preparation
of initial drafts

‘sntation workshpp

.CESEA in-service °
training

ISDESEA field test
initic)l drafts

ist ISMRRD-USDESEA
summer workshop

JSDESEN teachers field
test Lhe quide and
develop local
materials and units

'SMRRD revision and
final preparaticn

2nd 1SMRRD-USDESEA
summer workshop
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Instructional Des[ml

thilities and Assessments

As alternatives to qrade-level referents and norm=reference achievement
scores, the instructional design follows a developmental abi).ty sequence and
criterion referenced assessment tools. A developmental ability sequence is a
list of skills comprising a given performance area in which the skills are
oresented in an order approximating their increasingly complex m:turational and
cosnitive Jemands upon the student. As a corol lary, the work involved in
learning each new skill provides the student with reinforcement experiences for
breviossly learned skills. A criterion-referenced assessment item simply ashs
whether the student can perforn a specific skill or set of skills under a given
Lot of conditions, ltens which assess student achievement or performance in
ters of established criteria thus provide Information about the individual's
competence In altaining a skill which is independent of reference to the per=
formance of others. In effect, each ability statement with its assessnent
activity In this guide is a set of assessment criteria,

The ability statements, which follow a developmental sequence, becorme 2 part
of a subset of skills needed to master a skill at a higher level, After each
ability statement in the Abilities and Assessments and Suggested Teaching Activities
formal there is an assessment activity. The assessment activity enables the
teacher to nahe better decisions In grouping students as well as in teaching
individuals, |If the student can successfully perform the task, he can proceed
to the next ability in the sequence. |f he cannot perform the task, the teacher
plans activities d!-ected toward skill attainment through content developrent
ani! tash analysis. Following the content development and reinforcement activities

the assessment activity is repeated.




)l

Content~Development

The Suggested Teaching Activities are lllustrative of some of the content

activities that may be utilized. They represent a breakdown of the skills and
indicate how a skill may be presented in a series of smaller steps.

There are two categories of teacher action In each set of content develop-
ment activities: what the teacher does ls Indicated by lower-case letters, and
what she says is indicated by upper-case letters. Directions given by the
teacher are intended to be clear, concise, and stated in simple student-related
vocabulary. Time allotpents for each set of activities are purposely not specified,
Teachers can make decisions about the best pace of instruction to use with
groups and Individuals. Some students may be able to master a skill in one
period of instruction, while others may need several perlods.

The appropriate activity sequence for each student can be determined after
a careful examination of each small step involved in the attainment of the abil-

ity. Once this determination Is made, activities may be developed utlilizing the

Suggested Teaching Activities as examples. b

Reinforcement Activities

Following the Content=-Development activities Is a list of reinforcement
activities. This list is intended to represent ideas or suggestions for re-
viewing the abllity after It has been attalned or as additional practice for
the student who has essentially attained the skill but does not consistently

exhibit the deslired vehavior,
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Task Analysis

In the event that a content-development activity does not lead to the de-
sired performance, the teacher Is presented with the techniques of tash analysis
to help dJdetermine the extent to which the student's informat ion=processing
deficiencies may be interacting with the cognitive components of the tash.

The abilities in the guide's developmental sequence are stated in behavioral
terms to help the teacher to know what to look for in a success ful pupil
pefformance. Knowing how to apply task analysis techniques provides additional
assistance in ldentifying the demands a task will make on a student and thus
helps the teacher to prepare the child to meet each demand.

Task analysis exists in three dimensions: process demands, cognitive
demands, and affective demands. This gulde emphasizes the first two,

Processing specifies how the student ls to recelve information about a task
(input) and how he Is to transmit information in the form of a response to a
task (output). Cognition refers to the Internal mediation to be per formed by
the student between the time he recelves the Input and generates the output.

The following figure illustrates the relationship between these two dinensions.

INPUT COGHITION OUTPUT
Verbal | Nonverbal Conceptual | r
"fﬂ' P Verbal Nonverbal /
Auditory Coding {Fenor )
— === ocal
Visual Perceptual
otor
actual _J
lfinesthetlc
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The Processlgg_olmenslon.

INPUT is described in terms of the sensory modalities that must receive and
orqanize the stimuii from the directions and materials, and in terms of the
verbal or nonverbal nature of the various incoming stimulus sets. In gereral,
it car be described with the following matrix.

torverbal

e

Verbal I

L

Auditory

Visual

AR —

Tactual

|
b o —

Once in a while a task has an ol factory or yustatory input cormponent, and although

they are not listed on the left side of the matrix, it can be assumed they are
there if needed. The rows of the matrix describe the incoming sensory pathways
for the content of the task. The two columns simply indicate what parts, If 2wy,
of the incoming information contain letters or words.

There is an auditory, verbal component to almost every task (pantomine is
a notable exception). To avoid getting bogged down by this fact when looking
at the input denands of a task, an analysis can begin at the point where the
child understands what it is he is supposed to do. For example, In a visual
discrimination tasv where the child is given a line of geometeric shapes on a
paper with the instruction, "See this one? Now, look over here and find one just
like it and make a line under it," the input would be described as visual, non=
verbal. Obviously, the teachers directions were auditory, verbal, but this factor
would be ignored in the initia! analysis to concentrate on the actual content
of the activity.

The OUTPUT demands of a task can be described within the following matrix:

Verbal l tionverbal

Vocal

Motor
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On a visual discrimination task the child is asked to find and mark a geo-
metric form like the one the teacher points to; the output would be describ~ad as
motor nonverbal. At the same time that one looks at the input components of
the tusks failed by the student, one would also look at the cutput components
for trends. It Is quite possible that the student is getting the irput in fine
shape and that his problem occurs after he understands the incoming information,
An example of this is the child who can't say that Frankfurt is at approximately
50 degrees north !atitude, but can point to it on the map and indicate the ap-
propriate paratlel, or can write the appropriate answer. His problen is probably
one of ideating the motor plan needed to say what he wants to say. Some exarples
of the input-output dimension of task analysis are:

(1) The teacher tells the student to copy the new spelling words from the

board:
Input: Visual, verbal (the words the student sees on the board)
Output: Moter, verbal (writing the words)

2) The teacher jives the student a paper-and=-pencil spelling test,
input: Auditory, verbal (the words the student must hear)
Output: Motor, verbal (writing the words)

(3) The teacher gives the student an oral spelling test.

Input: Auditory, verbal (the words he must hear)
Output: Vocal, verbal (spelling the words aloud)

The Cognltlve Dimens ion

The following figure Is a schematlc representation of the relationship
tatween the percept.al, coding, and conceptual demands of the cognit!ve dimension.
Adequate coding presumes adequate perceptual functioning. Conceptual functioning

subsumes both coding and perceptual functioning, although not every conceptual

task need Include a coding component.



Schematic Representation of the Cognitive Dimension:
Conceptual

Coding {Hsgeir)
Perceptual

{1) Perceptual Level: At the perceptual level thc tash demands require
the child to select stimuli from a stim:lus array, then intene ate
and structure the stimull so that they can be identified accurately,
ldentification implies that children are aware of functions, character-
istics or meanings. Identifying a picture as a church is an example
of functioning at the perceptual level. identifying ''b' as the letter
"y s a perceptual event. Pointing to a box on a iable full of objects
after hearing the word "“box" is a perceptual event.

The look=say (or sight) approach to reading is largely perceptual
in its demands, at least in its early phases. Children lcarn to read whole
words by their total configurational patterns. The word "said," for example,
is just that==-nothing more, nothing less. [t is not a collection of sound
symbols that equals the word. It is just "sald,"
(2) Coding Level: At this level of cognitive functioning, the child
is beginning to abstract the properties of objects and events, He is not
dealing with things solely as they appear in concrete form (a church, or
the letrer ''b"); rather, he s cealing with the letters that will graphically
record the sounds of their names. As soon as the child looks at "'b"
and says "buh' or "b as in baby,' or as soon as he hears '‘book,'" and
knows that .t begins with 'b," he is functioning at a coding level.
Letters and sounds, or letters and objects, must be assocliated with each

other.,
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(3) Conceptual Level: At *his level, task demands are concerned
with the development of meaningful relationships. Of course there
is meaning at the perceptual level because a picture of a thino means
that thing itself, and at the coding level because a letter stands
for a sound. At the conceptual level, however, the task reguires
the child to relate==that Is, to classify objects or events, tu Jdraw

inferences from them, or to inake statements about their value.

Memor!

Every task has a memory component which may vary from relatively easy to

axtremely difficult.

(1) Awareness. The act of forming a percept often involves COUMpPAring
a wodel to an array of items in order to find one just like the model. For example,
‘n a visual discrimination task the teacher says, iigae this? Now find one just
like it over here.'" Whzare the mode! remains present, the chlld must be able to
"hold" the characteristics of the model long enough to "find one just like it."
The nature of the task allows him to glance back at the model as often as he may
desire. The memory dermand is relatively easy, but it is menory; this type of
awarcness is what allows hin to form his discrimination.

(2) Recognition. If the visual task just described were changed to

one in which the teacher shows the model, removes it and then says, "Find one

like it here,'" she can increase the memory loading to a degree cons fderably nmore
difficult than before. Unable now to compare each object visually with the nodel,
the child must be clie to recognize the correct one among an array of distractors
based on his memory of what the model looked like. At the university level, many
of us have experienced this type of memory demand in the form of mltiple-choice

examination questions.
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(3) Recall. The heaviest memory demand is one In which the child is
given nu concrete clues whatsoever. E.g., "Draw a diamond on your paper.'

"spell disable.'" 'What were the names of Napoleon's marshals at Waterloo?"'

Teacher Tips: Teaching Resources and Teaching Strategles.

References to Teacher Tips, Part IV of the guide, are indicated by paae

numbers, item numbers, and letters under the two columns on the right side of
vach ability and assessment and suggested teaching activitics page. The c~lumns

are titled Teaching Resources and Teaching Strategies. The teachin resoutces

include supplementary materials and supplies that are available to the teacher.
The teaching strategles provide the teacher with additional techniques and methods
such as role=playing, educational games, and simulations.

The following pages from the Pre-academic section, Part 1, and the Vorld
of Work sect.on, Part 111 of the guide are examples of the application of the

design utilized in the development of the curriculum.

AUDITORY SKILLS

Ability and Assessment:

b, To distinguish between levels of sound intensity.

Raise and lower the volume of a radlo
CLOSE YOUR EYLS.
WHEN THE MUSIC GETS LOUD, RAISE YOUR HAND, WHEN IT GETS SOFT, LOWER YOUR HAND,

Content-Deve lopment Activities:

(1) Play music un a record or tape. Vary the volume from loud to soft.
Tell the pupils to march around the room, rapidly when the music is very
loud, and slowly on tip~toe when the music Is very soft. (be certain
that they are responding to the auditory cues of the music, rather than
the visual cues of other children.)



(2) Assemble a group of sound-producing objects such as a drum, a smal |
bead in a glass jar, a large hand hell, a feather, etc.

MAKE A SOUND WITH EACH OF THESE AND THEN PUT THE ONES THAT MAKE LouD
NUISES 1% NNE GROUP, AND PUT THE OMES THAT MAKE SUFT NOISES OVER HERL.

Task Analyslis

Process Cognition
In: visual nonverbal conceptual

auditory nonverbal awareness
Out: motor nonverbal

(3) Assemble pictures of sound=-producing objects, such as a tiny bell, a
jet plane, bowling pins being knocked over, etc.

PUT THE PICTURES OF THINGS THAT MAKE LOUD SOUNDS 1N ONE PILE, AND THE
PICTURES OF THINGS THAT MAKE SOFT SOUNDS IN ANOTHER PILE.

Task Analyslis

Process Cognition
In: visual nonverbal conceptual
Out: motor nonverbal recall

(4) Assenble three plctures of objects that make low, med ium, and high
intensity sounds, such as a blcycle, a car, and a jet plane. Define
and give exarples of softest, louder, and loudest.

(5) Play a tape of a truck approaching from a long distance, passing the
listener and receding Into the distance,

CLOSE YOUR EYES.

WHEN THE TRUCK GETS LOUDER, RAISE YOUR HAND AND KEEP IT UP UNTIL IV
STARTS TO GET SOFTER.

Re inforcement Activities

(1) Give each pupll a picture of a loudspeaker and a picture of a person
whispering in someone's ear. Play a tape recording of sounds at various
intensity levels.

WHEN YOU NEAR A LOUD SOUND, HOLD UP THIS PICTURE (the loudspeaker).
WHEN YOU HEAR A SOFT SOUND, HOLD UP THIS PICTUFE (whispering).

(2) take two wall charts, one titled ''Loud Sounds Around Us,'" the other
titled "Qulet Sounds Around Us.'" Each day assist the pupils in making
picture entries on either of the charts.

WHAT LOUD (QUIET) SOUND(S) DID YOU HEAR TODAY?
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World of Work

Level |

Ability and Assessment

To follow simple spoken directions.

Get the pupil's attention. glve one direction at a time.

PICK UP THE HAMMER., . .TOUCH THE VASTEBASKET. . «GO TO THE CHALKBOARD. . .
PICK UP THIS PAPER. . .etc.

Content=levelopient Activitlies:

(1) Cut out paper "listening ears." Each pupil gets a pair.
PUT ON YOUR LISTENING EARS. LISTEN CAREFULLY. DO WHAT | TELL YOU.

STAND UP . « &

HOLD UP YOUR HANDS . . ..
JUMP TWICE . . .

WAVE YOUR HAND . . .

Task Analysis

Process ~Cognition
In: auditory verbal perceptual
Out: motor nonverbal awareness

(2) Play the 'Mokie Pokie" or “Simon Says.'

WE WILL PLAY A GAME THAT TELLS US WHAY ' G DO. TOM, YOU MAY BE THL
FIRST LEADER.

(3) Use hand puppets to give simple directions. Have pupils use the hand
puppets to glve simple directions.

(4) Choose appropriate content-development activities in the Auditory Skills
section of Part | of the guide.

Reinforcement Activities

(1) Specify part of each day as Listening Time. Repeat and review simple
directions of the type found in content-development activity (1) above.

(2) Have pupils give simple directions to other pupils.

(3) Pantomime diiections and have puplls guess and/or follow the directions,
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RESULTS

The results of the project are contained In A Teachers' Guide for Exceptional

*hildren and Youth which accompanies this Final Report. The outline which follows

constitutes the contents of the guide:

Pari |
Forward
Preface
Acknowledgements

Introduction to the Organizatlon and Use of the Guide
Steps for Using the Gulde
Task Analysis
Pre-Acadenic Skills:
introduction
Abilities and Assessments
Suggested Teaching Activities
Language Development:
ntroduction
Abilities and Assessments
Suggested Teachlng Activitles
Ability Attainment Form
selected Annotated Bibliography

Part ||
Egadin :
ntroduction
Abilities and Assessments
Suggested Teaching Actlvities

Handwriting and Sgglllng:
introduction
Abilities and Ascessments
Suggested Teaching Actlvities
Mathematics:
Introduction
Abilities and Assessments
Suggested Teachlng Activitles
Sclence:
ntroduction
Abilities and Assessments
Suggested Teaching Activitles

Part 1|

Personal~Social Development
Introduction

Abilities and Assessments
Suggested Teaching Activities

The Experience Unlt:
Introduction

Developmental Steps for Writing Exnerience Units
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Units--
Ways We Move
Safety
Orlentation to the world of work
Sub-Units=-=-Lessons
Cooking
Pets
Living in our American Village
Use and Abuse of Drugs
The VWorld of Work:
ntroduction
A Curriculum Model for Senior High School Special Education
Programs In USDESEA by Mahlon E. Porter
Abllities and Assessments
Suggested Teaching Activities
APPENDIX A: Job Training Centers and Areas of Skill Training
APPENDIX B: Sample Forms
References

Part IV
[

Introduction

Teaching Resources:
Reading
Handwriting and Spelling
Mathematics
Science
Personal=Social Development
Orientation to the World of Work

Teaching Strategles:
How to Utilize Instructional Materials and Equipment
Teacher Aldes

Deve loping Experience Charts

Learning Centers

Educational Games

Role=Playing

¢ mulations

Modifying Behavior

A developmental education design Is presented which relates to the unique

learning problems of exceptional children and youth. Certain fundamental con-
cepts have been pursued In depth to serve as examples of the approach which the
writers feel should be taken in all areas of the students' education. The guide
does not present a curriculum program which Is complete In every detail. Creative
teachers provided with guidelines can employ thelr own initiative and ingenulty
in executing many aspects of the curriculum. The teacher who becomes familiar

with the concepts of developmental sequences and task analysis techniques and

who follows carefully the suggested teaching activities provided In many parts
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of the guide should discover that a stimulating educational experience can be

ccomplished effect ively.

RE COMMENDAT 1 ONS

on the basis of the suciess of “leld testing currlculum materials developed

during the early phase of the Project and responses received from USDESEA per=

sonnel, it Is recommended that:

USDESEA personnel select key teachers and administrative personne!
to fleld test all parts of the guide for a period of not less than
one year.

gvaluative procedures be developed to determine the effectiveness of
the guide.

Modificatlions and revisions be made following the evaluation of

guide materials.

The quide materials be extended to United States dependent schools
in the Pacific theater.
The curriculum guide be made available for more general use and

adaptatlon after field testing and modification.



