ED 108 398

AUTHOR
TITLE

INSTITUTION
SPONS AGENCY

BUREAU NO
PUB DATE
GRANT
NOTE .

v
EDRS PRICE
DESCRIPTORS

i

IDENTIFIERS
” / -
ABSTRACT

DOCUMENT RESUME
EC 072 930

Buffmire, Judy Ann

'Rocky Mountain Regional Resource Center: Service and
Training. Volume II of III. Final Report. .
Southwest Regional Resource Ceénter, Salt Lake City,
. Utah.

Bureau of Education for the Handicapped (DHEW/OE),
washington, D.C. Div. of Educational Services.
542930 P

- Nov T4 \

0EG-0-70-8178 (608)

398p.; For related documents, see EC 072929, and EC
072931 ‘

MF=$0.76 HC-$19.67 PLUS POSTAGE
Exceptional Child Services; *Handica
*Instructional Materials Centers;
?escriptions; Program FEvaluation;

ed Children:

rograss
Rocky Mountain Regional Resource

'The second volume of a three-volume report on the

Kocky Mountain Regional Resource Center provides data on service and
training components of the Center's functioning from its inception in
1970-through 1974. Provided are analyses of three 1-year stages in
the development of the stratistician model which was originmally
designed “to provide a mechanism for locating the unidentified
handicapped not receiving appropriate services and to establilsh .
resources necessary for helping the handicapped in -a regular class
setting. Reported are such developments as the following: that the
original work done in the first stage was the collection of data to
define inservice training needs; that the measurement of that process
ceased in the second stage and was not reinstated; and that although
service intentions were defined initially, they became lost in the
_ process of implementation as the stratistician’'become an effective
vice provider instead of a data collector. Described is the
training sessions for teachers in the stratisticians' schools and
preservice training activities in tedcher 'training institutions.
Research and evaluation activities are discussed.. Appendixes, which
comprise more than half the volume,/contain such iteas as
stratistician data collection forms' and the problem thesaurus, a
bibliography on affect-interaction-communication, a bibliography on

the coapetencies and skills needed b

stratistician/generalists, and

an affective study on student teacheri\in special education. (GW)

2

b




i
o

r2:

S5

D
A AL

e

US DEPARTMENTOF HEALTM
EDUCATION & WELFARE
NATIONAL INSTITUTE OF

EDUCATION

THIS DOCUMENT HAS BEEN REPRO
DUCED EXACTLY AS RECEIVED FROM
THE PERSON OR ORGANIZATION ORIGIN
ATING 'T POINTS OF VIEW OR OPINIONS
STATED DO NOT NECESSARILY REPRE
SENTOFFICIAL NATIONAL INSTITUTE OF
EDUCATION POSITION OR POLICY

ue

.

BIE

e
&Y

vt
%

¥
23



ED108398

Final Report . ) ,

Project No. 542930

Grant No. OEG-0-70-4178 (608)
¢ “\,,///

THE ROCKY MOUNTAIN REGIONAL RESOURCE CENTER:
SERVICE AND TRAINING

..~ Volume II of III

‘ Judy Ann Buffmire
Rocky Mountain Regional Resource Center
Department of Special Education

” University of Utah

J

® /

&

Salt Lake City, Utah

November, 1974

The work reported herein was performed pursuant to a grant with -
the Office of Education, U. S. Department of Health, Education and

Welfare. Contractors undertaking such projects under Government
sponsorship are encouraged to express freely their professional
Points of view or opinions

judgment in the conduct of the project.
stated do not, therefore, necessarily represent official Office of
Education position or policy.

: U. S. DEPARTMENT
" HEALTH, EDUCATION AND WELFARE

Office of Education '

Bureau of Education for the Handicapped

Ll

W




TABLE OF CONTENTS

-

Chapter 1.

. Direct Service Delivery Program:....ceesesesssscsescss 1

° The stratisticianllllllllll'nll;lllllllllllll.l;ln 2

*

Chapter 2.

Stratistician, Stage One 1970-1972....cceeeccsasnaasssll

Data and Results from Stage ON€.....ececeessessss2d
ITdentification AssesSsment...cceeessescecscscssssedl

Administrative Evaluation of the .
StratiStiCiaNe.eeseseceeccacssssscscscscsscsnsssdB

Chapter 3.
Stratistician Stage Two, 1972-1973...ccceeeseseescssss55

»

Chapter 4.
Stratistician, Stage Three, 1973-197@...}.............69

Final Evaluation DeSign.....ececsessssccocssscsssB2
Tegt--Retest Retention Study....ceeecececesessessdd
Report on Program Analysis Questionnaire.........97
DiSCUSSiON. 0 csessesoncensssssssssssssessssasesesl0d
Stratistician SUMMALY...ccsocssesccscccscssssesssl07

Chapter 5.

| Summary of Stratistician Development..cseceeescscssss109

Chapter 6.

Training Programonllclllnllllllllllll.llll.lll.lllllllls

\

WOrkshop PrOgIamM.....ssssssesssssssasesessescssills
Training Program 1973-1974....c.ccesecccccsssss..118
Development of The Training Program.............130
Training Program.................;.............,134
Evaluation and DiSCUSS5iON..cscossccssscssasssessl4l
S\m\mary......'...................................1/42




Table of Contents (continued)

Chapter 7.
Research and Evaluation Activity.....ccceeeececencesesecldl

Evaluation and Research Intpraction...........:...144

Biblio’graphy--.--o--a-o-a-a-aa-a-a-.--aolao..oa'---a---aa153

Appendix A: Stratistician Data Collection Forms
and Problem TheSauruS..scccscccescessscessosscnsseldd

Appendix B: Cross-Peer Tutor PrograM....cccsceeesscseslf?
Appendix C: Program Analysis Questionnaire............191

Appendix D: Preliminary Interview for
Generalist Training Programl ® 0 0 00 5 00 0 0 00000000 l2°9

Appendix E: Post Trﬁining,lnterview for "o
Generalist Training Program....cceoceececccccscsscss239

Appendix F: Bibliography on Competency’ﬁggéd
Training Programs..........’..r.....:..............261

Appendix G: Bibliography on.Competencies and Skills
Needed by Stratistician/GeneralistsS......cccces00.265

Appendix -H: Summary Content Analysis )
of Stratistician/Generalist Training Program......273

Appendix I: Problem Children: An Assessment of ,
Teacher Observations and Attitudes................287

Appendix J: Observation of Teacher Behavior

for Use in Student Placement.....ccceceeevssscecsss3l’
Appendix K: Bibliography on Affect- -
Interaction'comunicationo e eees seec0 0000000000 0343

S
s

Appendix L: Affective Study on Student Teachérs
‘in Special Education.l.l..lllllll..l.ll....lll...‘.349




|

(

qa\\q«h 0w N (X} ~ NN NN

e 8 ¢

HNH‘\N

'LIST OF FIGURES

Figure

The stratistician as a linking agent
through the RMRRC.:.ccceseccccsccccsasscnascnns 6
Stratistician assignmentsS...cccececescecccceseclb
Location of stratisticians, 1971-72...........17
A schematic of the operational process
and disseminat-ion..onnnonnnonoooonnn‘onnnonnnnzz
Stage one stratistician process model.........24
Number of children -contacted by’
stratisticians by age....cccvocecccccccacesceel9
Number of stratistician referrals by
Class 8iZ@..cceeccscaccncacccecesccacsasansssll
Number of stratistician referrals by '
grade level....cceescccesccsccncensesceassanssll
Number of children referred, teachers
referring and principals referring by sex....33
Number of referrals by .source and type........34
0 Number of referrals by type of ClasS.c..eees..35
Location of stratisticians, 1972-73...........59
1972-1973 data collection fOrMe..seeeeesacesssabl
Location of stratistician/generalists,
1973~ 74......................................72
Evaluation development pProcess......cececee.s..84
Workshop work flow.procedur€.....seeeeeseceeeell?
Timeline for generalist training program.....131
Evolution of evaluative activities...........145

L] L] L] * L] [ ] L]
[

L]
HNEEWYW 0 N O T W




LIST OF TABLES

Age and grade placement of studentsS..........44
Summary of stratistician placements,

1973-1974. .. cceitceenccssssasscssscssscscnnesell
Formative questions.....ccceecececccicscncess?9
*Summative questionS.......c00000000000000000.80
Goal structure and objectives outline for

stage three stratistician/generalist model...87
Scores of the evaluations of S/G training
S8e8SioNBecccccrrtterecsversscrecssscncsnseessdd
Percentage use by S/G of services available
from I/S as seen by the 8/G...ccevveveecesss102
Performance objectives.....ccceeeecccsecessal0S
General types of. training provided by
RMRRC...lllll.ll.ll.llllll.lllllllllll.lllll116
RMRRC training activities.....ccce0c00000...119
RMRRC available workshops, June, 1974.......127
Placement of learning modules by number ‘
on the. content-process grid....cceseeeeeseeel35
Competency statementS......cs csccccseseseesldb

o

ANl BWN HI O N1 BWN

v

O OO b b B B BN

Module 1:

idenﬁification source list.......139

vii

| ) N




By

Chapter 1
DIRECT SERVICE DELIVERY PROGRAM:

The Stratistician

- The Rocky Mountain Regional Resource Center
(RMRRC) , as part of its overall program of services,
desired to provide direct services to schools, instead
of through a regional diagnostic center. - Discussions
were held with the Special Education Division, Utah
State Board-of Education (USBE) and with administrators
from various LEAs throughout the state to determine
how existing needs could be met.' These educators were
concerned that a large percentage (42 percent) of the
estimated handicapped children.of Utah were not being
served, and that the RMRRC could make a significant
contribution if a method for providing services. could
be determlned. . . é %

The center staff considered alternatlve ‘ways of
providing requested services, but decided that there
was not sufficient information to use in designing an
effective resource support system. Part of this lack
of information was a description of the unserved popu-
lation and their location. In response to this situ-
ation, an important ingredient of the center's initial
activity was a needs assessment for planning future

activity. ~

In keeping with the center's child-centered focus,
the core element, about which the direct service (and
needs assessment) would be provided, utilized instruc-
tional resources. Resources were .considered as that
portion of instruction that dealt with the development
and application of the educational prescription,
including -external support services (without media
and materials). The two main on-site approaches to_
resource services provision were the resource rcom
and the itinerant resource téacher. In considering
these two existing service-delivery models, the RMRRC
staff was concerned that limitations often imposed by -
the direct assignment of students to the resource
staff seriously limited its effectiveness in providing

/




"direct services to all the children in a school who
needed their services.

The center's basic philosophic guideline in these
first years of operation was to develop methods for
providing services to the educationally handicapped
child, and to the child in the regular classroom. The
center envisioned a resource person who would work
primarily supporting the teacher in the classroom, in
an effort to .help keep the exceptional child in that
regular classroom whenever possible. The objective
of the resource person would be to work with the . .
teacher to solve problems; in effect, it would provide
on-the-job training for techniques of coping with and
teaching of the handicapped child.

The center also decided that these interventions
would be most effective in the elementary school years.
buring these years, it was hypothesized, the child
with learning problems becomes separated from his
peers and entegsvthe special class. The ability to
keep the child in the ‘regqular class and to increase
his learning skills so that peer pressures would not
further separate the student was a major goal of the )
resource program.

The RMRRC developed an approach to providing*thiS/
service focused on a sequence of activities (model) i
centered on a person called a "stratistician." This
chapter will present the activities that were part of
this sexvice delivery model. The sections of this
chapter will focus on the evolution of the model
through three distirnct stages, and then will present
some general findings on this resource service
delivery. This discussion will begin, by providing a
general dcfinition of the "stratistician."

The Stratistician

\

The Rocky Mountain Regional Resource Center
(RMRRC) after a year of researching and exploring
methods for effecting educational change, developed
the concept of a special educator who would work
primarily with elementary teachers in their class-
rooms. This person, with a special education back-
ground and classroom experience, would help the
teacher find alternate strategies to meet a child's
learning problem; he would be a specialist in helping
teacher facilitate the affective domain in curriculum;

-




“-”\\ he would work in each teacher's classroom and see that i
the child who needed help was neither singled out nor
labeled.

To clarify the role of this educational resource,
the RMRRC staff felt a special name was needed--a name b
which would not carry preconceived implications about
the role. Since the development and use of specific
strategies was to be the forte of this special educa-
tor, the idea of a strategist evolved. This person
woufa not supplant the services supplied by the
psychologist, speech therapist, or social worker, but
he would nevertheless be a educational diagnostician
considering such variables as the affective domain,
classroom climate changes, social interactions between
teacher and student and between peers, and the effects
of socioeconomic background. From the above job .
description and the combined roles of a strategist
and a diagnostician evolved the title: stratistician.

In addition to the above-named qualifications
and abilities, the stratistician was seen as an
individual who would effectivelly interact with others
in a nonthreatening manner. T person would need to
be viewed by the teachers as an ally who was willing ‘
and capable of helping wherever] necessary. (Often .
when a child is taken from the [regular class the
teacher may infer that she cannot cope with the
youngster's problem, or that the situation demands
expertise that she does not possess. Conversely, a
teacher may request the reassignment of a child
unnecessarily.)

ki

0}

The center expected that the stratistician, in
helping the teacher solve an immediate problem: would
widen the teacher's experience and help her improve

\ her teaching skills. Positive educational change was
to be effected in each school possessing. a stratisti-
cian. Of more importance, the daily school experience
for the educationally handicapped child should be
considerably altered. It was anticipated that this
combination of-factors would help reduce special-
class placements.

i
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Another way to describe the stratistician is by
listing roles this special educator would not fill, .
The stratistician would not be a psychologist and
would undertake little, if any, psychological testing
or therapeutic counseling. If a need existed, district
personnel would be used, support personnel from the




RMRRC could be utilized, or the child could be referred
to the center or to a demonstration program for
diagnosis. The stratistician would not be an adminis-
trator nor a disciplinarian, since, the structure of
school dynamics, evaluation, and control of teachers
or students was not within the stratistician function.
The stratistioiggéia'resource to teacher) would not

be a resource teacher, although through observation of
a student problem and through appropriate programming
assistance, the services of the resource teacher could
be enhanced.

In positive terms, the stratistician, as a
generalist-types special educator, could offer any or
all of the following services to a teacher:

1. C;ass screening in specific areas;

2. Observation of a‘single student or of a
whole c¢lass; ! :

3. Planning (with teachers, administrators,
aides, -committees,| pupil service personnel,
tutors, university|personnel, graduate
students, interns,\@MRRC personnel, district
supervisors, etc.) {in classr.om management,
prograsm developmentx use of specific

curricula, etc.; !

4. Evaluation of programs, systems, methods’
currxculum, etc.; \ (

5. Diagnosis: informal or formal; )

5 6. Instructional skills: | indiv1dua1 1nserv1ce,

‘ ' I

7. Interaction skills: methods, techniques
(i.e., role playing, reflective listening,
congruent sending, "I" messages, etc.) with
children, adminlstrators, teachers, agenc1es,
parents, etc.:;

8. Evaluation of interventions and recycling;
feedback to teachers, children, parents,
other school personnel;

9. Data collecting, recording, systematizing,
and reporting for RMRRC research programs.

The stratistician could be viewe& as a link




between available resources and the teacher. One such
link is through the center as depicted -graphically in
Figure 1.:1. The stratistician is/ an information
channel between teacher and resources. This model
assumes that the stratistician has a resource pool of
needed resources. The stratistician would recommend
use of existing resources or variations of eduvational
procedures located by the stratistician, and would
teach the needed skills to the teacher to help ~adjust
the program to fit the child's needs.

Part of the stratistician's role would be the
ability to effectively communicate with the teachers
and to apply good intervention skills. Througb this
effective two+way communication, the stratxstxclan
would develop’ the basis for constructive classroom._
change. 1In this context the stratistician would
effect change by selecting viable 1nter0ent10n
strategies and by disseminating them. As suggested
by the Title III ESEA guidelines (1967), the criteria
for this dissemination included the following; elements:
clarity, validity, per¥a81veness, impact, tlmellness
and practlcéllty.a \

4 |

To enable the stratistician to functio
effectively in the classrqom, the stratistician
would demonstrate the following SklllS' /l

Observation . l. To demonstrate the’
- " ability to observe
behavior of the teacher
* and children in a
classroom and to deter-
mine the relevance of
this intetraction to the
educational objective.
Screening Diagnosis 2. To be familiar with"
) dlagnostlc technlques\
in order to facilitate

classroom problems,
| i.e., intellectual,
' social, personal, etc.

teacher 1solat§§n of \\

Coordination of 3. To coordinate all avail-

Resources’ ’ able resources on behalf
the child. This

in%ludes resources in
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ﬁlanning

Instruction organiz-
ing ideas, selectlng
clues

Interaction

5.

Evaluation, }ecycling 7.

P
On-the-job training;
classroom model
development

8.

the school (principal, other
teachers, other special
educators if available),
the district (psychologists,
social workers, nurses,
counselors, curriculum spe-
cialists, speech therapists,
vocational rehabilitation-
ists, community groups,
etc.) resources in inter=
mediate or multi-district
centers where available,
and from state and regional
agencies.
To learn how to develop
student and teacher pro-
files that could be utilized
in 'working out interaction
strategies.

I - .
To create an individualized
approach for each teacher
to include her personal and
professional strengths in
pinpointing student, problems
and to utilize the most use-
ful curriculum materials.

To demonstrate through
modeling and role playing
the interpersonal approaches
to problem solving; utiliz= .
ing the strategy of reflec-
tive listéening and congruent
sending.

To indicate to teachers the
behavioral changes in
teacher/student interaction
basic to reevaluation and
continued programming.

an inservice training

zz demonstrate these skills
pac1ty ‘a8 needed.

/
-1t would be important that the stratistician be
able to intervene in the school setting as a change
If the existing value system

agent when necessary.

/
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did not provide optimal learning opportunities for

the handicapped child, the stratistician would develop
a strategy for introduction of new ideas that would
optimize opportunities for all children. Some con-
sideration would include: 1) the approach to explain-
ing the proposal to each audience; 2) the amount and
type of information; 3) the method; 4) the point at
which information is released; 5) the media; 6) the
techniques to implement change; 7) the methods of
publicizing the effécted change. In addition to the
above, the strategy .would also have to incorporate
methods by which the dissemination agent could collect:
feedback for evaluation, measurement of audience
reaction, and, if necessary, selection of a new
strategy by changing the approach.

The intervention procedure would begin by an
assessment of the school program and its operations.
This would involve the procegures, staff relation-
ships, space, materials, and organizational aspects.
The next item of importance would be the identifica-
tion of concerns. This would include the school's

target population, the age, economic factors,

.. —geographic and cultural c0nsiderat;ons, and teacher

variables.

Part of the description of teacher variables
would have to-include _.the-idéntification of the
characteristics of the teacher in relation to instruc-
tion and the teacher's perception of her role within
the school. The stratistician, as part of the inter-
vention procedure, would have to recognize the
teacher's uniqueness as an individual and her ability
to cooperate, interact, accept, innovate, and utilize
resource support services., The intervention procedure
would provide a method for developing a case study
teacher profile to determine the best provision of
services. Instrumental in all work would be teacher
characteristics and teacher concerns, founded oq)pn-
fpunded. It seemed the best approach would be to
start where the teacher was and then to move on to

“other plans of action and interactions in the class.

The stratistician then would be aware of many
types of instructional materials, procedures, methods,
and their uses. In this sense the stratistician
would be a facilitator between available resources
and the school in which the stratistician works by-/
aiding in coordination and organization of educational
programs. .
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The preceding discussion presents the basic model
for the stratistician. The general historic perspec-
tive of this development relative to other activities
is in Chapter 2 of this report. Of immediate interest ,
are the changes and development of the model during
the project and how services were-altered. Three
dlstlﬁct developmental periods of the concept will be
discussed.

The first period reflects the stratistician as a
needs-assessment mechanism by which data were gathered
by direct interventior in the school. In the second
period the needs asse€ssment role is minimal and high-
lights the involvement in the ditect educational serv-
ices. The third period is the development of a two-
level hierarchy of stratisticians with an intermediate
stratistician between the resource center and the
gservice ‘stratistician. Each of these periods will be
examined separately in the following sections, and

the results and problems of each stage will be dis-
cussed also.

An important element in this model's review is
that the majority of services are aimed toward
children who were less severely handicapped and who
were in the regular classroom. In terms of classical
categories the population of children who received S
servicesYare primarily learning disabled, educable
mentally retarded, and minimally emotionally disturbed. -
A small number of children with mild physical handi-’
caps, hearing impairments, or visual impairments are ‘
also in the regular schools' primary target popula-
tion. -

A determining force in the evaluation of the
‘stratistician model is the availability or absence
of special services. 1In urban areas, where the '
stratistician model was primarily tested, there exists .
a relatively wide range of services for the severely ' '
handicapped child. These include special schools, X
hospital and state health programs, as well as /

educational programs involving resource rooms, self-
contained classrooms, and itlnerant specialists.
Therefore, the child who is found in the regular
classroom is usually less severely involved and does /
not meet the criteria for a more intensive program. \/

AA.~

In the rural areas a different situation exists.
Since there are virtually no special education
services in many areas and only a few.self-containe#

-
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4
classrooms, the more severely handicapped child is
more likely to be placed in the regular classroom.
The stratistician in a rural setting is more likely
to be involved in planning for a severely handlcapped

- childythan will-his counterpart in an urban setting..

During the first year of placement, the rural,
itinerant stratistician set up a program for train-
able mentally retarded who were not being served,

and thus, dealt with a higher incidence of the severely
involved. These rural areas provided some basis for
piloting the stratistician model with a severely
involved population. On the whole, however, because
of the availability of services in the urban stratis-
tician placements, the predominant influence in the
development of the stratistician role was the need of
the less seriously handicapped child.

10
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Chapter 2
STRATISTICIAN, STAGE ONE 1970-1972

The first year of the RMRRC project was the
planning year for the development of the stratis-
tician concept. During this f§prmative period the Utah
SEA and selected LEA§ helped developing a perspec-
tive of the needs within Utah. As stated earlier,
these needs related to about 40 percent’of the
estimated handicapped populatlon who were in regular
cl§a§rooms, but who were not identified nor receiving
special services. The SEA staff indicated that the
large majority of severely and/or profoundly handi-
capped children were identified and were re¢eiv1ng
serklces within a range of programs.

\gord data were not available to substantiaté this
perception, but the RMRRC accepted the SEA's assessment
and sought to meet the needs thus identified. The
acceéiance of the assessment was important from another
view, because it limited the population and the type

of services. This limitation was crucial to the
center's planning, as it allowed the center to.focus
*its energies and develop resource staff on a more
limited range -of problems. This limitation allowed

-. the implemented services to be more thorough, and, in
turn, responsive to client demands.

THL AMRRC, therefore, sought to meet a defined
need within Utah by determining the number of unserved
children in the reqular classroom, and by the
provision of special services on a‘cost-effective
basis. The role of the stratistician was directly :
related to the needs-assessment functlog, and, in
effect, became the key link to the tardet pepulation..
The stratistician's function, (as Adiscussed earlier)
was envisioned as a method in which an itinerant .
resource person would collect data on unserved handi-
capped children within a school.

The stratistician maintained records on
"interventions" with teachers, and through these
records an assessment was made of educational handi-
capping conditions in schools. The records also

lid
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provided a compilation of teacher needs for instruc-
tion. Each €hild was viewed without categorization
by educational problem, and was served in terms of
individual learning needs.

The transition from planning to implementation
- occurred toward the end of the first year. .The
stratistician contept was transferred into -a defined
role as outlined in the preceding section. Based on
this defined role, a job description was formulated.
Because of the\nature of the project and the need to
be able to relate well to all professionals in the
school system, the personal gualities of "openness,"
"nonjudgmental attitude," "high tolerance for
ambiguity," "prgblem solving approach or' attitude,”
"acceptance of delf and of others" were included as \ '
important selection criteria. The formally defined
requirements included: ‘ \
a. A minimum of a master-degree level prepara-
tion in special education or a related \\\
area; ‘

b. Training and field experience in educational
evaluation;

C. Field instructional experience.

Duties included: .

é a. Primary/reéponsibility for the development
and application of student-evaluation
procedures and instruments;

b. Primafy respongibility for the development
of instructional programs for usage in
prescribed programs; ‘

c. Organization and implementation of training
for field personnel in evaluative procedures
and instructional programs;

d. Field consultative.functions;

e. Maintenance of all data on evaluative
procedures and instructional programs.

' Six stratisticians were chosen with experience in
both the regular and special education fields. All
individuals had been highly successful in previous

N
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work and had been perceptive in their work with

teachers and children. In addition to these qualifi-

cations, they were flexible, were able to adjust to

problems, and were creative (as measured by the This

I Believe instrument, Harvey, et al., 1966 and 1968).

In order to utilize and direct those skills toward

the stratistician role, a training program was con- }
e _ ceptualized. . . -

The training program was developed around the
skills of the individuals. Several questions were
considered in setting up the training model.

1. What is the role of the stratistician in
relation to the total resource system?

a. What skills, information and attitudes
should the stratistician have to be
effective in his relationship with
other component parts of the total
resource system?

2, Wwhat skills, information and attitudes
-should the stratistician have to be effective
'in his relationship to other service systems
.in the community, especially in his relation-.
'hshlp to the school system?

3 How can the needs and competencies of all
i stratisticians be evaluated so that these
bl strengths or deficiences can be considered
in the training model?
4.  How can the training model be monitored for "
its relevancy to the present educational and i
service needs of the community so that later
\ training models can be made more "real."
\ As the role evolved, several integral parts

‘emerged.

1. Retriever of data, information, needs,
attitudes on school personnel (teacher, :
ancillary administration), from literature -
(journal, books, mailing list), through
training activities (workshops, seminars, .
conferences) and programs (local, nationa;). |

\\2. Disseminator of data, information, needs,

attitudes, through direct interactions with

"~
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sthool personnel, training activities,
workshops, seminars, conferences,

lectures or indirect interactions, i.e.,

groduction of letters, materials and
ngiteratﬁreff~ - -

i

3. BRvaluator (incoming and outgoing data from
retrieval system). .

4. Change Agent (facilitation of the dissemina-
tion process).

, A questionnaire was given to each stratistician
to survey-his perceptions regarding role, effective-
ness and expectations (of him and by him). A case
study method was used in several instances to initiate
thought. Information from the questionnaires was
then compiled and used igndiscussion groups and also
as material in the training which was directed to ,~
respond, to identified néeds and concefas. In this
way each stratistician /participated in & portion of
his own training, utilizing 'his interests and strengths.

. Stratistician interactions with other center personnel
enhanced their under#%anding of how they, could help. _
one another and develop into a working group.

Materials were available for individual study
and presentations were made by knowledgeable.people
in the following. areas:

) Learning dfﬁability

Affectivq‘education

Defiant children ,

Uy,

Social casuality
Illinois Test of Psycholinguistic Abilities
SEIMC; Olathe Retrieval System
Creativity

- Administration
Behavior modification

Systems for change

14
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Materials were recommended in all of these areas
for reading and future reference. 1In some cases

material was d1str1buted, tapes were made of presenta-

tions-and note taking was encouraged.

During the  training period interaction between
statisticians and ‘other RMRRC staff members was
encouraged, concerns were noted for future sessions
and modeling took place for future interactions in
the schools. Role playlnq also played a part of
several phases.

Through the training activities, the stratis-
ticians were geared toward field data collection in
selected schools during the 1971-1972 funding period.
Six stratisticians were placed at the beginning of
that school year in schools with a variety of
educational environments. Two stratisticians were
placed in Provo area schools that have high student

turnover rates (transient); one of the two was located .

in a low socioeconomic area. Three stratisticians
worked for schools having stable student populations,
but in socioeconomic areas ranging from low middle
to upper middle class. One stratistician worked with

.several school districts (at an 1ntermed1ate level)

in a rural area.

Figure 2.1 is a paradigm of the distribution of
stratisticians by school. The paradigm also provides
information about the schools, the status of their
special education programs, and the focus or special
area of the stratistician. The variation in
situational parameter was quite large and was expected
to provide.a good test of the stratistician concept.
The geograph1c location of the stratisticians is
shown in. Figure 2. 2.

The stratisticians and RMRRC administrators were
oriented to each of their school's plans by district
personnel. The first plans centered on the orienta-
tion of the school teaching staff to the stratis-
tician role and to the RMRRC. Plans were further
refined later, but the goals established a link of
communications between all participants.

The stratisticians were in the schools four days
and in the RMRRC one day each week. They kept
anecdotal records for the first few weeks of actlvity

‘and carefully observed their school's operation. All

interactions with teachers were documented, and the
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case studies were discussed during Friday meetings.

A back-up resource staff including a psychologist,
- special educators, evaluation director, materials

specialist and communicationsispecialist was available
when requested. All impacts from the resources were
also documented. Any case opened was to be followed
with the recommended remediative strategies and their
effectiveness. The center was responsible for monitor-
ing this process.

The service director worked closely with the
field operation. Continuous contact was maintained
with the local administration, district personnel and
the stratistician. When necessary, communication
lines were extended across district lines -when it
appeared helpful for both districts/ or when clarifica-
tion of operations was needed. ‘

A measure of stratistician effectiveness was to .
be developed during the year, and this measure would
be used in establishing where the stratisticians were'

_ helpful in the schools and where new directions were
needed. As concerns and needs become clear, it was
the service director's responsibility to hear them
and to establish a plan for resolution.

) . *

,The Friday meetings were an integral part of
the service process--a place to share the problems
and cases under study, to gain input information from
new sources, to evolve\general policies and guide-
lines, and to evaluate the center's responsiveness
to the stratisticians' needs, and the stratisticians'
to school needs. It was the service director's
responsibility to set up and to conduct these meet-
ings. ,

When special information\was needed at any meet-
ing, advance notice was given'!to the stratistician.
Each key resource person provided input into planning
each meeting, a program was distributed, and the
ractivities were evaluated. The evaluation was used
to change the format and to make the meetings more
useful. Some of the topics initially defined for
consideration at these sessions were:

1. Case studies.
2. Interaction skills J

3. Data collection




4. New curriculum
\ 5. video taping“
6. Observation techniques

The six stratisticians had a two-fold, overlap-
ping function in the schools, serving both as
- intervention agents with teachers and as data
collection agents. Data collection was viewed as_
exploratory--since "the stratisticians were_developing
aspects of their roles--and-was-focused on two
general areas: (a) descriptive data and (b) process
data. Several specific dimensions were then defined
underutnggg two areas. ) B - . -
Three types of descriptive ‘data were collected: /
support, specific educational problems, and inter-
vention strategies. The information classified as .
support data represented a demographic description of
the referrals made to e stratisticians, and was
viewed as vital to the intervention of the ‘other two : s
P types of data (specific¢ educational problems and type
of 1nterventpon ) All these types of data are
described under the subsequent headings.

Support data. The types of support data whlch ‘
were to be collected were: : "

a. Frequency of referral by chi;d's age;

b. Frequency of referral by child's class
size;

i c. Frequency of referral by grade level;
d. Sex of referred& child and referring person;

e. The number of referrals by source (i.e.,
teacher, principal) and' type (i.e., formal
referral, informal); |

f. Number of referrals by type of class (i.e.,
team taught, taught by single teacher).

Specific educational problems. The frequencyyof
specific educational problems were those reported by
the teacher and stratistician. These educational
problems were the basis for a . /problem thesaurus, which
was developed by center staff in collaboration with

19 S SR




the fieid personnel on the basis of preliminary field
§observations. |
Many initial categories did not prove useful and .

were either deleted or broken down into more discrete
behavioral descriptions. This ongoing process was
necessary to further refine the categorization of
educational problems and to facilitate data tabula-
tiong In addition to the description of the educa-
tiénal problems, data were collected detailing the
__location wher®t the difficulty arose (i.e., classroom, —=
~“playground, lunchroom).

j

The various categpries of specific educational
~ problems were vie rom two frameworks. Firstly,
" each problem repyesented a problem which detracted
from instructional effectiveness. This detraction of
effectiveness 8 of interest because of what the
stratistician ¢ould do in altering that educational
environment and in attempting to reestablish instruc-
tional effectiveness. It also represented a teacher's
apparent inability to handle a given behavior or
behaviors. It was hypothesized that high-frequency
occurence of speciizc problems represented areas where
teachers did not have adequate skills or preparation,
or were not receiving the necessary inservice train-
"ing. Intervention strategies, a two-part rationale
for specific responses to problems evolved from \
collected data. ,Within the major context of the two
data bases, the RMRRC identified thr2e major thrusts
which would guide the services program: (1) inter-
vention. (stratisticians); (2) ecological aspects;
and (3) resource system. The intervention approach
(stratistician) provided services as well as informa-
tion in needed inservice and in preservice packaging.
As a result of experiences (data), input of various
agencies and schools, and brainstorming sessions, a
second thrust emerged on the need to know more about
the ecological aspects of the stratistician schools
and districts. The ecological aspects included
socioeconomic status, culture, mobility, transiency,
population density, religious preferences, school
policies that influenced development of the children,
and the school's acceptance of change. '

. The resource system involved gathering informa-

- tion on available resources in the state and region,

- identifying needs, and providing information to
various schools and/or agencies on relevant resources.
The resource system was to function through

20
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dissemination of information about ongoing educa-
tional approaches in addition to the center's
activities. The three types of descriptive data
would generate information for better services to
teachers, for preservice and inservice training and
for assistance in developing a resource system for
the region on service, training, and resources.

o

The procedures promoting changes in the educa-
tional establishment consisted of the following steps:
(1) identify needs; (2) conceptualize models to meet
the perceived needs; (3) establish working relations
with cooperating schools; (4) implement the model;

(5) identify and capture the variables-inherent in
the interaction generated by the implementation; (6)
analyze the factors involved; (7) develop implications
for practice from the analysis, (8) ascertain effec-~
tiveness through pilot préjects and/or other applied
techniques; (9) refine; and (10) apply the results
with appropriate evaluation components (feedback »
loops) for further refinement and tuning to meet the
needs of an environment (schools, inservice and/or
preservice training). The overall procedure was
designed to incorporate changes in response to new
information, to adjust direction for change, and also
to continually provide the information if a major
overhaul was required.

Figure 2.3 presents a schematic representation
of the center's model for collection, analysis,
packaging, implementation, and dissemination of data
for both preservice and inservice training and for
resource system development. The process identifica-
. tion model shows the discrete steps of center opera-
tions. The process flow model relates to the
identification model, but isolates the responsibility
and accountability of personnel. The numerically
identified stages noted by circled Arabic numbers
above each phase of the models show the relationship
between the two models.

The dissemination model identifies the stages
when information can be provided to interested con- ~
sumers. For example, if a school were interested in
information on simulation models of teacher-child
interactions, the information could be provided in
Phase I (gross examples), in Phase II (example
simulations have been prepared), in Phase III (a
pilot assessment has been conducted) or Phase IV
(simulations are now being utilized in either preservice
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or inservice training programs). This dissemination
method provides for the use of materials at various
stages, for ccunsuamer information on material sophisti-
cation and for a vehicle for dissemination before
final implementation, if requested.

The Roman numerals on the process flow model are

a guide to understanding the function and rationale
of the feedback system. The feedback process is
represented by the dotted lines in the schematic
model. An example of the feedback process follows:
After the implementation (7) of the materials in
either inservice or preservice training, it may be

. -decided that corrections or adjustments of the
material or packaging is required. In such an event,
the material could be referred from the Implementation
phase (X) back to Media (VIII, a, b) for reworking
if the "overlaps" were not clear; or back to Data
Management (V) if the implications are not clear; or
back to the Design Component (I) if different or
additional questions need to be asked to align the
packaged training materials with questions from the,
trainees.

The built-in feedback process provided a
mechanism to incorporate corrections in the defined
process. When the model became fully operational,
it was anticipated that changes or revisions would
be required to maximize data flow and the corrective
process. The stratistician formed an important /link
to the school and the needs-assessment base foyf
regional operation in this approach.

The overall operation during Stage One of the
stratistician program (recounted in the preceding
discussion) is outlined in the schemi;ic of. Figure
2.4. The process flow shows the planned combination
of the interventions with the data collection effort
and the interaction with the center. The procedure
for data analysis is shown as a separate process,
producing the desired descriptions of interventions
and alternative“instructional strategies. The
process is clearly defined and expectation is estab-.
lished. The following section presents the results
of the activities undertaken.

Data and Results from Stage One

At the end of the first school year, the response i

;)
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from the districts was enthusiastic and supportive.
By focusing on the teacher as opposed to the student,
the stratisticians felt more students benefited from
their services ‘than if they had been used in rooms

or self-contained classes. A large number of teachers
received inservice training in total faculty groups, -
in small groups and on a one-~to-one basis. More than
90 percent of the teachers in the five schools with -

a full-time stratistician utilized the stratistician
in some way. This high-use rate was attributed to
the type of role which allowed the stratistician to
move freely and to actually draw together many
resources, thus serving all the school's exceptional
children.

It was particularly difficult to measure the
effectiveness of the stratisticians placed in the
multi-district service unit, compared to those in
individual schools. The service unit covered a
large geographical region in southwestern Utah that
contained more than 50 schools. The service rendered
was better than none, probably better than previous
service, but it was spread over too large an area to
have any measurable impact. Perhaps the biggest
problem in getting a true assessment of the value of
the stratistician model is the fact that the center
started out with unique, highly skilled individuals
who would probably have been successful in any
number of roles. The principals were also carefully
selected and reviewed by the RMRRC and the district
officials before they received a stratistician.

At the end of the year, the stratisticians were
asked to describe the skills they felt were necessary
to be effective in this role. The identified skills
included diagnosis (formal as well as informal),
prescription, knowledge of programs, evaluation
skills and interpersonal interaction skills. These
identified necessary skills matched the RMRRC's and
were included in the stratistician training programs.

The stratisticians faced the operational
difficulty of "serving two masters,” the school and
school system where they were placed and the RMRRC.
They functioned as regular faculty members--an
integral part of the school for four days a week--and
then returned to the RMRRC on Friday for a weekly
training meetlng. So the stratisticians faced some
problems in becoming an integral part of a school
when they were out of the school one day each week.




Although this arrangement was clear t® the districts
and to the school principals before school started
and was facilitated by the fact that the RMRRC paid
various portions of the stratisticians' salaries
{from 25 percent to 100 percent) there were still
some feelings about their absence.

An even greater problem was that of keeping the
stratisticians focused on defining the process of -
their role for later transportability, rather than
only on solving immediate.problems for teachers and
children. They faced the dilemma of providing
service while doing research. Collecting the neces-
sary data was time consyming and was occasionally
limiting in the_types of services that could be
provided. Stratisticians indicated they often found
themselves meeting service needs "on their own time"
because of the limitations of the guidelines on the
data needs. The additional service needs were defined
as activities such as working with students, teachers
of students, parents, school projects or community
organizations that did not necessarily relate to
handicapping conditions. In most cases, the data on
the stratisticians' provision of services was
accurate in regard to handicapped students, but it
did not reflect the total picture of a stratistician's-
work for a school, a district, or a community.

The history of this first stage included a
heavy conflict between the operation of services
defined in the proposals and the role development
the stratistician. The conflict was strongly spelled
out in the resentment voiced by the stratisticians
against data collection and record keeping and the
requirement to focus on handicapping conditions. 1In
many ways the process was carried out without the full
cooperation of the stratisticians.

In retrospect, the clear role definition--that
of defining general problem classes and of identifying
the target 40 percent of the handicapped population
not being served--was not transferred to the stratis-
ticians. A resource agent's perspective on development
of regional services was not maintained by the stratis-
ticians relative to the immediate gratifications of a
limited service. To the stratisticians, all actions
and their worth were measured in terms of immediate
service and of the program at each stratistician's
school.
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In this focus, the stratisticians developed a
resentment of data collection, and did not utilize
the center as a resource. A separation in their
functional roles relative to the organizations they
served was made and forced upon the center. In this
process the value of the stratistician model could
not sbe ascertained nor diq\the broader needs state-
ment for regional planning-and services evolve. The
crucial difficulty was the gnability to transfer to
« - the staff the concept of a regional service role and

of each individual's responsibility to the region's

children. '

‘The data collection instruments developed for
use by the stratisticians are included in Appendix A.
The instruments were sought so that the center could
use the stratisticians' diagnostic prescriptive proc-
ess as its data base and avoid the imposition of
specific data collection activities. The materials
were developed, but the use rate and thoroughness of
their completion were inconsistent. Even with
hindsight, it is difficult to clearly establish the
specific causes which created difficulties in the
collection of data.

The conflict between intent ‘and outcome was
integral to developing an expanded data base on
educational problems, intervention strategies, and
the unserved handicapped. The process never
functioned effectively, -and staff members assigned
this function collected the data as best they could,
but the concept of the stratistician as a classroom-
based, needs-assessment mechanism was not applied.
Data were collected through secondary sources and
reported (and is presented in the following discus~
sion), but the important feature that initiated the
model was lost.

The stratistician evolved into a service delivery
person with few, if any ties, to the center. The
soft link and the revised role established Stage Two
of model development, which constituted service in the
third funding year described in a subsequent section.
Part of the role transition and the work "overload"
of the stratisticians was the effect of the non-
discriminability of the noncategorical approach. All
children, in effect, become exceptional and the special’
needs of each child must be met. The result is a
lower level of service to the handicapped child.




The causes of the problems encountered in imple-
menting the Stage One model were numerous. They can- /
not be weighted accurately yet, but can be. outlined
only. Role definition of the center's goals  and
purpose was not apparently clear to the stratisticians,
8o their response was to serving a school, not a
region. The communication between the center's needs
assessment and the data collection effort was poor
and compounded the problem of an inadequately defined
role. Data collection requires more definitions
that, in a totally noncategorical approach, appear
to be labels. Therefore, part of the stratistician's
resistance to data collection was the inability to
establish the difference between definition of prob-
lems and child-centered educational responses.
Intertwined with these factors was a problem of
effective management of a directed program with
stated goals and purposes. .

Within the context of these general problems,
data were collected and tabulations made in January,
1972; the results were reviewed in April, and June on
additional data. The data tabulation from mid-January
looked at 72 children who represented a population
requiring extensive intervention. These children did
not represent the total number of contacts (approxi-
mately 800 referred children) but represented the
more severe educational problems as perceived by their
teachers. The data collection was not as complete as
desired due to the ongoing nature of many inter-

7ventions.

The descriptive dat: indicated that most children
referred to the stratisticians were between seven -
and eight years old. Figure 2.5 pictorially summa-
rizes the frequencies of child contacts by age with
stratisticians. Figure 2.6 summarizes the referral
frequency by class size and indicates that referrals
predominantly came from classes with 25 to 29 chil-
dren. These data should not be strictly interpreted
as an indication that this size of class (25 to 29
students) generates educational problems, since a
large portion of the classrooms in stratistician
schools contained 25 to 29 students.

Figure 2.7 presents a summary of referral fre-
quency by grade level. The most frequent referrals
were in the third grade. These data cannot be sim-
plistically interpreted. Two trends, however, were
abstracted from the tabulation and verified by the
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stratisticians subjective impressions. One trend
evident in Figure 2.7 was that educational problems
surface more frequently as the child progresses
through school. This was supported by stratis-
ticians' observations and 1mpress1ons. And, the
stratisticians also noted that in certain schools .
the third-grade teachers required more support, -
which may ‘have been why more third-grade children
were referred. These data reflected two major
underlying influences.

Figuré 2.8 graphlcally depicts the frequency of,
referrals by the sex of the child and of the referrlng
person. The réferrals were prlmarlly made by female
teachers. This was expected since the school person-
nel in the pilot schools were predominately. female.

The substantially higher frequency of referrals of
male children followed the general trénd:of a higher
incidence of handicapping conditions and behavioral
problems of Roys for the age range.

The data presented in Figure 2.9 indicate the
primary source of referrals was the teacher who pre-
ferred an informal referral process. As defined for
purposes of data recordlng, the informal referral
represented a passing or exploratory mention of a
student problem, as opposed to the category where the
teacher seeks out the interventionist formally. The
data in Figure 2.10 indicate that the most frequent
referrals were generated in educational settings
where the only services readily available were in the
regular class. Substantially fewer referrals were
generated in settings with supplemental instruction
of a resource room or self-contained special class.
Although pre11m1nary, these data suggested high need
where support services are not readily available or
specifically programmed. . Q -

Data on the specific educational problems
indicated substantial variation on frequency of
occurrence. This preliminary data indicated priority
areas for attention. These data, categorized by the
use of descriptors defined in the descriptor list
were viewed as undergoing refinement in a continuing
fashion. The thesaurus of educational problems was
developed at this time. The thesaurus is presented ..
as Exhibit A.2 in Appendix A.

The data collected indicated a very low usage of
many descriptors. Of the key descriptors used there
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was some variation between the number of teachers and
stratistician referrals for a specific behavior. The
following listing presents key descriptors and the
referral sources: ‘ -

*

$ of $ of
teacher strqtisticiad
referrals referrals

Restless 17 10

Nonattending Behavior 15 35
Disruptive Behavior 33. 22
Insecure--withdrawn 10 12
Insecure--attention seeking - 10 15
Aggressive--acting OQut 25 ' 22
Underachieving 33 28

The data suggested some variation did exist in
the teachers and stratisticians perceptions. The
major differences centered on behaviors which were
defined as problem behaviors but were basically non-
descriptive. The stratistician who could sit and
observe the class tended to notice behaviors such as
restlessness and non-attendance more frequently,
whereas the teachers responded to disruptive behaviors
more frequently. The data base was not sufficiently
discriminating to warrant drawing further hypotheses
or implications.

An example of the inference problem is the
difference between the referred children: stratis-
ticians identified 28 percent as .not achieving (per-
forming below the level expected by the teacher)
while the teachers identified a slightly larger group
of the referred children as not achieving (33 percent).
The category of nonachieving seemed quite broad and
necessitated considerable further diagnostic informa-
tion to permit effective curriculum planning or
reprogramming. This category, however, raised several
interesting possibilities. Tt seemed useful in terms
of the initial description of the broad area of the
child's difficulty. The fact that the child was not
achieving certainly served as a cue for the inter-
ventionist to look into why the child was below par.

36




This may speak to ineffective curricular programming
for the child. S£econdly, by definition, the child's
performance was not at a' level expected by the

teacher. Depending, of course, upon what the

needed examination. Of additional interest w
fact that the teacher was referring only 33
of all problem children for not achieving.

problems in the class wh;ch could perhaps be considered

psycho-soc1al / /

I3
Teachers and strgﬁistieians observation of
referred chilcren seemed to result in a cluster of
behaviors related to/ task orientation. The three
behavioral categorigs comprisinq/this cluster were:

considerable pressure, attempt an assign-
ment) was identified as being a behavior
for 12 percent of the referred children by
stratisticians and teachers.

£
1. "Doesnd;/attempt work” (will not, without

2. "Doesn't follow directions" (forgetful or
does not understand instructions) was a
behavior identified for 10 percent of the
referred children (by stratistician) to 18
percent (by teacher).

3. "Doesn't complete work" (attempts but does
not complete the work, without considerable
help or attention) was identified in 15
percent of the referred children (by
stratistician) to 17 percent (by teacher).

The first two behavior categories may have
suggested a breakdown in task orientation provided by
the teacher for the child. These two areas might
have indicated a rather specific need for inservice
and preservice training. The third behavior category,
although somewhat different, seemed related to con-
tinuing task orientation. Such an area may suggest
that the contingencies were not arranged by the
teacher to promote sufficient ongoing task-oriented
behavior which caused work completion.

Over the period from September, 1971, through
mid-January, 1972, teachers were the primary -
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implementors of intervention strategies (more than
62 percent). The remaining interventions (more than
37 percent) were implemented with nearly equal
frequencies by stratisticians, teacher aides, peers,
parents, principals, auxiliary school personnel, and
community resources. Of these other categories,
auxiliary school personnel was the only implementor.
group that stood out (15 percent).

Two types of intervention strategies were used
most frequently: behavior modification was a
. suggested strategy in 28 percent of the intervention
"alternatives; and the use of "one-to-one instruction
of a single child by teacher, aide, or, older student"
was used in 18 percent of the interventions. Other
intervention strategies occurred with substantially
less frequency and with the exception of specific
curricula (11 percent), other intervention categories
were used less than 10 percent of the time. For all
alternatives, the stratisticians formulated 40 percent
.of the interventions, 39 percent of the alternatives
were formulated by a stratistician-teacher team in
which the stratistician was the initiator. Using the
team approach (stratistician and teacher), teachers
were responsible for initiating 11 percent of the
strategies. Interventions were predominantly
implemented in the classroom (72 percent). ‘

In mld-Aprll 1972, a summary data tabulation
was repeated for 121, children who required extensive
help.” The major chakges in,.the descriptive data on
the referred children,indicated that most referrals
were between 6 and 9 ars old. The data also~”
indicated.a heavy cl&s er of referrals from grades 1,
2, and 3. These isolated data mean little except to
pinpoint the age group. Previous data suggested that
problems might be referred more often as the child
progressed through the first three grades. Another
hypothesis was that at different times, different
trends emerged in .response to system needs; i.e.,
testing requests. The data tabulation .did not
support either hypothesis.

In reviewing the data on frequency of referral
(i.e., formal, informal, records, existing problems)
the tabulation maintained the essentially same pattern
as the smaller sample. Referrals were predominantly
informal teacher contacts, with less than 8 percent
of the stratistician referrals involving problems
that were on the child's records or that were
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previously identified in some other way. The teacher,
therefore, remained the primary referral source for
children (more than 81 percent).

The data tabulations from the larger sample
(N-121, April) on the specific educational problems
emphasized the cluster of behaviors, including. "rest-
lessness," "not attending," and "disruptive." The
initial interpretation of this cluster was strongly
supported by these data (along with high frequencies
of aggressive. behavior as a problem, and the highly
frequent use of behavior modification techniques as
interventions). Based on this work, it was suggested
that all product-oriented thrusts of the project
should be related to the needs assessment and to the
development of classroom management skills and
packages for presexvice and inservice training.

The resource-support system was similarly engaged in
identifying and in cataloging resources in classroom
management.

One teacher-related category which was not
highly frequent in the January tabulation increased
substantially in the April data--the category of
"distractable."” This increase was accompanied by a
similar increase in the frequency with which "short
attention span" was noted as a problem. Due to the
preliminary nature of the data, inferences could not
be drawn. Within these limitations the data did
serve as somewhat of a qualitative crosscheck on
observations because "short attention span" was part
of the definition in the "distractable" category.

"Lack of motivation" also was noted in the
second tabulation. As with the "distractable" and
"short attention span" behaviors, "lack of motivation"
was beginning to appear as a noteworthy problem due
to the change in relation to previous data. Even
such fragmentary data, however, were considered to
provide some guidance for product-oriented activities.
For example, with motivation and aggression, informa-
tion searches were initiated. It was planned that
if these data:were supported by further data accumula-
tion, these preliminary searches would most probably
be recycled into other product areas. If not, they
were to become a part of the resource support system
and perhaps a bibliography.

The problem category of "not achieving to
expectancy" maintained the pattern set by early data
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as a high frequency area. Some rather .distinct
changes in frequency occurred in the categories of
"doesn't understand task," "doesn't follow directions,"
and "auditory perception." These categories might
be viewed as a cluster of behaviors which are related.
Subjective impressions had hinted at the area of
auditory discrimination as perhaps influencing these
reas. It is worth noting that auditory reception
ad not been indicated as a frequent problem. This
area seemed to warrant closer scrutiny because both
the frequency of problems which might be generated
by auditory discrimination difficulties and because
of the lack of clear implications from the data at
hand. A specific information search and allied
research project were initiated in response to these
field data..

Some change was evident in the April data on -
interventions. Behavior medification and the use of
a tutor were still by far the most frequent inter-
vention approaches, but this trend was even more
exaggerated. The resource aide was used with notably
greater frequency, as was task analysis and modality
change. Implications from these data, though frag-
mentary, similarly began to suggest areas where
teachers needed either help or a skill improvement.

During the 1971-72 school year the stratisticians
were involved in extensive interventions with 159
students, an increase of 38 over the mid-April report.
The 159 students represented approximately one fourth
of the total served directly by the stratisticians.

The largest number of children contacted remained
in the 6 through 9 years age range, in grades 1, 2 and
3. Most referrals were for children in the regular
classrooms, with less than 4 percent of the total
referral list requiring extensive intervention in
special education classes.

At least two explanations were available: one,
the stratisticians were placed in schools that had mo
special education facilities. This, in fact, was
true in one case, but the other five stratisticians
were in schools with other special education resources.
A more likely explanation was that the special educa-
tion teachers could serve their handicapped children
with minimal help from the stratisticians, thus the
referrals did not show up in the tabulations of exten-
sive interventions by the stratisticians.

I3
I
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Approximately two-thirds of the children referred
and accepted for extensive interventions were male but
only 20 percent of the referring teachers were males,
This was descriptive data with no inferences suggested.

. The referrals usually came from teachers (85
percent) as would be expected. In addition, more than
half of the referrals were informal ones, i.e. no
written request through established channels. Approx-
imately one-third of the referrals were processed in
a formal, written manner, with the other 15 percent
coming from existing case loads or records. When a
child with behavior problems was referred, most prob-
lem descriptions were labeled "disruptive," "not
attending," "distractable," "aggressive," and "rest-
less." Although most problems were easily recognizable,
there was a substantial number of children who had
withdrawal and isolation problems.

The largest single complaint for academic
problems was under-achievement. Other academic prob-
lems, centered around a general disorganization of
.academic [skills, i.e., "doesn't understand tasks," ‘
"doesn't |complete work," and "doesn't follow direc-
tions." [In addition, auditory perception problems ‘
and motor coordination received some notice. Many
specific problems were indicated, but were infrequent,
probably because of the specificity of the category }
and that one of the larger, more general categories
was more appropriate.

The usually suggested interventions were tutoring
and behavior modification procedures. Parent con-
ferences and recommending an aide were also suggested
in many cases. gl

Stratisticians scored the success of the inter-
vention on the child's performance. The rating was
on a 6 point scale, ranging from little change (rating
of 1) to solution (rating of 6). Approximately 10
percent of the interventions produced little change,
while 15 percent were rated as 2 and 3. The largest
group received a 4 (33 percent), while 2 percent
received a rating of 5 and 5 percent were judged
effective since the problem was solved. Follow-up
plans were readied to gather data on these children
over a two-to-five year period.

The data collection process that was initiated
and produced the above data did begin to follow the
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plan of implementation of the assessment of classroom’
needs. A general summary of the data was not developed,
nor'was the initial work refined or expanded into an
active guidance element for center activities. The
straéﬁgtician model slowly evolved into a service

model and the data collected became more removed from
the original purpose as will be discussed in the next
section. ' '

Identification Assessment

The second objective of the stratistician model

- .was to help locate the 40 percent unserved handicapped

children. It was intended to undertake this indenti-
fication as part of the ongoing data collection effort
of the stratisticians. This procedure never worked

out on an ongoing basis, hence a study was designed

to collect data. The study complemented an assessment
effort by the Utah State Board of Education to identify
all handicapped children in the state's school system.

The USBE assessment effort (Project ID) utilized
the classroom teacher as the initial screening agent
in the identification processes by reporting the
names of all students who, according to teacher per-
ceptions, were handicapped. A pilot study of this
identification technique in May, 1971, in the Salt
Lake City School District, indicated that 80 percent
of referred students were, in fact, handicapped as
defined by placement standards of the USBE and as
determined by the results of a test battery adminis-
tered by a competent school psychologist.

This identification program was expanded to a
full-scale identification effort during the school
year 1971-72, with all districts participating (Nelson,
1971). The assessment instruments were improved from
the initial effort, but the same procedure was used.
From the referred students a random selection was
again made and identification tests were administered.
The correct identification of handicapped children
by teachers increased to 90 percent using the improved
instruments.

Simultaneouéiy with the Project Identification
study of 1971-72, the RMRRC began the unrelated
demonstration program that was designed to deliver
services to handicapped children in regular class-
rooms. The service delivery system of the RMRRC
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'children with a’'chronological-age (CA) range from

placed a statistician in a regular school on a full-
time basis. The stratistician was expected to provide
assistance and advice in dealing\with "problem" chil-
dren through teacher focused clasaroom intervention.
Five stratisticians were placed in five elementary
schools during 1971-72. It was assumed by the RMRRC
that those children referred to the atratistician by
a teacher's request would be handicapped. It was
hypothesized that a comparison of-stat& Project
Identification roles and the roles of students refer-
red to stratisticians wbéuld be identical) .

Contrary to this hypothesis, of 320 students
served by stratisticians, only 162 were listed on
Project 1dentification rolls or were already\in other
special education programs. Of students served by
the stratisticians, 158 were not listed as handi-
capped on any state roll. By implication, the
unidentified 158 students referred to the stratis-
tician were. not perceived by the classroom teacher
as handicapped. It was then asked why these 158
students were referred to the stratisticians. In an
attempt to provide the answer, a study was undertaken,
describing the students referred to stratisticians
but not included in Utah's Project Identification
nor on special education program rolls.

The 158 unidentified students were distributed
in four schools. A sample was selected consisting
of all 19 students in one school; 25 percent of the
population of the remaining three schools (17 addi-
tional students) was randomly chosen for psychological
evaluation. The 36 student sample represented 22.8
percent of the unidentified population, and included

five years, ten months to twelve years, six months in
grades from K to 6. A breakdown of number of students
by age and by grade placement is presented in Table

Several tests--Weschler Intelligence Scale for
Children (WISC), Bender-Gestalt, and Draw-a-Person--
were administered to students in the sample. This
test battery was used by the USBE for identifying
youngsters in Project ID and was adopted by the RMRRC
to make comparable evaluations. The Bender-Gestalt
was scored by the Koppitz method (Koppitz, 1963).

The Draw-a~Person was scored by both Goodenough-
Harris and Koppitz methods (Koppitz, 1968). Both the
Bender-Gestalt and Draw-a-Person yielded scores for
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Table 2.1 Age and Grade Placement of Students

Age
5-6 to 5-11 6-0 to 6-11 7-0 to 7-11 8-0 to 8-11
1 5 4 5
Age -
9~-0 to 9-11 10-0 to 10-11 11-0 to 11-11 12-0 to 12-6
5 6 . 8 2
Grade
K 1 2 3 4 3 ]
2 5 8 3 6 8 4
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intellectual maturity, brain damage, and emotional
difficulty indicators.

A competent psychometrist in a single sitting
administered the test battery in a minimal distraction
room. The tests were given in the following order:
WISC, Bender-Gestalt, and Draw-a-Person. Standardized
test presentations were followed.

Of the thirty-six evaluated students, twenty-
four (66.6 percent) were identified as learning
disabled*, eight (22.2 percent) as emotionally dis-
turbed, two (5.5 percent) as mentally retarded, and
three (8 3 percent) as nonhandicapped. One child
was identified as LD and ED because of the severity
of both problems; therefore, for these data, N=37 and
the total percentage exceeds 100 percent. Within the
LD group, 25 percent of the students displayed above
normal scores on the WISC greater than or equal to
110. Another 45.8 percent of these students exhibited
IQs within normal limits, with a full-scale score on
the WISC between 90 and 110. Of those children
identified as learning diabled, 29.1 percent displayed
below normal intelligence (full-scale score below 90).
Of this subject population, 70.8 percent were shown
to have normal or above normal 1nte111gence.

The .protocols of the LD students were interesting.
Of the subjects, 33.3 percent had at least a 15 point
difference between the two scores, with the verbal

.. score being the lower. ..Only 8.3 percent .showed a per-

" formance score lower by 15 or more points. Less than
"a 15 point difference in the two scales was exh1bited
by 58.3 percent. The higher performarice scale in
‘1ndlv1dnals with an except1ona1 number of errors on.
the Bender-Gestalt was 'of special (but unresolved)
"interest ‘as it represented a paradox, and 1nV1tes
speculatlon about th1s pOpulat1on. ..
The ED populat1on (N=8) " also was extremely

. interesting. Three youngsters (37.5 percent) were
1dent1f1ed as ED with LD characteristics. Two of
.these youngsters had superior’ intelligence (I1Q-123

“* -and 133). Further, the child who was identified as

both ED and LD producéd an intelligence measure of 133.

. *The USBE def1n1t10ns of handicapping condltlons
were used.
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Within the ED population, without LD characteristics,
a total of five students yielded only one below ,
average IQ (86) and one average IQ (93). All others
were ahove average, , /,,/”

, .

The referral of nonhandicapped children was
discussed with the appropriate stratisticians to try
to determine the cause of the referral. Explanations
ranged from a teacher-student personality conflict to
"other children in the family have been problems,"
and "the teacher thought the child should be referred
as a cautionary move." The stratisticians' subjective
evaluation of these referrals indicated an inappro-
priate teacher perception of the student.

The LD and ED referrals of this study were not
so easily explained. ,Nor was it immediately obvious
why these students were not perceived as handicapped
by their teachers. The stratisticians were, again,
interviewed for subjective impressions about these
students and the reasons for their referrals. The
stratisticians were questioned on student academic
achievement, particularly with those students whose
full-scale IQ scores of 115 or more were considered
LD or ED with LD characteristics.

Stratisticians' statements about the referral
conditions included the following comments: “He was
daydreaming," "She (the teacher) doesn't know how to’
manage that child," "He was creating a behavior
ptoblem for the tegacher. We moved him to Mrs.
and we've had no nmpre trouble." "That little fellow
has a hard time controll1ng himself." Academic
achievement was dedcrlbed in such terms as: "He's a
little slow in reading, but he's making it," "At
grade level, at least," the students with above normal
intelligence were all described as achieving at grade
level. Neither stratistician nor teacher perceived

.these students as having a learning disability although
the stratisticians, after viewing test protocols, con-
curred with the psychometrist's evaluation.

The group of school children displaying learning
disabilitiés has been the subject of much discussion
and research. Generally, the term "learning disabled"
has been applied to a child who displays an IQ on
either the verbal scale or the performance scale of
the WISC from 90 to 110, and a score 15 or more points
below the hlghef(score on the remaining scale.
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The typical LD child is retarded at least one-
grade level in reading or arithmetic (Reed, 1967;
Reed, 1968; Blank & Bridger, 1964: Brich & Belmont,
1964; Belmont & Birch, 1966; Sabatino & Hayden, 1970;
Silver & Hagin, 1966). For those children displaying
reading retardation, the typical pattern on the WISC
has been a lowered verbpl scale as compared to per-
formance scale (Reed, 1968; Blank & Bridger, 1964).

The group of normal and above-normal intelligence,
LD and ED,/designated students, who were referred to
the stratisticians, displayed definite indicators of
learning problems and emotional disturbances. Even
though those students had been achieving academically
at or above grade level does not alter the fact that
they may not be achieving their potential. Although
the very bright child with learning disabilities may
be-able to cope with classroom activities, a high
intelligence level may mask the child's disability
from the teacher and the special education expert,
preventing remediation. Faced with the gap between
their potential and real achievement, these bright
youngsters may retreat with defense mechanisms and
increased emotional maladjustment. Coping may be
achieved at the expense of emotional adjustment.

This study concluded that the results should
alert the special education practitioner to difficul-
ies in teacher referral of "handicapped" children.

eachers participating in Project ID were accurate

ip their reporting. of children who they considered
were handicapped. A 90 percent accuracy indicated
that few referred students were, in fact, nonhandi-
c*gped. However, the results of the RMRRC study of
stratistician referrals suggested that the lists of
handicapped students did not include all handicapped
students. Although in this study the students were
referred to the stratisticians as children with a
problem, it is possible that in the absence of a
stratistician-type service, no special planning or
programming would have been implemented. It was
recommended that future identification projects should
accommodate to this problem by assuming that some
handicapped students will not be referred, 'or by
broadening the screening instructions to include all
potentially handicapped children. The second alter~
native would lower the level of accuracy of identifi-
cation, but should result in delivery of services to
more children.




-—

While the number of subjects in the study was,

» admittedly, too small to allow for more than specula-
tion, it appears that LD students and ED students
with normal or above normal intelligence (as measured
on the WISC) were achieving at or above grade level,
and were not perceived as handicapped .:udents
because of adequate academic achievement (as indicated
by grade level performance). The child's coping
attempts may have resulted in emotional disturbance
that lowered his psycho-social adjustment level as
well as his academi~ level.

Administrative Evaluation
of the Stratistician

To gain a perspective in the admi#®strators’
re.ction to the stratisticians, a questionnaire was
administered to principals of schools in which stratis-

- ticians were placed. The responses are tabulated by
the questions and the numbers relate to a specific
principal; i.e., all numbers 1 were from the same

[$]

princi-al. \

helpful? . 7\

1. The stratistician has worked with teacgéis
on problems such as positive reinforcement,
voice and tonal qualities, -curriculum .
adjustment for specific children, behavioral
modification of specific children, plus
' served as liaison petween resource personnel
and classroom teachers and backup and support ,
for the social worker.

2. The stratistician has improved teacher
attitude toward students, upgraded teacher
discipline methcds, and .improved remedial \
activities.

identifying, diagnosing, and planning
- strategies for children with learning
disabilitics, and has supplied support for ‘

teachers with innovative classroom practices.

]
¥
. In what ways has the work of the stratistician been -
3. The stratistician has assisted teachers in 1
|

4. The stratistician has helped all.

5. The stratistician has .solved student problems,
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such as helpirng the student see himself as

a productive citizen. He has given teachers
a valuable resource that is readily acces-
sible, and has provided a basic security as
a nonjudgmental person to whom the teachers
can talk. '

What are the limitations?

+ 1. Each stiff member has been different and the

What

problem has been defining”a specific role.
What do the RMRRC people expect of the
stratistician? What has been the role? A
future limitation is that the stratisticians
need to be a special kind of person. There
should have been planned activities away from
school in the summer.

2. Specific definitions of a role will limit
the effectiveness of a competent stratis-
-tician.

3. Time. There have not been enough hours to
do everything that is necessary. I fear we
have been working our stratistician to
death.

4, The stratistician has been limited by the
temporary nature of our half-day school
sessions; by putting ideas into practice
and by working through the resistance of
some teachers.

S. 'The acceptance by most teachers has made it
difficult for the stratistician to meet
requests and expectations. It is surprising
the number of conferences that have been
voluntarily requested to discuss personal
problems of the school staff.

recommendations do you have?

1. The stratistician should be continued in the
school for more than just this year.

2. 1Inservice for teachers should be focused on
learning process, rather than curriculum.

3. The role of the stratistician should be left
up to what a "good" one sees as needed in the
situation.
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4. The same number of stratisticians in the same
schools should be continued.

5. The program should be kept going.

In what ways have other RMRRC staff members been
helpful?

1. They-have been helpful in writing programs,
and helping teams.

2. I don't know specifically. However, I do
\\\ know they are available.

3. They have been helpful to our stratistician
by supplying information and/or material.

4. They have provided educational benefits to me. .

5. The exchange of ideas and experiences has
| given a continous flow of new ideas and
support for the meeting and handling of
situations within our school. Vigits to the
school by members of the RMRRC have been
enlightening and educational. Their observa- |
tions and comments have been both accurate
and helpful. More visits would be welcomed.

[ N

/ Are you aware of what the RMRRC staff can do?

l. I realize that help can be obtained upon
request.

3

2. Haphazardly. .

o

3. Yes.
4. Yes and no.
5. (No response.) \
What recommendations do yqu\have?

1. They should help rlan academic units for
children with learnimg problems.

2. I would like the names énd specialities of
each staff member with role descriptions.

N

3. The principals should be told of the RMRRC

\\\
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staff's availability and of the areas in

‘which they can help.

Perhaps a better understanding of the RMRRC
program is needed by district specialists.

I suppose we have not been using staff
people to the extent we could have; possibly
there is fear on our psrt of bypassirg
district psychologists, etc.

Are the needs of handicapped children being met?

1.
2.
3.

What are

1.

5.

Yes.
No, but some progress is being made.

In our situation we have special education
classes which are immediately available for
the noticeably handicapped. However, more
can be done with borderline cases.

Better than ever. - We are attempting to
serve everyone, but there are still some
obvious needs' that are not being met.
More so than I have ever seen before.
Teachers are more aware of helping these
students and there is more willingness to
treat these students within the classroom.
the limitations?

Time and resources are limitations. Also
teachers are not skilled enough to handle
problems.

None.

The lack of aides and specialized materials
are limitations.

(No response.)

(No response.)

"~ What recommendations do you have?

1.

2.

None

Because of the personality of the present
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1

stratistician, I have seen very few limita-
tions, but I do foresee a need for a
definitive role.

3. I would recommend inservice for teachers;
for example, the Norma Randolph Self
Enhancing Education workshop that was given
to RMRRC staff members.

4. (No response.)
5. (No response.)

The responses were generally favorable to the
use of the stratistician in the school, but a
precise definition of the role was requested. The
poor role definition level led to an overreliance by
teachers on the stratistician, causing an overload
of the stratisticians. The linkage to the RMRRC and
its support was apparently not clear to administra-
tors, and better inservice training programs were -
requested. The feedback loop to development of
resource programs obviously was not working effec-
tively. .

In addition to this data collected from the
questionnaire, the RMRRC received requests for par-
ticipation in the stratistician program from several
districts who were not involved. These requests
reinforced the positive beliefs held by RMRRC staff
members of the value of the stratistician model. How-
ever, it was felt that the pilot program must be kept
to a size which could be easily observed, measured,
evaluated and changed, if change were indicated. Also,
clear-cut role definitions for the stratisticians
had to evolve throughout the year, and would involve
intense and immediate ‘communication between office
staff members and field workers. Frustration arose
from the immediate needs conveyed by those requesting
participation and the expansion limitations. Careful
public relations had to beimaintained to communicate
the RMRRC goals of supporting and facilitating
educational improvement, while limiting the pilot
project to a workable level.

The ambiguity of the evolving stratistician role,
while not a serious problem, remained an ongoing
challenge; the needs for structure and role definition
were felt, but could not be specified. Those persons
chosen for stratisticians were open and nonjudgmental,

52




traits which seemed to include tolerance for ambiguity.
After the end of the second year, the actual needs of
teachers and of handicapped children dictated the
stratistician role, while evaluators tried to maintain
data collection. This stratistician role, if it proved
successful, should be more easily filled in the future,
once the qualities, behaviors, and skills needed were
more clearly defined.
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Chapter 3

STRATISTICIAN STAGE TWO, 1972-1973

At the end of the first year of placement of
stratisticians, two of the original six were reassigned
to positions in the RMRRC office and a third left the
state to pursue a doctorate. In addition to those
three openings, two more were created when the RMRRC
decided to try the model in a school with a heavy
minority population and in two rural schools in a
rural district to be served by one stratistician. The
selection criteria for stratisticians again required
a strong background in special education and/or educa-
tional psychology and the defined personal attributes-
Because of the one year's experience with stratisticians,
the RMRRC provided better job descriptions for the
applicants and structured interviews on the problems
the stratisticians would face. Again, an attempt was
made to get the best possible personnel available to
assure the success in the stratistxcxan s variety of
roles.

Those stratisticians who had just completed a
year of service briefed newly hired personnel on
activities and problems. Informally the "new" stratis-
ticians assessed their own capabilities either by
working on their own, or with another staff member,
and they individunally improved their skills. The
major group activities focused in two areas: 1) the
development of an instrument that would enable a class-
room observer to record events of educational signifi-
cance in sequence, and 2) the simulations of possible
classroom incidents.

The observation instrument grew out of the need
for gatherxng classroom information. It was developed
by using stratisticians' individual ideas, reviewing
the literature for models and theories, and combining
the creative resources of these highly skilled people.
It was named the "Systematic Observation of Behavior"
(affectionately called the S.0.B.).

Derivation of the items in\the observation code
was not a product of model theory nor a deductive
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approach to climate analysis of the classroom. Rather,
the development was based upon the following parameters,
which have contributed to the code structure in its
current form:

A. Empirical Information: "Units" of behavior
were generated from observed and itemized
data, descriptive of actual responses or
activities within the regular classroom.
Behaviors of both student and teacher were
accountable, and subjective or interpreted
information was not recorded or considered.

B. Frequency of Occurence: Although an ineffi-~
cient number of specific items were produced
by this method, the terminal items were those
which commonly remain stable because of the
number of times they occurred in a sampled
observation continuum. Those units occurring |
with less than 5 percent frequency were dis- i
carded. Retained items resulted in the |
final 10 categories and subsumed sub-categories. 1
|
|

The rationale for the S.0.B. development was pre-
dicated on the desire for a utilitarian, yet non-
categorical instrument for informal observation. Per- |
tinent to the development of the instrument was a
desire to construct an instrument that removed the 1
stigma. of categorization in diagnosis. With this tool, |
the needs of a child could be assessed on an individual |
basis without placing him in a traditional mold. 1

As previously stated,.the essential elements of
informal diagnosis were compiled and integrated through i
an empirical method in developing this tool. Because
the instrument was developed by direct classroom
observations, the yielded information would be highly
relevant to the classroom teacher. For the teacher as
well as the observer, the instrument would provide a
factual schema of the child in his mainstream environ-
ment. Consequently, the $S.0.B. was seen as providing
a common communication base between the teacher and
the observer in talking about children; it would allow
for ready interpretation prior to developing inter-
ventions for desired outcome skills.

Again because its codes were meaningful to a
teacher, the instrument would be learned readily. The
information yielded by this instrument could prove
useful in reinforcing and expanding teacher and/or
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observer skills. It promised to become a highly useful
inservice tool for teacher self-assessment or for
recording behavior change.

The code recorded various types of student-teacher
interactions. The instrument was structured so it had
multi-dimensional appljcation. ‘Interpretations were
yielded on any of several preselected dimensions. This
adaptable informal instrument promised to provide short-
cuts in evaluating academics, behaviors, and learning

modes on specific teacher-student interactions. Encour- -

aging the teacher or specialist to informally assess
behaviors of children and develop appropriate inter-
ventions may have reduced the numbers of: referrals sent
to psychologists for formal assessment.

As field studies progressed, the instrument was
visualized as encouraging further exploration into the
utilization of informal diagnostic approaches.

Sample items and recording code are listed:

A Accepting

AA  Assumes Authority

AK Acknowledge

AK~ Teacher ignores

AMP Amplifying

AP Appropriate

AR Accepting with reinforcement
ARG Arguing, Disagreeing

BB Blackboard
BK Book

BOT Back on task
BO Blaming other
BS Blaming self

CA Calling for attention
CAU Caution

CC Call for confirmation
CHB Chair behavior

CL Clues

After the S.0.B. instrument was’developed during
the training period of the second group of stratis-
ticians, the evaluation and research group analyzed it.
A pilot reliability study was initiated, ‘using two
raters. The preliminary results indicated a low-
interrater reliability, and further reliability checks
were discontinued as the regional effort had been
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initiated and core staff members turned their attention
to working with three new states. This outcome of the
S.0.B. instrument is a strong data point stressing the
value of planning and coordihation in the operation of
a complex center.

The Stage Two activity generally reflected a
decrease in data collection for analysis of the stratis-
tician as a service delivery-model. Concurrently, the
needs assessment function and the use of the RMRRC as
a resource declined. The stratistician became more of
a direct service agent within regular schools in the
region.

Stratisticians were placed in the same five
schools and one multi-district region that were used
in the preceeding year. In addition two new placements
were made; on stratistician was placed in a school with
a high minority population, and the other in a rural
setting with the stratistician serving two schools.

New people replaced the two stratisticians who were
given other assignments. The transition from a person
who "pioneered" the model in a school to the "stranger"
who takes their place was studied. The arrangement
with the multi-county service region was maintained,

but a new person in the service unit replaced the
original stratistician who left to pursue a doctorate.
The geographic locations of the placements are presented
in Figure 3.1. '

Essentially the same subjective results were
reported by the RMRRC staff as after the first year.
The districts and schools were enthusiastic about the
service. A large number of students benefited directly
and a laige number of teachers received inservice
training for skill 'improvement. This second year's

-experience reinforced the previous year's information

that the necessary skills fell in the categories of
diagnosis, prescription, knowledge of programs, evalua-
tion and human interaction skills. It also reinforced
the notion that there was a large number of mildly
handicapped students in regular education classrooms
who needed special education and the stratistician was
a cost-effective way of delivering services. The
preceding overview of the results of the services
provided in 1972-1973 were based on subjective judgments
by RMRRC staff members and district administrators and
principals of stratistician schools.

]

The difficulty of "serving two masters" still
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remained a complaint of stratisticians although the
time the stratisticians spent at the RMRRC was reduced
to every other Friday. The major problem persisted
-~-that of gathering data to objectively evaluate to
the model and to also provide service. The provision
of service continued to be the key factor in the
stratistician's role.

The provision of service betweenh the two schools
in a rural school district by a single stratistician
did work, but needed adjustments. Ideally an assigned
person in each school would have been helpful so he
could carry out the responsibility of maintaining the
programs initiated by the stratistician when the
stratistician was in the other school. It also would
have been helpful if both -schools allocated the time
‘based on the needs of students. The eontinued
experience with the multi-county service unit served
by a single stratistician again- demonstrated that
some service is probably better than no service, but
it was unrealistic to expect impact from someone who
-is serving over 50 schools in a large geographic area.

Generally, after two successful years with the
-model, the dilemma still existed as to whether or not
the success was due to the design of the model or to
the uniqueness of the individual stratisticians.

Some data on the services provided by the stratis-
ticians were collected using the data form shown in
Figure 3.2. The stratisticians provided individual
educational services to 370 elementary school-aged
children. 1In addition, another 200 children were
served directly by the stratisticians in group situa-
tions. This made a total of 570 children who were seen
directly by stratisticians. Of this total, approxi-
mately 100 children were members of minority groups
(approximately 10 were Black and 90 had Spanish sur-
names) .

The children served directly were typically chil-
dren with specific academic or behavioral problems,
for whom programs were designed and implemented in the
classrooms or through direct work with the stratistician.
The severity of the handicaps varied from mild educa-
tional problems to rather complicated educational,
emotional, or sensory difficultics. Based on the opera-
tional definition of severly handicapped as those
children typically not served in public school programs,
the stratisticians generally served less severely
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or Group

xndiviauar?

School:
Date:
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involved children in all categories. y

The services were provided by eight stratisticians
working in roughly three different situations. As
defined earlier, six stratisticians were assigned to
one school each ‘and functioned totally within that
school. . One stratistician split his time between two
schools in a rural district in.central Utah. The
eighth stratistician was assigned to a six-county (six-
district) region in southwestern Utah. Theoretically,
this regional stratistician had responsibility for 52
schools in the six districts. In each different
situation students were referred directly to the
stratisticians by the teachers, principals or other
school personnel. The stratisticians typically reviewed
school records, observed the child in various situations,
administered various standardized and criterion refer-
enced instruments, shared the results with the interested
persons (teacher, principal, parents) and participated
as a member of the team that planned and implemented -
the program designed to assist the handicapped child.
The first priority was to try to implement the program
in the child's regular classroom with the teacher
managing the program, rather than the stratistician
providing the child individual assistance external to
"the child's regular education setting.

It was estimated that approximately 1,500 handi- 1
capped children, representing a crossvsection of '
categorical types, received indirect 8ervices from the
RMRRC during the 1972-73 school year. These figures
were obtained by taking 16 percent of the number of
children in schools served by the stratisticians. This
estimate was based on the USBE's estimate that 16 per-
cent of the school-aged population has educaticnal
handicaps. Further, the stratistician provided indirect
gservice through inservice training and program planning
with practically every teacher in the participating
schools plus assistance to parents and other school
district personnel, such as school psychologists, social
workers, and nurses. . .

Direct referrals to the stratistician were the
basis for service to almost alli of the 570 children
served directly. The overwhelming majority of referrals
came from teachers. Some referrals, however, came from
principals or parents. The sources of referrals
. undoubtedly were a function of the way stratisticians

worked within a school and their relationships with the
faculties. Additional formal diagnosis of 36 children
was provided in stratistician schools by center staff.
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. Seventeen children .were referred to the center fr’m
schools without a stratisgician. Each child was
visited in his school environment, diagnosed and/o .
‘ programs developed and follow-up provided by cente
staff. Eligibility for, those services was based o
need and because no other existing personnel or ag Pcies
were available.

Parent services were extended primarily to thoLe
. whose children were in the participating stratistician
schools. Approximately 150 parents were provided
direct service by the stratisticians. ™ost contacts
were individual, concentrating on the parents' particular
s children,. but some assistance was given to small groups
of parents meeting on a regular basis.

The referral for entry into the stratistician
service program was represenced by the following general
-outline.

¥V

-

I. Classroom Performarce: {(initial teacher
referral) ;

A. Description of performance on school tasks.

B. Descriptions of curriculum and/or method/
materials being used with the child.

‘Response:

-

--Interpretation of information
--Recommendations based on information

1. Make change within classroom
curriculum or procedure, and
therefore no need for further
referral;

2. Indicated further diagnosis
(what and where) .

II. Informal Diagrosis: .

A. Description of informal testing done and
performance noted:

1

Response:
--Interpretation of the findings from
diagnosis.
;
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l. Assign priorities to the
difficulties found.

-~-Recommendations:

1. Specifié remedial procedure
and/or

2. Formal testing (if so, which
types of tests are indicated).

Note: Depending on recommendation, the order
of III and IV may be reversed.

1555} Remediation--Stage one: \

= 0 A. A concise statement of techniques and
materials used and results. This state-~
ment would be made in terms of short-~range
and long-range remedial goals. |

B. Statement of ‘any change during ﬁhis period.
\ ,"
Response: /
--Interpretation of the methods
employed (that is, why # certain
technique ‘'or material was used),
and the results achiev?d. ;

~-~Recommmendations: /

1. Continue remediation on same
problem with same end goal.

2. Shift remedi éion to different
problem with/same (or different)
end goal.

3. Do formal tﬁsting--if 80, what
tests and ﬁor what information?

4, End remedial procedures.

-,

IV. Formal Diagnosis:

A. Presentation of test results, data, exam-
iner, ‘etc. in tabular form.

Response:
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-~Interpretation (will follow each of
the formal tests given) of test
results,

1. Confirming information with
other tests or data.

2. Indicating specific remedial
procedures. '

--Recommendation (may come at end of
entire section on formal diagnosis)

1. 1Indicate specific remedial
suggestions.

Remediation-~Stage Two:

" A. Same as remediation Stage One.

Mote: From this point the format would vary,
alternating between additional stages
of remediation and posttesting results
and procedures.

Frognosis:

Backgfound Information:

A. A concise statement of such factors as
family, environmental, school and medical
history, etc.

~--Interpretation

1. Which of the above factors are
essential for the teacher to
know in order to work effec-
tively with this child's learn-
ing problem?

What diagnostic-remedial
procedures and/or interpreta-
tions would you have changed
had you been cognizant of all
of these factors?

Has your prognosis changed as
as result of this information?




During both Stage One and Stage Two, the individual
stratisticians evolved service patterns to meet the
needs in the individual schools. Some examples of
activities initiated by the stratisticians include
regularly scheduled meetings for parents of handigapped
children, an after-school Spanish club for Chicano
children, and active participation in a community based
organization dedicated to improving all educat onal
services. 7

R .

LT /
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An example of another stratistician-inﬁ%iated
service comprises Appendix B: A Cross-Peer Tutor Pro-

gram. This program was established in response to the
« school district's efforts to move most handicapped chil-

dren into the mainstream. The teachers felt unprepared,
and the tutor program helped in easing the increased
differentiated class load for the teachers.

The tutorial program accomplished more than its

goals. Forty-four tutors were plac?d in classrooms, ’/’#///

and each worked with one to ten children. Ev:;gﬂglggsff
from kindergarten to fourth grade, includinpg-
special education class, had a cross T tut wr— More

than 100 children were served directly. Advancement of
some kind was reported for nearly every child.

of the beginning tutors, 33 were still tutoring
on the last day of school. S5ix had moved, two dropped
out voluntarily and three were removed for not abiding
by the contract agreement. The remaining 33 tutors
had favorable reports from their teachers and parents.
They became class leaders, were more organized, more
responsible and had high class performance. A high
schuol tutorial program was established based on the
same format. The fourth, fifth and 'sixth grades were
served by the older tutors. It, too, was reported as
a success by the school and the high school. .

Primarily, the program won acceptance for the
mainstreaming of handicapped students. Tutors had an
important status in the school and the job was sought
by other students. Teachers felt they had been
relieved and helped and were willing to open their
class doors for more assistance. On "Special People
Day" all the tutors were honored by the entire student-
body. Twelve tutors received special awards as the
most significant contributors to the school.

The analysis of the 1972-1973 program by the RMRRC
staff indicated that if the stratistician role were to

66

Y

('




be validated as a service model, a population of
special educators selected by and part of the public

- school system would have to be identified and utilized
in a stratistician role for field verification., This
decision was made on the basis of the wide field

W acceptance of the center stratisticians and the concern

that this acceptance was based upon these individuals'
unique capabilities rather than upon the service role
description. 1In light of this decision, Stage Three
of the stratistician model was planned.

TN
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Chapter 4
STRATISTICIAN, STAGE THREE, 1973-1974

In addition to field testing the stratistician
service model in 1973-74, the RMRRC staff continued
to work on solving some of the same difficulties
reported during the first two years of operation
(1971-73): to utilize the experience base to identify
the competencies of a stratistician, and to develop
a training program for those competencies. The
strategy (elected to address the question of whether
it was the selection of highly skilled, unique
individuals and specific placements that made the
model work) was to invite the majority of the state's
school districts to pilot the model with their own
special educators in their own schools. Thus the
selection of the person and the school site would
become the choice of the districts and hopefully more
representative of a "real world" situation. The
selected strategy for solving the problem of "serving
two masters" was to have the districts hire and pay
the special educators (stratistician/generalists)
involved. In order to reduce the time the stratis-
tician/generalists would have to spend out of their
schools, the RMRRC meetings were reduced to one per
month. The eight RMRRC stratistician placements of
the previous year, both in single schools and in the
multi-county region, were discontinued.

The district selection process for the field test
began with a letter to most Utah districts from the
USBE Deputy Superintendent for Instzuctional Serv1ces.
The letter briefly explalned the stratistician/
generalist program and invited districts to respond
to the RMRRC if they were interested in complete
details. (Some administrators at the USBE, both in
regular and special education, had participated; from
the first planning meetings that led to the strétls-
tician model, and had followed the progress of and
supported the stratistician program.)

The inducement for the districts and the special
educators to be involved in the stratistician program
in 1973-74 was that the RMRRC would provide two weeks




training for the selected special educators, per diem
and travel expenses while they attended to training
sessions, plus a stipend. The RMRRC was to provide
to the schools and the districts copies of all data
collected by the RMRRC at the RMRRC's expense. In
addition, the RMRRC was to'provide a staff member to
meet at least twice a month in each special educator's
school to provide any follow-up training or necessary
assistance. The role of the RMRRC staff person was to
serve as an "intermediate stratistician" to the special
educators, who were called “"stratistician/generalists.”
Three intermediate stratisticians provided this backup
support for up to six stratistician/generalists each.
s
= The intermediate stratisticians were selected
from the preceding year's stratisticians. The stratis-
tician/generalists were selected by their district
director of special education or someone in an
equivalent position, based on district-established
criteria. In some smaller districts, the person may
have been the only special educator in the district.
Some of the larger districts chose to send three
persons.

The districts that participated with the RMRRC
were selected on their desire to be involved, on their
willingness to cooperate in the evaluation requirements
of the project, on their willingness to release the
st;étistician/generalist one day a month to attend
RMRRC meetings, and on the availability of their
selected stratlst1c13n/genera11sts to partlclpate in
“the training sessions before school started in Septem-
ber, 1973. Of the 21 districts that expressed an
initial interest, 1l agrcements were completed.

Because some districts asked to send more than one per-
son, a total of 17 stratistician/generalists partici-
pated from those 1l districts.

The training was based on the skills and compe-
tencies identified during the two previous years with
the stratisticians in the field. The major content
areas included: identification, diagnosis, prescrip-
tion, programming, evaluation, and interpersonal
skills. These areas were broken down into process
levels of knowledge, comprehension, application,
analysis, synthesis, and evaluation. Learning modules
were constructed to fit on a content-process matrix.
The training materials were constructed on a perform-
ance base to individualize the training program based
on the needs of each participant in each content area.

m




A more detailed explanation of the training program
provided to the generalists is presented in Chapter 6.

The stratistician/generalists were placed by
their districts. The intermediate stratisticians
were assigned based on geographic considerations. The
location of the stratistician/generalists is depicted
in Figure 4.1. The majority of programs were located
within a 75-mile radius of Salt Lake City. A tabula-
tion of the program by location, distance from the
RMRRC, type of ‘program, background of stratistician/
generalist, and the number of children in the service
population is presented in Table 4.1. -

The transition from the service delivery type of
stratistician of the two previous years to a two-
tiered structure was a major change in the stratis-
tician model. The intermediate stratisticians at the
RMRRC became linkage agents between the resource
system represented by the RMRRC and the actual
providers of services in schools (stratistician/
generalists). In terms of operations relative to
direct service to the instructional process through
teachers, the school-based stratistician/generalists
assumed the role the stratistician had played in the
schools during the 1972-73 school year (Stage Two
Model) .

The intermediate stratistician was envisioned
as providing training and back-up support to the
school-based stratistician/generalists. The training
was to include workshops, monthly training meetings,
on-the-job training during two monthly visits to each
school, and back-up support as needed on specific
problem cases; the intermediate stratisticians were
also to serve as a link to regional and national
resources through the RMRRC. Relative to the schools
the intermediate stratisticians were itinerant resource
persons who did not provide any supervisory or
regulatory function.

' Qﬁe intermediate stratisticians were also to

serve as a training resource to the Outreach program
of the center, and respond to requests from LEAs, SEAs,
or universities or colleges in the region for workshops
and/or presentations. The intermediate stratisticians'
role grew into more of a training role with a secondary
resource consultant function, rather than the direct
service activity that was provided as part of the_Stage
Two service modél.
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Table 4.1

Summary of Stratistician Placement

1973-1974
Location |Distance | Type of |Professional Number ;j RMRRC
from Program [Preparation f Inter-
" |RMRRC of i1- || wed.
Stratisti- ren Strat.
- cian/ n Assign-
Gen'list ervice| ment
opula-
ion
Resource [L.D. Certi, Aqépprox.
Vernal 182 Room Remedial 18 sl
teacher
Resource {Soc.Ed.Bus.
Coalville 63 Cen. L.D. Cert. 58 Sl
. Self-ContT.M.R.
Heber 58 Resource {teacher 45 sl
Second.Eng.
Park City 35 Resource [Elem. Ed. 30 sl
Resource [Secondary
Morgan 75 Gen. .D. Cert. 90 S1
Resource M.Ed.Spec.Ed.
Harris 38 Self-ContlL.D. Cert. 120 §2
Grants- Regsource Spec. Ed.
ville 47 Self~-Contll..D. Cert. 80 S2
jomm.nisordersn
Crescent 23 Resource Bpeech Path. 65 2
. Comm.Disorder
Edgemont 22 Resource Epeech Path. 60 S$2
Resdurce Comm.Disorderﬂ
So.Jordan 21 Itinerant! Speech Path. 80 s2
Self-Cont] -
Resource Bpec. Ed.
Dugway 79 Self-Cont| Gen., Cert. 70 S2
Brookside 55 Resource Sp. Ed. 34 $3
Sp. Ed.
Milford 220 Resource Music 30 S$3
Sp. Ed.
Hopkins 50 Resource L.D. 45 $3
bpecial
No. Ogden 50 Resource Achievement 24 $3
k?ecial
Roosgevelt 40 Resource Achievement 40 s3
Valley
View 45 Resource Bpecial Ed. 40 s$3
Taylor Contrast
Polk '

_Eontrast]




Another function of the intermediate stratistician
was to participate in the development of training
packages being developed by the RMRRC for general use
in preservice and inservice training programs. The
intermediate stratisticians were assigned modules of
the training manual being developed. The manual is
described in Chapter 6 of this report. This assignment
further accentuated the training function of the inter-
mediate stratisticians. Other formal workshops or °
seminars were developed by each intermediate stratis-
tician for inservice training use.

A last function of the intermediate stratistician
was to help build the links to districts necessary in
establishing the project's evaluative program. The
intermediate stratisticians worked with the school
personnel to explain the need for the evaluation, to
provide feedback on the data collected to the dis-
tricts, and generally to facilitate the flow of
information between the RMRRC and the district staff.
The process of evaluation and its goals will be out-
lined at the end of this section.

The 17 stratistician/generalists, working in
essentially 17 different situations, were to produce
data that would verify the flexibility and adaptability
of the stratistician concept to the needs of the "real
world." 1In the transition students were still being
served, teacher skills were being improved, and
generally the schools and districts felt good about
the service. The transition to the two-tier model was
a change from the original "pure" concept of the
stratistician model. 1In some rural and remote areas
the stratistician/generalist was the only available
special educator and it was necessary for that person
to serve in a self-contained classroom part of the
time to meet specific needs of some students. In such
cases, the stratistician/generalist also tried to assist
the rest of the teachers in the school whenever possi-
ble. In some cases the stratistician/generalist was
the only special educator in the district and had to
"provide part-time service to both the elementary and
secondary schools.

One major problem facing the analysis of the
approach's effectiveness was the wide variance in the
actual functioning of the stratistician/generalists in
each of the 17 schools. In addition, new state fund-
ing guidelines went into effect after the school year
began which required assignment of students to each

74

[l
[ 2ol

{4




l

special educator in a school for district-reimburse-
ment of state money. Assignment of students to the
stratistician/generalist was opposed to the concept

of serving as a resource person to teachers; such a
role requires time flexibility and immediate avail-
ability to meet teacher needs. The RMRRC requested
that the districts allow the stratistician/generalists
to function as closely to the originally agreed upon
guidelines as possible, but in view of the new con-
straints facing districts it was not demanded.

The RMRRC staff attributed additional problems to
persons in at least three key positions. These three
-~directors of special education, principals and
special educators--needed to be committed to the
particular model in order to allow its implementation.
There was some evidence that some of the persons in
these key positions were noet committed to trying the
model. 1If a district administrator likes an idea and
establishes a resource model in a school without con-
sulting the principal and/or the special educator,
some resentment and resistance to use of that model
can be anticipated. 1If a principal decides against
a particular model and prefers another, he structures
the situation to meet his desires. Also, if the
special educator decides that he would rather work in
a self-contained or resource room but is forced to
operate from another model, he gradually shapes that
model.

Another problem was the "heavy data gathering
effort." 1In order td’paSticipate, districts agreed
to administer a battery ¢f tests in the schools where
a stratistician/generaligt would be placed. The prob-
lem as viewed by the center training component was
that the burden for admjnistering the instruments fell
upon the schools facult?,members who were not involved
in the decision to give the tests, and therefore, felt
it was thrust upon them.

Part of the history of the stratistician model
had been the efforts to evaluate the model. These
efforts were discussed in the preceding sections. In
the development of the Stage Three model a renewed
effort was initiated to try to determine the validity
and impact of the approach. The evaluation plan was
comprised of two parts: 1) the evaluation of the
training given to the stratistician/generalists during
a two-week session prior to the opening of school; and
2) evaluation of the model's impact on aspects of the
school.
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In order to accomplish the first evaluation
aspect, a member of the evaluation component was
assigned the responsibility of working with the service
and training components in the development of the
training modules and in preparing pretraining and post-
training assessment instruments. Due to poor planning,
this effort was not effectively 1mplemented and few
data are available on the training program's effective-
ness.

The impact of the model on the educational program
and, ultimately, on the ‘handicapped children in the
selected schools, was evaluated on the basis of data
collected from teachers, children and administrators.
The types of data included achievement, socio-emotional,
attitude, and demographic data from teachers and
administrators on the general educational environment.
A similar effort had been ongoing in Texas and this
methodology was reviewed and selected for us¢ in Utah.
Arrangements were made to modify and to use several
relevant instruments (previously developed py a BEH
intramural research project, Project PRIME) to collect
all data except achievement data which were collected
via standardized, _published, commercially/ available
achievement tests. The original purpose/was the
evaluation of the Stage Three model, buf several
intervening factors affected. that intention. The
original design will be presehted ai ' then modlfica-
tions and actual outlines discussed.

Subjects for the Project PRIME instruments fell
into three major groups: students (n = 6000), teachers
(n = 300) and administrators (n = 40). The student
group included all students in grades 1 through 6 in
participating schools. For the administration of one
instrument (Teacher Rating Scale--TRS) a subsample
student group was formed.

The subsample student group (n = 2000) consisted
of handicapped and nonhandicapped students. Handi-
capped students were defined as meeting one or more of
the following criteria: i

1. 1Included in a special education program
(except for speech therapy students).

2. Reported in the state Project ID census in
1972 or 1973.

3. Referred to the generalist assigned to the
school.
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All handicapped students in partlclpatlng schools
were included. Nonhandicapped students comprised
roughly 20 percent of the combined 19-school popula-
tion and were chosen without systematic bias from each
classroom in the partici atlng schools, with the
following exception: a teacher load of six students
was established for the TRS. In those instances in
which handicapped students in a classroom equaled or
exceeded six, ' nonhandicapped students were not selected
"from that classroom. If the handicapped student num-
ber was less than six, enough nonhandicapped students
were selected to .reach the teacher load of six. The
teacher sub;ect group included all teachers in grades
1 through 6 in participating schools. No further
dlfferentlatlon of the teacher subject group was made.

Thenadmlnlstrator subject group included three
subgroups: principals, special education directors
. ahd superintendents. The principals' group (n = 21)
consisted of /principals of participating schools.
‘Directors of special education formed a slightly .
different group because participating districts
included dztles of director of special education under
such p081tlons as pupil personnel director or
pSychologlst. Also, three rural districts formed
multl-distrlct cooperatlve in which one perso

for the three districts. 1In any case, e»question- E : \
naire for director of special education was completed :
by the person charged with responsibilities suitable

to the director of special education. N for this

group equalled 8.

The materials from Project PRIME selected for use
in Utah included:

Instrument Subject Response Reséondee

1. About You And All Ss Yes/No Student
) Your Frlends 3

'2¢ Your School All Ss Yes/No Student

Days ! .
3. Metropolitan All sd Student

Achievement ’ /

Test (MAT) - /
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AN
4, Teacher Rating All Handi- 5 pt. rat- Teacher
Scale capped Ss ing scale
Selected non-

handicapp
Ss ///9d )

=

P
5. Teacher. . All 5 pt. rat-  Teacher
Attitude and Teachers ing scale
Classroom
Climate
6. Superintend- Superin- Superin-
'  ent tendent tendent
Cuest.onnaire
Director Director . tendent
Questionnaire : . -
! i
1]
8. Principal Principal " Principal
Questionnaire :

A S
These materials were adapted for use in Utah by
either deleting inappropriate response items such as
the reference to educational diagnostician or sub-
stituting equivalent response items such as TEA
changed to UEA. The questions used in the de81gn are
presented in Tables 4.2 and 4.3.

Test instruments 1 through 5 were designated as -«
pretest and posttest instruments with initial &dminis-
tration projected for September, 1973. Various
unavoidable delays (e.g., approvals, printing, schedul-
ing) resulted in pretestadministration in some schools
as late as December, 1973. These delays, although
frustrating and potentially detrimental, frequently
accompany field-~based studies, and were unfokeseen at
the time of planning. The posttest date was projected
for April, 1974, and was achieved. Instruments 6
through 8 were not included in the pretest-posttest £
design, and were admiuaistered on schedule in April,

1974.
v ' /

Instrumefits 1, 2 and 3 were administered by each .
teacher to his/her classroom. This method constituted
a possible source of error in that certain items on
instyuments 1 and 2 may be considered by teachers t&
be evaluvative and/or threatening. The data gathered
from these items will have to be interpreted with

extreme caution.
s

-

I

a-
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Table 4.2 Formative Questions

A. How is the generalist perceived by regular teacher.?
(Teacher attitude and classroom climate questionnaire)

\

.

1. Role 5. Typeg of needs not being
2, Activities/extent of met by generalist.
action. 6. Types of scheduling prob-
3. Usefulness of activities. lems relating to gen—
4. Types of regular teachers' eralist.
problems with generalist 7. Types, extent and us&-
role. ) fulness of media and
- materials made available

‘ g by generalist.’

B. How is the generalist perceived by administrato (principal§
primarily but will go to pupil services, and other diBtrict per-
sonnel)? .

1. Principal 2., Questions for director
a. -What activities of of special education.
generalist are viewed a. What is his attitude
as most fawvorable? regarding teachers who
b. What sorts-of prob- do not work with chil-

- lems does the principal dren directly?
get from other teachers b. What does he do to
in regard tq generalist facilitate acceptance?
vho does not work di- c. What are needs that
rectly with children? the generalist does not
c. at does the prin- £111 for handicapped
cipal do to facilitate ‘children?

and to build acceptance

of generalist in his

building?"

d. How does the prin-

cipal perceive the gen-

eralist role, responsi— ‘

bilities? \

e. What are the types \\
of needs he still has

in serving handicapped
children that generalist
does not fulfill?

f. what is the principal 8
feeling about a person who
doas -not work with handi-
capped children? .

-/




Table 4.3 Summa.!ve Questions

Instrurent Questions answered by group date.

M. A. T. - Al

Does a generalist effect greatér .
residuvalized gain scores across
classes?

Your Schoo” Days B. Does the classroom climate change
as a function of generalist?
1. Teacher's influence?
About You and Your C. Do children in generalist schools
Friends. have better self-concepts,
) attitudes toward school?
“ Questions regarding individual (target
child) data.

M. A. T. A. Do handicapped children in classes
with a generalist make greater
gains then when there is no gen-
eralist?

Teacher's Rating B. In classrooms where generalists

Scale are avallable is classroom be-~

' havior of specific targeted kids
better then|with no generalist?

About You and Your C. Do handicapped children in schools

Friends with generalists have better

Your School Days

attitudes and self-concepts than
without generalist?

Questions regarding class as a whole.

Teacher Attitude aud A.

Classroom Climate
Questionnaire B.
C.

Do teacher styles differ between
generalist/nongeneralist schouls?
Do types of activities differ in
generalist/nongeneralist schools?
Does teachers' willingness to work
with handicapped children change?




As of May 1, 1974, pretest data received initial
processing and were returned to the RMRRC as a computer
printout on computer tape (Instruments 1, 2, 4, and 5).
Results from Instruments 1, 2, 4 and 5 required factor
analyses and scaling. It was decided that the tapes
be sent to Dr. Donald Veldman at the University of
Texas at Austin for analysis since he' had already
developed programming procedures when analyzing PRIME
data. The posttest data were received in early May '
from participating schools. RMRRC clerical personnel
prepared the data. for initial processing by American
Survey Research Corporation by mid-May. The achieve-
ment test results were returned from ASR in mid-June.
However, the scoring of the PRIME instruments took
much more time and were not returned until late
September.

Data analysis of all Project PRIME instruments
with the exception of the MAT utilize factor analysis.
Methodology for the factor analysis on Prcject PRIME
data are found in Scale Structure of Teacher Rating
Scale, Scale Structure of About You and Your Friends
and Scale Structure of Your Schocl Days, all authored
by Donald J. Veldman and in the internal working
papers of Project PRIME (Texas).

Since the Utah data included grades 1-6 in the
student sample and Project PRIME dealt only with
grades 3-6, it remained to be determined if /the factor
structure of the student instruments obtalned by the
Veldman analysis held for the Utah data analy51s.
However, for orientation to the instruments, the
factor structure for Teacher Rating Scale, About You
and Your Friends and Your School Days will be
reported. Factor structures are not available in the
RMRRC office for the other/;zﬁtruments. For the f

following instruments the facdtor structures are: !

Teacher Ratiné Scale: four factors reported

Factor I: Academic Concentration N
Factor II: MisbLehavior
Factor III: Outgoing, Expressive
Factor IV: Anxious, Depressed

About You ggg Your Friends: four factors reported S
Factor 1: Loneliness and Rejection
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Factor II: Enjoys School

Factor III1: Does Well in School
Factor IV: Misbehavior

Your School Days: four factors reported

w2

Factor I: Enjoyment, Positive Reinforcement
Factor II: Unhappiness, Misbehavior
Factor III: Cognitive Emphasis

\\\ Factor 1IV: Variety, Individualization

f The difficulties encountered by the evaluation
were compounded by the new funding structure of
special education in Utah. The change sharpened the
definition of handicapping conditions and required
assignment of children to personnel reimbursed as
generalists. This influenced the operation of the
stratistician/generalists and further reduced the
clarity of the role definition since stratistician/
generalists were to work primarily with teachers.
Becaus®é the effectiveness of the intermediate
stratisticians must be through this variable inter-
face, clearly defined cause and-effeets-could not be
anticipated. -.The lateness of the pretesting also
endangered the validity of the pretest-posttest
design. The collected data, however, will provide
the best RMRRC data base to date on the special educa-
tion process in Utah. The results of this effort
will be reported under separate cover due to the
analysis of the data occurring at the closing of the
project and the amount of time needed to process the
volume of data.

s______/—r___
Final Evaluation Design

Prior to the termination of the fourth year of
the RMRRC project, the initial evaluation design was
reviewed. The review indicated that the desired data
to evaluate the Stage Three model would in most
likelihood not be obtained from the original design
because of the indicated unexpected confounding
variables. Aware of the likelihood of this occurence,
the project ctaff decided to use a planned year-end
debriefing session for generalists and administrators

e
Ve
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as the basis for an evaluation of the Stage Three
stratistician model. " The design was constrained to
the development of a measurement within the context
of the year-end debriefing and within a three-week
planning and execution timeframe.

The process by which the evaluation was designed
is presented in Figure 4.2. The first portion of the
process was to elicit from the principal staff involved
in the stratistician program their intentions or
goals for the operation of the model, and the expected
outcomes from the planned activities. The procedure
was to first meet individually with the principal
staff who were most immediately involved in the develop-
ment of the model and the training program associated
with it; the aim of these meetings was to evolve the
goals and objectives that were the basis for staff
design of the program and staff expectation from the
work for the year. The goals and expectations were
in most cases drawn from memorandums, notes and
informal .planning documents, as well as from personal
recollection. :

. The basic goal structure was to be used to deter-
mine the evaluation design by forming the measurement
baseline. The goals/objectives were to -be formed in
hierarchal arrangement and then analyzed to determine
the critical variables in the intended activities. In
effect the goal/objective structure was being used to
define the process by which the project operated for
the year. The analysis of the goal structure was
expected to provide the analysis of the desired opera-
tion of the intermediate stratistician/generalist
program including all supporting activities.

The evaluation design was to define a process and
desired outcomes that would result from the enactment
of that process. In turn the evaluation instrumenta-
tion would be selected to determine if the process
was enacted and its degree of effectiveness. Supple-
mental questions were to be used to determine if

e ——

critical issues or peripheral activities occurred that |

related to the operation of the desired model. Some
of these questions were to be open-ended to elicit
the general feelings and views of the respordents in
terms of the issues they saw as important.

The data collected on the goals and objectives
and the desired outcomes separated into two distinct
parts: tha provision of educational services using

3
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Meeting of Selection

Evaluation of staff Initcial
Staff to S, and Evaluation
establish assignment Design
process of 'roles

v

Review design
(Changes) with project N
‘ staff and
4 ' director
‘ (no changes)

' Define Review
preliminary <__. existing
goal program
striture materials
Meet with

project staff

,.____é to complete

goal/objective
st:r\:ﬁture
L(___ Analyze data
T collected
Review with
b centgr director
Define types of Analyze goal/objective
instruments toe——-structure to determine
be used critical factors

Out*.ne instrument —————) Develop instruments
format

- Develop application

procedure
Collect dat#f— Implement Define
analysis
procedures
Undertake -~
analysis ( :

Report findings

Fig. 4.2 Evaluation Development Process
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the stratistician program, and the evolution of a
training support process. The following outlines
present an overview of the basic questions and assump-
tions in each area to provide a perspective of the
goal-setting process to be discussed in the following
pages.

Basic Questions

l. Are the relationships between the RMRRC, the
intermediate stratisticians (IS)*, the
stratistician/generalist (5/G) and schools
necessary as operative in the Stage Three
S/G model?

A. What are the relationships?
1. what is the role of the §/G?
2. what is the role of the 18?2
a. What is/?he role of the RMRRC?
3. Wwhat is the role of other personnel?
a. DA?

b. Other resource personnel?

B. What do the roles and relationships
require to operate?

1. what competencies?
72. What support?

C. Cculd they operate without the RMRRC
involvement?

1. Contributions of the RMRRC:

a. Training

*The initials IS, S/G and DA will be used through the
balance of this chapter to signify intermediate
stratistician(s), stratistician/generalist(s) and
district administrator(s), respectively.
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'b. Resource service and support.

c. Implementation (role support)

Alternative resources:
a. What is available?
b. What is already utilized?

Assumptions Made in Development
of Training Program

Competencies as defined by research were in
fact applicable to the S/G school-based
operation. (S/G would use competencies
learned during training-in the school.)

Modules provided content to develop com-
petencies identified. (S/G would show
improvement of skills after training.)

Performance criteria were in fact restate-
ments in behavioral terms of the defined
competencies. (S/G would operate within
the role in the school.)

IV. Posttest questions measured assimilation
of competency content material sufficient
to achieve performance criteria. (Those
S/G with high posttest scores should
successfully implement the role in the
school.)

|

From this outlined structure, questionnaires were ]
developed as well as a Q-Sort instrument which ad- |
dressed the effectiveness of the program. Evaluation |
objectives at this year-end review were: 1) to deter- |
mine how well the original program objectives had |
been met by the implementation of the S/G model; and
2) to collect data on the major needs, omissions and
problems with the actual implementation of the model,
as well as perceptions of alternatives. These data
were intended for both accountability reporting and
future planning purposes.

Table 4.4 presents the goal structure developed
and used as a foundation and reference for the

. , %
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Table 4.4

Goal Structure and Objectives Qutline for Stage Three
Stratistician/Generalist Model

Purpose: To Revise Stratistician Model to Respond to Past Problems

I.

II.

and Findings

To determine competencies needed by/Strat1st1c1an/Generalist

(S/G) to better respond to requests.

A. To feed information on competencies into planning of
training program of RMRRC. )
B. To better define S/G role to other resource agencies:

1. SEAs
2. Universities
3. LEAs, districts, etc.

C. To disseminate information on competencies as a resource
service to other training agencies:

1. Pre-service
2. Inservice

To determine if intermediate stratistician (IS), acting as
an interface between S/G and RMRRC, would increase effective-

neps of school-based S/G.

A. To provide greater services and support to the S/G
school-based program,

1. To determine competencies.

2. To determine resource and support needs and require-
ments for implementation of the school-based S/G
operation of the model.

3. To strengthen provision of resources and support
needs by RMRRC.

a, to obtain media, or provide knowledge of media
contacts on request

b. to facilitate data collection

c. to provide a mobile and available resource person:

. (1) to organize and present workshops on request:

(a) to S/G faculties

(b) to other LEAs, districts

(c) to out-of-state SEAs and Outreach

(d) to University and other pre-service
institutions
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4. To establish a resource bank.
5. To establish a training program to insure a minimal
level of S/G competencies.

a. to develop a training resource to respond to
training requests, inservice.

b. to feedback into preservice training.

c. to plan and conduct an effective two-week train-
ing workshop for S/G:

(1) to provide an organizational structure for
serving all handicapped children (identifi-
cation, diagnosis, prescription, program—

ming, evaluation). :

(2) to influence S/Gs to focus equally on all
aspects of above service sequence (identi- -~
fication, diagnosis, prescription, program-
ming, evaluation), not differentaially on
one only. s

(3) to teach the content areas of competencies
involved in the sequence and mandated by
PL 91-230:

(a) identification
(b) diagnosis

(c) prescription
(d) programming
(e) evaluation

(4) to describe levél of proficiency by measur—~
ing process skill level in the implementation
of above content areas:

(a) knowledge

. (b) comprehension
(c¢) application
(d) analysis
(e) synthesis
(f) evaluation

B. To adapt training to personalized, specific school and
P S/G needs.

1. To administrate training:

a, to organize, retrieve information for the conteant
of training

b. to allocate format for training

¢, to develop training packages
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7 »
8.

10.

11.

° !

To implement training in an individualized manner:

a. to imstruct S/Gs

b. to support S/Cs

c. to monitor S/Gs learning and provide personal
feedback

To continually assess cgggetencz ability level of

s/G, formally and informally. .

To continually volunteer assistance based on assess- -
ment of S/G ability ‘as deemed appropriate. ‘
To act as a resource to teachers:

a. to dembnstrate a variety of teacbing and problemf '
_+» solving methods
b. to maximize and support creative ‘use of limited
materialq '
cv to introduce knowledge of new techniques, games
d. 'to assist in teat battery development for specific
. ‘problems .
e. to assist in orsaqizational problens. lesson
} planning, flowcharting, profiling on students,
outlining objectives, etc. .
f. to demonstrate concept of various areas of
exceptionality, provide information
g. consultation with'teacher regarding a specific
child
h. mutual problem-solving with teacher
- with administrator
o . with group &
: - with child . N

1, mutual decision making with teacher

with group o T
with child . v
with administraton

' To continually respond to regueats from S/G for

resources or assistance.
To provide workghops.

‘To continually proyide emotional/paycho-aocial

gupport in the §/G réle.
To continually gather input on needs, tequirenents e
of the S/G in school-based role; ‘.

‘Tfo get feedback on effectivenesa of suggestions

provided by IS.
To increase job efficiencx of 9/G by assistance on

éorganizational aspects of the: role.

'

a. efficient use of time’

. b. “objective writing, decision ‘making

c. record keeping
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C. To maintain focus initiated in the training ﬁrogram,
in context of individual schools:

1. To provide continuing systematic, comprehensive
outlook on provision and programming of special
education services.

2, To maintain focus on logical adaptation of school
variations in instruments and techniques to the
comprehensive process (identification, diagnosis,
prescription, programming# evaluation), i.e., to
continuously refer to mode? presented in training,
fitting it to school-based! variations in instru-
mentation.

D. To adhere to contractual sehedlling agreements with
schools:

!

1. Two meetiegs per month with\each S/G individually
2, One monthly group meeting off S/G and IS at the
RMRRC Center

III. To establish a service process for the S/G.

A, To implement and operate the S/G model in the school:

» 1.  To establish cooperative, contractual relationships
with teachers rather than takel over direct instruc~
tional responsibilities.

2. To take responsibility for ovetseeing evaluation
procedures

/ a. not neeessarily to do testing or act as
, A/ psychometrist, but to model \and demonstrate
and- teach evaluation, diagnosis, prescription
. techniques

(1) to do some observation df classroom be-
/ , havior with systematic recording of data -
i

b. refer students for testing an& evaluation
i

\
3. To take responsibility for coordination of program-

ming:
a. to maximize efficiency of available staff re-
sources, outside resources, me ia

(1) to refer to other resoured personnel and
agencies

b. - to serve greatest number of stuhents
90
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.+ (1) to deal indirectly with mainstreamed handi-
capped children in classrqom

c. to facilitate as many teachers as possible

4, To become mediating force in schools, acting from

«  nonadministrative, nonthreatening position.

5. To utilize and demonstrate interpersonal interaction
skills:

‘ - N
' a. environmental-reading skills

b. mutual problem-solving techniques

c., message sending and receiving skills

6. To increase voluntary referrals and requests from
teachers over the year.

n

B. To become an increasingly more independent resource co-
ordinator, less dependent on the RMRRC. S

Iv. To reduce organizational demand of the RMRRC the schooi-

based S[G.
Vs
A, To free S/G to better respond to regﬁests and needs of
’ ’)school. /

1. To eliminate time spent on/center resource activities
such as technical assistancé out of state, presenta-

. tion of workshops to L , districts, etc.

2. To éliminate Wata, collection demands.

B. To ncrease district invgléement and support.

1. To cut federa1 costs by having district provide
financial support.

‘2. To have district administrators avoid upitary deci-
sions regarding,. special education _services, and °
rather- act as part of staffing group with faculty and
S/G to program services to the child.

3. To have district administrators provide information
on resources available in district to S/G.

4. To have district adminiktrators provide information
on district constraints to S/G:

a, staff time constraints
. b. budgetary constraints.
/ c.  physical facility constraints .
d. tonstraints of attitude and climate of ‘resistance/
dcceptance in district
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v. To determine 1f school celected end laced s G could

5. To have district administrators provide public re-
lations support and facilitation for ‘the S/G's
implementation of comprehensive special education
programming: .

a. discussion of 5/G role; presentation of accom-
plishments; discussion of function changes;
suggestions for cooperation regarding the S/G
operation

anoem e

\
W1) to school faculty
(2) to higher level district and aduiniatfitive
personnel \ :

6. To have district administrators u/e positions ‘of p
unique contacts in obtaining necess tools,
assistance:

a. to file for fees
b. to request services

7. To have district administrators form a Perticipetinsgg
Districts Advisory Committee (PDAC) to provide
ongoing assessment of needs and feedback on operation
of S/G model .

lement

~ _  the stratistician model. -

* ‘\ * A.
F . B.

To apply and adapt t model across school systems .
To apply and adapt nodel across school personnel :

1.. To enlarge nunber of stratisticians available for
evaluation of the uodel.

To determine if existiqg etencies, as represented
by minimal baselinefeducati requirement of a B.A.
degree, were sufficient to implement the model.

To establish selection criteria for a resource pool

To provide more service to rural areas,

f S - /

)
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evaluation questions. Full questionnaires showing
format and sequence of items appear in Appendix C.
Finally, the results of the data analysis and descrip-
tion are reported, and conclusions drawn.

- The remainder of this chapter contains data
obtained from post-school-year sessions he&ld with the
IS, S/6 and DA. The first set of data relates to the
1mpact ‘and effectiveness of the RMRRC training (Test
~--Retest Retention Study). The remainder of the data
relates to the roles of the IS, the S/G, the DA, and _
comments regarding the S/G as obtained from the Program
Analysis Questionnaitre.

~

Test--Retest Retention Study

- The original design of the retention study called
for one pretest (termed a preliminary interview) prior
to the August, 1973 training session, and two post-

[ tests (termed post-tralnzng interviews). Posttest I
was to be administered immediately following the August,
1973 training session, and posttest II at the end of
the school year, 1973~74. These instruments are

~included.as Appendices D and E.

4

" The tests followed a format of one question for
each of the 24 modules of the training program.- Each
question was to be written specifically to measure
the implementation of the performance criteria for
each module and was assumed, therefore, to have face
validity. The same questions were to be used in each
administration of the tests in an attempt to insure
the reliability of the instruments.

IS were designated as the appropriate persons to
formulate the questions since they were felt to be
the only personnel with sufficient content knowledge
of the modules. The exception to this plan related
to modules 23 and 24--evaluation content area
modules--which were assigned to a member of the
evaluation team. Further assignment of responsibility
for question-writing narrowed this task so that each
1S wrote the questions associated with the modules
that were his/her responsibility for development; ‘
e.g., I8 I had responsibility to develop and write
modules 1 to 4 and 6, therefore, IS T wroté the test
questions for modules l to 4 and 6.

all three tests were scored by the following
system:
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1. All questions were arbitrarily assigned a
maximum score of 6 points;

2. Each question was divided into several items:
e,g., question 7 of the posttests consisted
-of a is-part matching question and, therefore,
contained 16 items;

3. Each item within a question was assumed to
warrant an egual rating; therefore, the 6
possiblé points for each question were
distributed equally among question items;

4. The same IS who wrote the question scored
the question. : -

This plan was modified followlng the administra-.
- tion/of the pretest when the training program evaluator
. discovered that the face validity assumption was £
inappropriate. Face validity could not be assumed
bacause the individual IS had written the test ques~
tions prior to development of either the performance
criteria for each module or of the module itself.

Post hoc examinationof the performance criteria .
and of the questions indicated that, despite this
error, questions 16 th:ough 2 did appear to measure
« the performance critefia., Therefore, questions 16

- through 22 were retained:in the posttests and new .
questions designed to measure the performance criteria
were written for all questions except for module 5.
Materials for module 5 were not presented to the §/G
either in the August, 1973 training session nor during
the WOrkshops of 1973-74.

" Except for the above modification, the evaluation
design was. implemented. Caution is needed in inter-
preting the results of the pretest and posttest I on
all but modules 16 through 22. These results, appear-
ing in Table 4.5, suggest. that the August, 1973 Train-
ing Program was successful for these modules with the
exception of Modules 17 and 18.

The results from posttest II are considerably
different, with all modules from 16 through 22 (with
the exception of 19) yielding a mean score of 3.00 or
. less and with 17, 18, 21 and 22 producing a mean score
of 2.00 or less. With the notable exception of module
19, it would appear that the training for modules 16
through 22 was not successful for long-term retention.

N 94




i
b
1

Table 4.5  Scores of the Bvaluations of 3/G Traising Sessions

Hodule .
i — X 345 & 1 ] 9 10 A 12 13 14 13 .1l 1A 19 21 22 [1

0.00]0.00}0.00§ 2.2} 0,00} 0.00] 0.00] 0.00] 2.¢

Pre-Test Ranze [|.2.584 0.00| 0.00] 0.70} O. 00
00§ 6 001,71 13.,00]4420) Z.20) 6.00] 6.00] 6.00] 6.00 | &6
"

1472 4.73] 6.60| 6.00] 6.

oof 0.00] 2.191 0.00} 0.00} 0.68] 0.00) 3.60§ 0,00} 0.
00| 4,50 5o11 ] 426 4.8} 5.89] 4.80]6.00]6.00] 6
*h
66

p (4 .
nean | 3,91 2.0 30e] .60] 0.88] 197 n00 20t 1n] sa2r| o2 fausa 526 | 118 [0 TR L TP TE] 2aaa ] 150 4i00] 22s | aa ) 5
.. | 0.%] 2.00) 179 1.30) 1.85] 1.22] 0.81 | 1.29] 1.a6 | 1,09t 10e5 ] 0.07 | 104 ] 293 f0.60 |0.82 | 1014 | 1e26 | 2.33] 2.91] 2,03 2.01 | 0.8

Post Test 1| Rance D.004 0,00} 1.74] 0.00f 0.00] 3.80) 1.80] 2.40 2.60‘ 2,25'1.61]0.00}0.00f0.00]|0.00]0.00]1.20] 2.10§ 0.00 0.,00] 030 | 0.0 | 0.04
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Of those questions for which comparison must be
limited to posttest I and posttest II, questions 13,
14, and 23 warrant attention. The mean score on post~-
test I, question 13, was. less than 3.00. On posttest
II, this mean score exceeded 3.00 (actual value was
3.90). It is assumed that either the monthly training
sessions or field application of the skills in module
13 produced this result. Question 14 produced mean
scores below 3.00 (2.92 and 2.70) on both posttests I
and II, and question 23 yielded mean scores below
2.00, (1.57 and 1.66) on both posttests I and II. The
information in these modules was apparently not
retained on either a short-term or long-term retention
basis. Qustions 1 throbugh 12, 19, and 24 all yielded
mean scores greater than 3.00'on posttests I and II.

It may then be assumed that the content in modules 1
through 12, 19 and 24 was retained.

The retention study data yield some interesting
results. Retention from posttest I to posttest II
was, in general, very good. Posttest II questions
2 through 17, 19 and 23, in fact, yielded a mean score
the same as or higher than on posttest I. This
represents a' total of 18 of the 24 modules for which
measured retention levels indicated that the skill was
either maintained or improved through the school year.
On the other hand, results from quéstions 1, 18, 20,
21, 22 and 24 indicate that retention declined through.
the school year. Mean scores for these questions were
lower for posttest II than for posttest I. In the
case of questions 20 and 21, the mean scores were
separated by 1.70 and 2.37 pbints respectively.

Results from questions 16 through 22 ‘(questions
16 through 18 cover prescription and questions 19
through 22, programming) as noted earlier, may be
compared across all three tests. This is noteworthy °
since the scores for 16, 17, 18, and 20 were excep-
tionally low on the pretest (mean scores below 2.00).

The pretest mean score on question 19 was also
low (below 3.00). On posttest I questions 17 (mean =
1.57) and 18 (mean = 2.90) retained a low score. Mean
scores on questions 16, 19, and 20 on the posttest _ —
exceeded 3.00 (mean for 16 = 3. 17; mean for 19 = 4.48;
mean for 20 = 4.10).




Report on Program Analysis Questionnaire

From.June 5-7, 1974, a three-day, year-end debrief-
ing meeting of IS, S/G, DA and RMRRC staff members was
held. During that time the questionnaire developed
from the goal structure was administered. Due to time
constraints of the meetings, it had been decided that
questions would be restricted to various types of self-
report measures: checklists of types of activities
and resources used during the year, frequency and
percentage estimates of types of activities and
resources used, open-ended questions describing process,
and self-ratings on role effectiveness and program
operation. \

Self-reporting was used in the following ways:
1) polling the S/Gs as consumers of the RMRRC resource
services (including training) regarding their satis-
faction; and 2) polling the DA as consumers of both
direct service by the $/G and indirect resource
" service by the IS. Representing the consumer opinion,
this data gave an estimate of perceived effectiveness,
and projected needs of the program. The same person-
nel, as well as the IS in their alternate roles as
providers of services and resourcés, were then polled
for their individual descriptions of the processes
and problems involved in the delivery of services and
resources to the schools. It was felt that the. com-
bihed perceptions of these personnel, noting similar-
. ities and differences, would reveal a reasonably
valid description of the process and effectiveness of
the program operation, although all respondents would
not have access to information on all program facets.

In the following sections, the objectives drawn
from the desired operation goal structure will be-
related to the questions developed, and the data
results presented. A copy of the complete question-
naire is included as Appendix C.

There were four groups responding to the Program
Analysis Questionnaire: 1) stratistician/generalists'
(S/G): 2) control group generalists (C/G); 3) inter-
mediate stratisticians (I/S); and 4) district adminis-
trators (DA). The groups are defined as follows:

1. S/G: A school based generalist who received
the RMRRC training in August, 1973, and the
follow-up training of workshops during the
school year 1973-74. An S/G is assumed to
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have worked at least part of each day in the
stratistician model and received support
from an 1/sS.

2. C/G: A field-based contrast generalist who
did not receive the August, 1973, training
and may or may not have attended the train-
ing workshops during the 1973-74 year. An
CA received support from an IS during the
year and may or may not have functioned in
the stratistician model. Because of the
small number (n = 7) of the C/G and because
of the lack of consistency among the group
on training and/or function, no attempt will
be made to interpret the results from their
question?aires.

3. 1IS: An RMRRC full-time employee who had
functioned as a field-based stratistician
during the preceding year (1972-73). An
IS provided resources and support for S/G .
and C/G during 1973-74 and also provided the
link between the RMRRC and the S/G and C/G.

4. DA: This group consisted of principals of
participating schools, and superintendents
and directors of special education (or
individuals whose role definitions included
the duties of director of special education)
from participating districts.

In the administration of the questionnaire §/G and
C/G responded to all questions through question 44.
I1/8 and DA responded only to questions that appeared
applicable from questions 1 through 44. Questions 45
through 50 were for DA only.

The data from questions 1 to 1l relate to Goal II,
A5, as is stated in the outline of the goal structure.
The main statement is: "to establish a training pro-
gram to insure a minimal level of S/G competencies.”

The results from questions 1 and 2 of the Program
Analysis Questionnaire indicate a striking difference
in skill-level perception between the S/G repotting on
themselves and the IS reporting on their perception of
S/G skill level. The §5/G tended to rate themselves
at a higher skill level than where the IS placed them.
For example, the IS did not place any S/G at the evalu-
ation skill level, while from 5 to 13 S§/G placed their
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own skill levels at evaluation depending on the con-
tent area.

Another result worthy of mention is that the S/G
and the DA value high skill levels (i.e., toward
synthesis and evaluation) in all content areas. IS,
however, tend to feel that competency at the analysis
level in all content areas is sufficient for function-
ing as an S/G.

Regarding provision of services, it was hoped
that S/G would eventually achieve the objective
stated in III.B, "to become an increasingly more
independent resource coordinator, less dependent on
the RMRRC." in working toward this goal, the RMRRC-
based IS was to teach the process of resource coordina-
tion by modeling, as well as by providing the resource.
The 1S, in fulfilling his role, was hopefully meet-
ing the‘'goal of II.A.3 and 4, "to strengthen provision
of resources and support needs by the RMRRC; to-
establish a resource bank," as well as that of. II.B
3 to 10, "to adapt training . . . by assessing com-
petencies, volunteerlng assistance, responding to
requests, prov1d1ng workshops and support, gathering
input, getting.feedback, in¢reasing job efflciency, )
and II.C, "maintaining the focus initiated in itrain-
éngw" Questions 19 to 29 plus 35 -were taken:directly

rom the foregoing list of objectives for the IS role |

in providing services. Obviously the categories of
implementation and resource provision overlap at the
point of the IS role, and the results apply to both /
design components.

S/G indicate a consensus of opinion that the IS
were supportive of the §/G school-based functioning.
The examples suggest that the IS remained flexible in
this :support and served primarily as a resource to
the 8/G. It is interesting to note the frequency of
mention of acquisition of materials for the S/G--a
function that might normally be ascribed to the SEIMCS.
In addition, responses to question 24 indicate the IS
was regularly available and more likely, frequently
availdble to the S/G when needed.

Question number 3 on the Program Analysis
Questionnaire relates to the S§/G's utilization of
interpersonal skills (operationally defined as reflec-
tive listening, congruent sending, problem solving
and acceptance in school) with four consumer groups
(teachers, administrators, students and parents).

1 Q
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Tabulation of the responses to question number 3
yields consistent results across the four content areas.
For example, in reflective listening, with teachers as
the target group, the S/G rated themselves cither pro-
ficient or very proficient whereas the IS rated the

. 7 8/G as either slightly proficient or moderately pro-

ficient. These same lowered perceptions of the S/G's
skills by the IS were consistent across the other con-

. tent areas.

Using the DA as the target group, the S/G rated
themselves lower than with the teacher groups. This
result suggests that the DA authority position possibly
inhibits the S/G's uses of interpersonal skills. As.
with the consumer group of teachers, the 1S rated the
S/G lower than the self-perceptions of $/G in the
interpersonal skills areas related to DA,

The ‘data relating to students and parents as tar-
get groups yield essentially the same patterns as
those for teachers and DA. All respondents agree that
the skills are important to have, i.e., rated them
very useful to essential on question number 4.

\\h Questions 5 and 6 relate to the usefulness of thé
ervice sequence ranging from identification, diag- /
nosis, prescription and programming to evaluation.
The S/G and IS all viewed the sequence as very useful
or moderately useful. The S/G not only perceived the
sequence as useful, but in fact, utilized the
sequence with many of the children referred to them

=

for treatment.

In rating the degree of usage (i.e., question 9)
the 8/G rated identification first (used most
frequently), diagnosis used next most frequently and
then programming. Although the three cnomponents were
ranked, they were in effect fairly evenly distributed.
The IS perceived the S/G as using programming the most |
by a wide margin. The implication is that the S/G
saw themselves working over a broader area than the
IS saw them working. 1In addition a second implication
was that the §/G, as seen by the IS, tended to move
into programming with minimal diagnostic or prescrip-
tive groundwork being done.

Questions 12 to 14 of the Program Analysis
Questionnaire relate to Goal II.B.2, regarding
individualized training. The results of questions
12, 13 and 14 indicated the S/3 were very much
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satisfied with the traiﬁing as it related to their
own needs and for making efficient use of their time.

Determining service needs and providing mechanisms
for meeting those identified heeds are valuable compo-
nents of a resource service agency. Attemps were made
through t he Program Analysis Questionnaire to assess

" the RMRRC's success in providing these resources. In
responding to question 17, the S/G indicated the IS
listened to, asked for and responded to needs that
the S/G had.. The discrepancy indicated the the S/G
felt the IS were more useful than the IS perceived
their own role.

Table 4.6 indicates a summary of responses to
question 28. "The table depicts the proportion of time
the IS used to respond to various activities. As can
‘be seen, the activities most frequently engaged in
were consultation regarding the teacher, consultation
regarding the child and modeling new techniques to the
S§/G., The interesting result gleaned from the data
summary, perhaps, is the relatively }ow usage of the
IS in most of the activities listed, with one implica-
tion being that the S/G were moving to a more independ-
ent role as was stated in Objective IiI.B. ‘

In ranking the RMRRC contribution to the S/G for
the year in response to question number 35, the §/G's
and the IS's perceptions were essentially congruent.
The training program, IS assistance and regular
inservice meetings with other generalists received
the top rankings, 1Inservice workshops received the
lowest rankings as helpful contributions.

Question 30 was designed to get an idea of the
changing demand on the IS by the S/G as the year
progressed. The RMRRC had postulated that as the S/G
became more independent, the IS would be less and
less called upon. The results indicated that the peak
of request for support from the IS came around mid-
year as opposed to the beginning, as was hypothesized.
One explanation may be that it just .took time for
the S/G to formulate the requests for service from
the IS.~ It is interesting to note that the IS forméd
a fesource that was used slightly more than all the
other specified resources combined. )

It was hoped that the RMRRC support could be

withdrawn at the end of the year and the model would
be operational without RMRRC support. Responses to
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Table 4.6 Percentage Use by S/C of Services Available from I/S as Seen by the S/G

Consultatioq regarding

Mutual problem solving

\

1

Mutual decision-making

Demonstrating creative

(ther activlties A

Special project develo#ment - \

- 28. Activities -

Consultation regargi\ng,:achgr \‘vtth s/G

Modeling new techniques to $/G

' |
Test battery development for specific problems

.Range ~ Mode Fi
00 - 40% 0s-102 | 4
child with S/G 00 - 652 | 10-35%z | 3
with teacher 00 - 20X cox S
00 - 302 10X 6
to teacher 00 -~ 05% 00Z 10
with S/G 00 - 20% 0s% S
vith teacher 00 - oz/zé vox | 8

with principal 00 - 102 002
wvith a group 00 - 25% 00% 13
with §/G | 00 - 20% 00-052 | s
with teacher k 00:~ 1NX 002 10
with administrato 00. -~ 052 002 10
with group | 00 - 102 002 12

use of limited mat\qrills
with §/6 | 00->.152 00% 6
with teacher \ 00 -,052 00Z-1 13
00 - 102 . ooz | 10
’ 00-402 || ooz | 6
00 - 32% | oz | n
). |

*\l’.\- Frequency of Modal Response

%% = Bi{modal Distribution

N=16




question 34 indicated that if the other resources
(i.e., existing community support)-continued, the S/G
could and would continue w1tﬁout the RMRRC. However,
if community resources could not be utilized for what-
ever reason, the S/G felt they could not and would not
operate as they had done in the" 1973 74 school year.

———
.

Since the role of the IS was reported in the
first section of the Program Analysis Questionnaire,
‘the remaining components of the school-~based model
implementation are for the school-based personnel~--the
S/G and the DA. Questions 38 to 43 of the Program
Analysis Questionnaire regarding the S/G role were
developed‘directly from the objectives listed under
Goals III’A and IV.A., °

The single theme that appears’ to run through the
S/G in -responses to their roles .is a-need for increased
communication. Other than this theme, responses of
all grokps do not yield an apparent pattern. ‘This
may be an artifact of individual situations and/or
individual reactlo\ to context specific conditions.
of further 1nterest\in these responses 1: the "apparent
lack of overlap among respondent groups /that is
suggestive of viewing the problem from,dlfferlng
perspectives or of lagck of communlcao;on among profes-
sional groups.

Thé scope-of S/G service in the school was varied.
The number of children served directly by the S/G
ranged from 20 to 123 whereas the number of children
served indirectly was reported to range from 5 to 200.
Service to teachers also varied widely. Some S/G
reported serving no teachers, elther directly or
indirectly, while some S/G served as many as 22
teachers. ‘

In performlng thelr varied functions, the S/G
necessarily had considerable contact with the IS\and
other RMRRC staff and/or programs. S/G were quesgloned
if such contacts were hinderances, and if so in what
way. Responses to question 42 indicated that by and
large the contact with RMRRC staff and/or programs was
not a hinderance, although there was some concern over
the amount of data collection required.

‘Data related to the type of handicapped children
served and the degree of "magnstreaming" made possible
indicated that, as expected, most of the childrem seen -
by the S/G could be classified in three categories of
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exceptionality: mental retardation, emotional
distrubance and learning disability. As was expected
there was a very small percentage of severely handi-
capped children seérved by this model. -

The degree of succesa for mainstreaming is
difficult to assess. Responses indicated that from
1l to 25 children from self-contained classes were
returned to the regular classes. ‘The problem, how-
ever, is that there are no data to tell what percentage
this is of the total number of children worked with '
frsm self-contained classes.

-
»6.‘33 2oy,

"In comparlng the S/G role to other vy

- personnel in the district, the §/G and 2. about

evenly split on whether the services we.. . replace-
ment of an existing role specification or whether they
were an—addition. The truth probably varied with the
partlcular role definition in specific school situa-
tions.

\

Discussion

The data obtained from the Program Analy31§
Questionnaire were presented here in ways that described
the roles of the various participating components of a
school-based intervention mocel. The data from various
sections speak for themselves. However, as & type of
summary statement the partmgipants-—ls, S/G, and DA
--were asked to fate,the achievement of performance
objectlves stated the RMRRC. These objectives
appear in Jable 4.7.

Each partlclpaﬁt was asked to sort those objec-
tives achieved and those not achieved.. In addltlon,
the participants were asked to rank each group in
order of degree of success.

|

Criteria for achievement of the objectives were
established at 50 percent or more of the respendent
group rating the objective as "achieved." This figure
for the S/G group was 8 or more responses; for the IS,
2 or more; for the DA, 1l or more. S/G rated all
objectives except 3, 5, 8, and 10 as "achieved.". IS
rated 3, 6, 7, 9, and 12 as "not achieved." All others
were achieved. By the above criteria, DA rated all,
objectives except—3 as "achieved." However, objectives
3, 6, 10 and 12 received the lowest frequencies of
ratings of achievement. Concurrsnce of all groups on

|
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1.

2.

3.

10.

11.

12.

13.

-MK,\;Egyfd 4.7 Performance Objectives

.

To feed information on competencies into planning of training
program of RMRRC.\

To determine if an intermediate level stratistician, acting
an interface between school-based generalist and the RMRRC,
- increase effectiveness of the generalist.

To disseminate information on competencies as a resource ser-
vice to other training agencies, both predervice and {nser-
B- ’

Ta providn greater services and support to the school-based
generalist program, through training, assessment of resource
nedds, and provision of resource services and support.

Tg maintain the focus intitiated in the RMRRC training pro-
ram within the context of individual schools, fitting -
/dchool-based variations in techniques into the general model
for service delivery. '

To reduce organizational demand of the RMRRC center activi-
ties on the school-based generalist, in order to free the
generalist to better respond to requests and needs of the
school.

To determine if district-selected and placed generalists,
from varied backgrounds and stylee, could implement the-
stratistician model across school systems and personnel.

To determine competencies needed %y stratistician/generalist to
better respond to request. !
To adapt training to the personaliidd and specific needs of
the school and generalist. .

To better define stratistician/generalist role to other resource
agencies such as SEAs, LEAs, universities.

To provide more service to rural areas.

!

To establish selaction iteria for a resource pool.

To increase district and administrative involvement and
support, by utilizing them as information sources on ser-
vices and constraints, and as facilitators of the general-
ist operation.
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14. To establish a service process for the generalist to imple-
‘ment and operate in the school, including methods of pro-
viding resources to teachers, evaluation and programming
coordin‘\ation. and mediation of conflicts.
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objective 3 as "not achieved" and of two groups of
objectives 6, 10, and 12 suggestsa-that these objectives
were, in fact, not met. Reasoning inversely, then,
all objectives except 3, 6, 10 and 12 were met.

Stratistician Summary

The  current chapter on the stratistician model
has ended without closure. Hard evaluation data are
not yet available on child change due to stratistician
intervention or on model adoption by district person-
nel. The significant efforts of center staff to
obtain conclusive data were frustrated by unending
blocks and design changes necessitated by district,
school and child-centered needs. The subjective
reality of neéds being met by the model appear valid
and are reinforcing. Adoption of the model is under
way in several districts throughout the state, but
total impact is not possible to assess at this time.
A longitudinal view will need to be made at some
future time.

The data on child change, obtained by the PRIME
instrumentation, although fruitful for the schools
and state, will not confirm the usefulness of the
stratistician role.as planned. This disappointment
is &genly felt b IRRC staff members. The variability
in the functioning of the generalists in the schools
due to the change in state financing was unavoidable.
Thus the question still remains unanswered if success
or failure of the model is a variable of .the particular
stratistician/generalist or of the model itself.

Post hoc performance objectives indicate a
significant ratio of achievement, 10 to 4, but even
this must be viewed with caution. The performance
objectives were generated from center-wide objectives
for the model, and may &r may not have been relevant
to the specific group or groups asked to respond.

The RMRRC staff feels strongly, however, that
the stratistician model is relevant and that it |
prov1des a needed alternative as a backup fer teachers
in mainstreaming efforts. The staff also féels '/
strongly the potential for rural teacher support! by

an itinerant stratistician. /

The training package, based on identified
petencies for this role is a significant contr%;ution.

R !
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It is hoped further field testing and refinement will
be undertaken by other projects involved in examining
alternative service patterns.

Time and reality seem the opponents of field-
based research--but time is reality and the education
field the only valid laboratory for obtaining field-
based data. The RMRRC staff is proud of the accom-
plishments in this arena and of the stratistician
model with its reported weaknesses and strengths.




Chapter 5
SUMMARY OF STRATISTICIiAN DEVELOPMENT

A summarizing of the effectiveness of the stratis-
tician model during its four year history is, at this
time, mainly a subjective igterpretation. The analysis,
however, is important to th& future development of
large-scale special education programs, as program
development issues outweigh the desired outcomes of a
service delivery model. The stratistician model was

nceptualized to extend noncategorical service to
all handicapped children possible. The stratistician
service ‘delivery model, as an outgrowth of the move-
ment toward noncategorical education for the handi-
chpéd, includes the strengths and weaknesses of the
movement. The summary and analysis of the results of
the model development must be undertaken in this
context.

The stratisticians were to serve the unserved
handicapped children in public schools. The data
collected in the first operational year of the stratis-
tician concept (1971-1972) indicated this population
consisted of the less involved children within the
reqgular classroom. The category of descriptors used
in the interventions on problem classroom behaviors
may have .influenced this selection process. A clear
separation in the service delivery was drawn between
the more severely involved child who was treated in
the special class, since those handicapped children
were receiving needed services. The distinction
between a child's learning problem and handicap was
never clearly drawn, and since most children experience
some learning problems, the target population became
all children with learning problems rather than
focusing on handicapped children, per se. This was
a strength of the model if viewed as movement toward .
noncategorical education.

The original intent of the stratistician model
was to provide a mechanism for locating the uniden-
tified handicapped who were not receiving appropriately
designed services, and secondly, to establish what
types of resources were needed to help the handicapped



child within the regular classroom. Concurrently,
by working in rural Utah, the RMRRC sought answers
on the same questions for the more severely involved
children where little or no special support services
were available.

The service intentions were defined. initially,
but they becamﬁ lost in the implementation as the
stratistician became an effective service provider
instead of \a data collector. This change can be

seen in the\ shifting focus of the role of the
stratistician in each of the three operational years.
Within months of initiation, the data collection i
mechanism weakened (since the needs assessment
indicated the service model need was ‘paramount), and
the stratistician value to a more global resourde
system decli/ed, except in the development and field
testing of a service delivery model. ~

, . Yo

This change in role was apparent long before it
was articulated, in a continual confrontation between
the center's service component and the research and \\\
evaluation component assigned to .operate the needs
assessment mechanism. Either the selection process
and training of the stratisticians did not clearly
define their crucial role in developing data for more
global application, or the daily needs in a school
outweighed the more distant needs originally expressed.
The emphasis on noncategorical education and direct
service became the key focus, and the assessment
feature drlfted into a secondary role of decreasing
importance. /By the second year the service role
dominated and further analysis or needs assessments
were not undertaken, but a validation of the stratis-
tician model was initiated.

The shift in focus was not alien to the role the
center served at that time, for it was assigned to
facilitate development of services for handicapped
children in Utah, and not to the later-assigned
region. This initial limitation by BEH to a one- |
state service mode made the latdr shift to a regional
focus more difficult, since much effort and time
had been invested in the development of the stratis-
tician model. The proposal for the third-year opera-
tion had been submitted and accepted and commitments
had been made in Utah for continuation of the stratis-
tician model before the center was requested to
expand services to the region. A key decision had
to be mMfle at that time regarding the completion of
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the field tests and the initiation of regional services.

The decision was made to complete the projected
' . field testing of the stratistician model by completing
it as quickly as possible, while expanding regional
efforts as rapidly as possible.

The different priorities of the stratisticians
or service component and of the research/evaluation
component were also influenced by a basic disagreement
over formal testing. Formal testing has historically
been difficult to apply to educational programming
and test results often have been unused or misused.
The service staff members preferred to use informal
techniques, and to avoid labeling of children where
ever possible with formal test measures. This

, position resulted in limited uniform data resulting

' in a relatively uninterpretable data base; hence the
evaluative function was reduced to an obscure and
ineffective level.

The difficulties in development of reporting
techniques were compounded by the efforts of school-
based personnel to reduce record keeping. Yet there
was no evidence of the use of alternative approaches
such as the individualized instruction techniques
with criterion references for evaluative data base.
Alternatively, formalized diagnostic efforts could

ave been used and more effort could have been placed
into interpreting results and establishing educational
prescriptions. Neither approach was utilized.
Instead, a free-form effort, whose value cannot be
established, evolved.

The original work in Stage One was to collect
data to define inservice training needs. Measurement
of this process was lost in the second year, and a
replacemegt was not instituted.

The occurrence was not unusual for- special educa-
tion. The issue of measured control versus immediate
\ need gratification has been a central and controversial
issue in many projects. Intentions in projects often
become subverted to the generation of positive feed-~
back by adopting postures acceptable to the educa-
tional community. A continuing cycle is started and
the initiating purpose is lost. 1In a center with
the complexity of the RMRRC, this process can easily
occur if staff focuses on specific approaches Zzther
than on the global questions and goals of the /enter.

111




From a program analysis view, the problems were
inherent in poor planning techniques that did not

develop expected outcomes desired for specific needs.
The established goals and objectives were general and
did not specify small component, measurable activities.
In this situation, guidelines for program operation
become obscure and. direction of the organization is
established by immediate needs instead of by the
organization goals.

Inherent in this problem was the development of
conflicts between individuals. The likelihood was
that mutually supportive activities decreased because
they are not generated by common planning, although
the coordinators for training, and evaluation, as
members of the RMRRC executive board, participated in
all center planning. These flaws were typical of
large educational ventures. By trial and error over
a span of years the programs develop a workable
source of operations. The data would suggest that
this general situation (as defined in those last two
paragraphs) existed within the center and particularly
in the stratistician program.

The few indicators from the data Stage One model
indicated that it was very likely that the stratis-
tician model was an effective mechanism for providing
services to children in regular classes, and that it
could effectively provide a needs assessment mechanism.
The model also showed that it could potentially serve
as a resource link and that it could support children
in regular special class placements. That this
indication was never proven conclusively, was unfortu-
nate.

’

The fourth year model (Stage Three) was an
interesting paradox relative to prédvious program
directions. The intermediate stratistician became
a resource linker and inservice training person; and
began to serve more of a regional function as an
itinerant resource person. The person, by servicing
six districts, began to provide a more cost-effective
gservice and in the training role, workshops evolved
on common problems which began to meet some of the
initial goals of the stratistician concept first
stated four years earlier. In the fourth year,
training models also were developed based on the
experience of the. preceding four years; the original
imodel had earlier sought to formally evolve that
process so a resource system and better measurement
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One result of the direction variation and the
nonprogrammed activity was a rather small number of
measureable outcomes and products. The data outcomes
were generated in the project's second year and the
training models in the fourth year. These products
were the basic measureable outcomes that could be
stated in May, 1974. The remaining effort was lost
in the experiences of the people who served and in
some unmeasured gaxns for a number of children in Utah
subregions.

of handicapping conditions would develop.

These problems could have been avoided by
structuring the program as discussed in Chapter 4 of
Volume I. The relationship of organizational
elements to specific purposes was crucial, but, more
importantly, it.established the flow of goods and
services from the c¢enter to specific target groups.
Purpose and expenditure would have been better
matched, and a better probability would have existed
that outcomes would have been achieved.

Consistency in the overall center role would be
a basic ingredient to such program structuring. The
initial RMRRC proposal envisioned a regional role, but
BEH requested that the center serve Utah only. The
third year of funding had begun when BEH requested
that the RMRRC expand services to the region. This
inconsistency of role is reflected in changes in the
' goals of the RMRRC and the functions relative to
achieving these goals. Clarity and consistency
appear to be basic ingredients needed for successful
intervention by a regional service agency, plus a
guaranteed longevity of service to enable development
of alternative models, regional support, and
acceptance.
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Chapter 6

TRAINING PROGRAM

The RMRRC has included tralning as an actlve
ingredient of its program of services. The program
has included a range of preserV1ce and inservice
activities which are summarized in Table 6.1. These
activities have often been in response to specific
requests by the general educational community of the
region. Other training activities were directed to
skills improvement of RMRRC stratisticians and the
stratistician/generalist. To simplify the presenta-
tion an overview of the workshop activity since early
in 1972 will be presented, as well as the integrated
training program for the Stage Three 3tratistician
model (1973-1974). The workshops represent a combina-
tion of inservice and preservice activities. Included
within the workshops are responses to needs of Outreach
programs.

The training program for the stratisticians in
1973-1974 is used to provide an example of how the
RMRRC developed integrated training programs, and
designed evaluations to measure their worth. The
process was still under development when the current
RMRRC program ended, and reflected the evaluative
redesign process that was an lnherent 1ngred1ent in
all RMRRC activities.

Workshop Program

The workshop program was an in-demand service
that followed a standard sequence after initiation
of a request from the user. The requests were
reviewed by the RMRRC executive committee to determine
their appropriateness. | If they were approved, the
activity was assigned to an appropriate RMRRC staff
member to prepare and implement the workshop. An
evaluation instrument was developed by the responsible
RMRRC member and used as a part of the WOrkshop. The
work flow sequence is shown in Figure 6.1. -

The workshops presented spanned a range of

-
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Table 6.1 \

General Types of Training Provided by RMRRC

A. Appraisal /dlagnosis, prescriptiom,
programming, evaluation, etc.)

B. Needs Assessment

C.  Student Consultation and/or Demon-
I. Inservice 1 stration

Communication Skills

The Role of the Gensralist

Outreach Activities

G The Stratistician Model

B. Commumication Skills
I1. Pre-service «
: C. Curriculum (appraisal)

Q Competencies
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Request made

to RMRRC for (
a workshop
i
Staff member
} documents and
‘relates to exist~ '
ing workshops \
Notify RMRRC Executive Notify of
‘ requester Committee reviews - ‘ aCCEePLaNCe mmmmy
- ! file and establish
schedule
/N
Referral Not Appro%riate, Have a
appropriate but no work- workshop
shop exists avajilable
Cannot Will
— __develop develcp #@
' workshop workshop
Develop Assign
workshop——=develop-
ment re-
sponsi-
bility
\
| Plan and
) make final
arrangements
Apply )Implement—ﬁCollect
g standard ‘ data
evaluation
procedure
Figure 6.1 WOrksﬁop Work Flow Procedure
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situations. A 1listing of the workshops presented by
the RMRRC staff since August 1972, is compiled in
Appendix B, Vol. I; Table 6.2 summarizes the informa-
tion from the appendix. A listing of the workshops
available on request from LEAs, SEAs, Training Pro-
grams, and other service agencies is contained in
Table 6.3.

Ideally an evaluation staff member participated
in the workshop evaluation, but scheduling problems
sometimes precluded this interaction. The analysis
of the center program highlighted this problem and
changes were instituted based on that analysis in the
last six months of operation. The changes included.

~the following: -

1. Evaluations were based more on content
variables, i.e., the substance of what was
presented rather than on the mechanics of
presentation;

2. the evaluative data were analyzed and feed-
back provided to the workshop staff;

3. evaluation/research became more directly
involved in the planning process;

4. the center management sought more direct

information for the overall operation of the 4,*
center program.

Training Program 1973-1974

The training activities of the RMRRC in its fourth s

year of operation were focused to support the stratis~- e

tician service program. The stratistician program

was to be developed in the two-level design discussed

as the Stage Three stratistician model. The integra-

tion of the program design was to test the concept in

a large number' of schools, and it was decided that to

make the effort successful an integrated training

activity would have to be incorporated into the

planned program, ,
The objective of the center was involve 18 to

20 special educators in the program, with the districts

providing the financial support for teachers assigned.

in the districts. These teachers were to be qualified
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Table 6.2

¢

RMRRC Training Activities
Inservice L

etc.)

Appraisal tdiagnosis, prescription,

programming, evaluation,

Who

) When Where
Teachers, administrators February '72 Panguitch, Utah
-SEDC region '
District-wide special May '72 Ogden, Utah
education teachers ’
Franklin Elementary ‘ ¢ .
school faculty June '72 Provo, Utah
SEDC multi-county July '72 Cedar City, Utah
region
Special & regular August '72 Delta, Utah
education teachers .
District administra;&&s September '72 Delta, Utah
& district psychologists !
(Millard District) .
Teachers of TMR ° November '72 Delta, Utah

‘| Zotal faculty of 2
elementary schools

November '72

Provo, Utah

5

Principal and faculty

December '72

Escalante, Utah

Teachers & principal
of elementary school

January '73

Ephriam, Utah

JC:{)

Selected resource personnel’ March '73 Farmington, Utah
from both.rural and urban
school districts
Eleméntary teachers from March '73 Cedar City, Utah
4 districts . :
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A. sAppraisal (continued)

Who When Where

Total school faculty (emphasis |April '73 Mt. Pleasant, Ut
on students with behavioral

problems)

Teachers (35) in community May '73 Butte, Montana
.coordinated child care center

Special education teachers, June '73 Provo, Utah
principal

Teachers and district person- | October '73 Vernal, Utah
nel, including District Dir.

of Special Education

AAMD October '73 Denver, Colorado]

Resource teachers
Jordan School Dist.

Nov./Dec. '73

Sandy, Utah

LD teachers SEDC region

Nov./Dec. '73

St. George, Ut.

rv"l

124

Special education faculty Jan. '74 Billings, Mont.
and students
School faculty and principal [ March '74 Sandy, Utah
Sandy Elementary School
Six district teams - in- March '74 Phoenix, Ariz.
cluding teachers, admin- '
iastrators, supt.
Curriculum conference for March '74 Orem, Utah
Alpine District special
education personnel
Participating Districts April '74 Salt Lake City,
Advisory Committee (PDAC) _Utah
School faculty April '74 American Fork,.
Alpine School Dist. Utah
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B. Needs Assessment

rison School regarding
needs of Chicano students

\
Who When Where
PDAC - SEDC region March '72 Cedar City, Ut.
School faculty at Gar- April '73 Garrison, Utah

Rural/Remote Conference

December '73

Portland, Ore.

Montana special education
administrators (state-wide)

February '74

Big Sky, Mont.

and staff

District administrators, spec- | March '74 Scottsdale, Ariz.

ial and regular teachers '

(6 districts)

Wyoming State Dept. of Ed. March '74 Cheyenne and
Torrington, Wyo.

State Director of Spec. Ed. March '74 Billings, Mont.

Bryce Valléy High School

C. Student Consultation and/or Demonstration
Who When Where
Faculty and administration August '72 Bryce Valley, Ut.

Escalante Elementary School
workshop and progress check

February and
April '73

Escalante, Ut.

Fifth and sixth grade
students (60) to initiate
cross-peer tutoring system
(Beaver School District)

October '73

Milford, Utah
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Student Consultation and/or Demonstration (continued

|

c.
Who When . Where
Idaho State Dept. of Ed. March '74 Boise, Idaho ]
D. Communication Skills
Who . When Where
Parents of students in May '72 Provo, Utah
special education and
13 district special
educators
Paraprofessionals and TMR July '72 Sandy, Utah
teachers
(Jordan School District) AN
Southern Utah Supervisors Marcﬁ '73 St. George, Ut.
Association '
Outreach staff members May '73 ‘ Basfh}lacier.
7 | Montana
/ :
Millard District personnel August '73 /belta. Utah
-+
E. The Role of the Generalist ~
Who When Where
Garfield District May '72 Panguitch, Utah
superintendent and cur-
riculum supervisor
District administrators August '72 Ogden, Utah
& generalists (Weber Dist)
v
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who

iE. The Role of a Generalist (continued) °

When

Where

Utah Education Assn. Conv.
for CEC members

September '72

Salt Lake City, .
Utah

WICHIE Conference

June '73

Albuquerque, N.M.

Milford Elementary
School faculty

August '73

Milford, Utah

State conference on M.R.

September '73

Salt Lake City,
Utah

Tooele County District
Board of Education

October '73

Tooele, Utah

Resource teachers

March '74

Cheyenne, Wyo.

F.. Outreach Activities - Severely Handicapped, etc.

Who

When

Where

District pupilcpersohnel
and special education
directors

October '72

Salt Lake City,
Utah

Parents, atu&ents of Dixie
College

October '72

St. George, Utah

Montana Outreach personnel

December '72

Billings, Mont.

Sait Lake City,

RMRRC staff, LEA, University March '73

of Utah and Outreach repre- | Utah ~
gentatives - .

Montana CEC Conference March '73 Helena, Mont.
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F. Outreach Activities - Severely Handicapped, etc. (cont.)

Who When Where
Univ. of Utah personnel, August '73 Salt Lake City,
USBE, Utah State Training (2 times) Utah

School and parents

Special education teachers

October '73

Casper, Wyoming

AAMD October '73 Denver, Colorado
Faculty and students at November '73 Billings, Mont. .
Eastern Montana College
150 participants from six- March '74 Provo, Utah
county area served by Utah's
Third District Juvenile
Court
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Preservice

A. The Stratistician Model

I Who When

Where

Graduate Students August '72

Utah State University
Logan, Utah

District special
education and pupil
personnel directors November '72

USBE
Salt Lake City, Ut,

National CEC
Conference April '73

Dallas, Texas \

Special education
students and faculty July '73

Eastern Montana
College

Billings, Montana

B. Communication Skills

who . When

where

Special Education
Faculty and Graduate
Students .April '73

University of Utah

Salt Lake City, Ut.

-

C. Appraisal Curriculum -

Who When

Where

Summer Seminar -

Graduate Students July '73 University of Utah
Salt Lake City, Ut.
Faculty, students November '73 lastern Montana
College
,Billings, Montana
- ,/ -
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C. Appraisal Curriculum (continued)

%

Who When Where
Graduate student class Jaﬁuary t74 University of Utah

- N Salt Lake City, Ut.
Faculty, Outreach Coor-.
dinators, State Depart-
ment Personnel January '74 : Helena, Montana L
D. Competencies
Who When Where
Special Education
Graduate Students July '73 Utah State University]

Logan, Utgh

Outreach Steering
Committee

September '73

Moran, Wyoming

L
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Table 6.3
RMRRC Available Workshops
June, 1974

Identification of Handicapped Children. Workshop focuses on teach-
er identification of a handicapped child through observation, com-
parison, and informal testing. The child's developmental discrep-
ancies are noted to develop program objectives so that the child
can achieve to his potential.

Pre-Assessment of Kinder'gértan Students. A process for preassess-
ing kindergarten students for grouping and instructional objectives.
For kindergarten teachers, administrators or aides.

Early Identification of Potential lLearning Problems in the Pre-
School or Kindergarten Child. Training in the administration of a
test for early identification of high-risk kindergarten children.
Diagnosis, prescription, and programming in the following areas:
sedical referral, visual acuity, auditory acuity, speech and artic-

‘ulation, cognitive processes, fine and gross motor abilities,

visual perception, auditory perception, auditory discriminatiom,
verbal expression and general knowledge. Alsoc includes an intro-
duction to several parent and teacher questionnaires and how they
may relate to high-risk children.

N o
Identification of the Gi ~and Program Establishment. Quick
methods of identifyin w 1dren .who are above average academically
or creatively. Progr%g}wclopaent based on group components.

.s,

Referral to Diagosis. "The process which resource people use from

'. the referral to the decision to make a diagnosie, and/or the proper

diagnostic instrument.

Procedures in Diagnosis. Overview of processes used traditionally
in standardized diagnosis and contemporary methods in informal
diagnosis.

Synthesizing Diagnostic Information. Critical analysis of diag-
nostic test data and task-observational data to be sumnarized and
interpreted for single diagnostic conclusioms.

-

Systematic Observation of Behavior. Organizational technique in
observing, recording and interpreting behavior of school children.

Selection and Training of Student Tutors. The training of a
student tutor graup or the tutor trainer in role identificatiom,
techniques for reading and math, material development, behavior
management, and record keeping.

(continued)
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Table 6.3 (continued) i
School Resource Team. How to utilize team members in the group
‘process and skills of identification, diagnosis, presecription
and programming.

Task Analysis. How to task analyze any teaching objective; making
terminal objectives, en route behaviors, and deciding entry behav~
iors.

Competency Based Traiuigjrocedures. Investigation of identified
competencies of selected specialized persomnel. Methods in defin-
ing teaching units and measurement of proficiency in training.

: /
Reading Instruction. A comparison of strengths and weaknesses of
various programs and of problems created as students move from one
4 yeading program to another. /

I

Reading and Math. Specific steps in teaching mafhematics and read~
ing skills. Efficient ways of comstructing work sheets and devel-
oping gamee to provide practice in reading and math. -

Behavioral Intervention and Management Techniggsaa. A model for an
overview of comparative approaches for mtoring behavior related
to student-to-student interaction, teacher-t¢-student interaction,
administrative arrangement and classroom organization plans.

ﬂ"

Precision Teaching. Precise measurement of behavior and steps to.
change the behavior. :

Application os Glasser's Reality Therapy in the Classroom. Step-
by-step guid¥ on how to get childrea to qssune responsibility for
their own behavior.
Intemersonal Skills. /
a. Relating as a human being
(1) avoiding power atruggles
, (2) honoring the other's state of being
b. Communication skills
(1) sending, and
(2) receiving messages
: € Galning acceptance in the school system
d. Problemsolving methodalogioa
(1) 4interpersonal
(2) group ,
(3) establishing goals.
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generalists*. The deneralists were to function as
stratisticians with their main service activities
directed to teachers of handicapped children. . A group
of 30 school districts, primarily located._in rural
areas, were invited -to participate by the USBE.

Twenty school districts replied to the invitation by
the Deputy Superin?endent for Instructional Services.

All districts!responding were presented with
further program details, and expectations for both
the RMRRC and the district. Superintendents who were
interested agreed: (1) to assign teachers on their
district payroll; (2) to release the teachers one day
a month durihg the school year for training; and (3)
to participate in the evaluation of the effectiveness
of the model. 1In return the RMRRC would: (1) provide
a two~week training session during the month of
August, prior to school; (2) provide personnel (an
intermediate stratistician) from the.center to support
and backup the stratistician/generalist as he worked
in the field; (3) cover the costs of the training,
which would include travel, a stipend, and per diem;
and (4) cover the cost of evaluation and share all
evaluation data with the districts. These arrangements
were to continue throughout the school year. Agree-
ments were reached with 11 districts, and 17 special
educators from 17 elementary schools.

_As each participant entered the RMRRC' training
program he was assigned to an RMRRC intermediate
stratistician, based on the geographic location of
the participant's school. The intermediate stratis-
tician followed the assigned generalists from their
entry into the program to the completion of the school
year. The generalists' individual needs and abilities
were analyzed and responded to by the intermediate
stratisticians beginning with the training session.

*The official state certification requirements

for a generalist have not yet been published.
According to a USBE spokesman, the generalist
concept was developed to meet the needs of handi-
capped children in rural areas. A generalist must
be certified in some area of special education,
but should be more broadly trained to serve handi-
capped children in several categories. A generalist
category provides an option for districts to
creatively meet the needs of their particular
area. . 3 ’

'\, \
i 1\“‘8 'Y
129 AtHI




_‘9 7(-)

,

The training session was felt to be an important
element of the program since the RMRRC had little
control over the selection of the generalists. The
procedure was for the district to mgge the selection
just as it would select staff for arny other position
in a school. The participants in the program there-
fore would have a range of backgrounds and experience
levels. The RMRRC hoped to minimize "this variation
by providing a training program prior to the school
year that would first assess each generalist's skill
and knowledge levels, and then individualize a train-
ing effort to meet each persons's needs.

In order to facilitate the development of the
program within school districts the traiming and the
evaluation coordinators of the RMRRC tried to meet
during August with all 17 principals of the schools
and the district directors of special education from
the 11 districts to orient them to the program. This
orientation included an overview of the stratistician
concept, an overview of the development and structure
of the training program, the support service model
from the RMRRC to the schools, and the evaluation
process to be employed. In addition, an attempt was
made to orient the faculty members of the 17 schools
just prior to the start of school, or during the
first two weeks of school. This procedure was
undertaken to familiarize the regular classroom
teachers in the 17 schools with the concept, to create
awareness of the support services available to them,
and to specify what the program could mean to each
of them in the classroom.

Devélgpment of The Training Program

Planning of the training program began early in
the year, as depicted in the work plan of Figure
6.2, and was directed toward solving potential
problem areas in implementation of the training
activity. Once-a general framework was selected and
specific planning began, three major types of con-
straints were determined to exist:

1. variety of professional backgrouhds in
- training. To function as a.resource
teacher or a generalist in the state of
Utah, a person may hold one of four different
special education endorsements: learning
disabilities, mental retardation, behavioral
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disorders, or speech and hearing. The

people coming into the training program

could come from any or all of these four

special education backgrounds. Furthermore,

they would have been trained at various

teacher training institutions; certification
programs in the four areas vary greatly -
between institutions in course content.’

2.\ Variance of professional experiences. Because
the districts selected the special educators
ho would be participating in the program, it
s anticipated that some of the special
\ educators would have previous experience in
resource rooms, some would have previous
experience in regular classrooms, and some
~-=-just graduated--would not have any actual
teaching experience. There were also some i
\ participants who had previously served in ’ L
|
|

support roles, such as psychologist, social
worker and counselor.

3. Variance in school beginning dates. Being
involved in 11 districts across the state
meant that some classrooms were opening as
early as August 24, and. others not until s
September 6. This variance affected the
availability of the participants for training
in August.

Analyses of the constraints suggested that the
training program could best neutralize the negative
effects of three constraints if it were designed to
be individualized to each participant and competency
based. These combinedéapproaches would allow for the
variance in profession&l expertise and experience,
as well as the staggered starting dates. A period of
three weeks was set aside in August, and participants
could begin the training activity in any of six start-
ing dates and would then participate for ten days.

Information upon which the competency based
training program was developed came from three general
sources. First,' a search was made of the literature
on competency based programs (Appendix F). Then
several individuals working on competency based
programs from across the country were contacted
individually, and materials obtained- from them. Data
also were collected from special educators in Utah as
to what skills were needed for a person to provide
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. educational services to all types of handicapped
learners. In the process, data also were collected
on variqQus methods of training for these competencies.

_ Based.on these data a decision was then made as to
the most effective training model to meet the needs
of the generalists.

Within the context of the training model selected
an extensive evaluation was undertaken to identify the
specific competencies needed to function in the
generalist~yole. In addition to data collected in
vast years by the RMRRC stratisticians while they were
working in the ‘role, additional data were collected
from three school districts where special educators
were‘working in resource room/generalist programs.
These resource teachers or generalists were asked to
list’ the skills they felt were needed to fill their
role--whether they had the skills or not. In some

.- instances they were asked to prioritize the lists of
~ skills. “« ’
Data on the skills needed to respond to specific
student problems were collected through a workshop
. , .conducted by the USBE in cooperation with the RMRRC,
”  and sponsored by Project Outreach-Utah. The partici-
" pants of the workshop were invited to brainstorm their
perceptions of student problems. Over 100 problems
were listed and compiled into major groupings. From
this data, lists-of teacher skills needed to help meet
the identified needs were then geperated. (Alist of
the printed materials on needed skills comprises
Appendix G.)

N

To summarize, a data base on individualized <«nd
competency-based teacher training was gathered fi~m
RMRRC stratisticians, local districts, and the USBE
\ : workshop. The data were then pooled with information

gathered from various universities, teacher training
\\igf:iéggiggs¢/and/étate departments of education--all
o} involved in competency based or performance-
+ based programs. An RMRRC staff member gestalted this
material and provided a list of all competencies
. suggested as well as a frequency count to determine
e those most frequently suggested. The competencies o
fell into the content areas of identification, diag-
nosis, prascription, programming, evaluation and
in+erpersonal skills. The first five content areas
we. . consistent with the Regional Resource Center
mandate for service under PL 91-230. Interpersonal
skills was a high-frequency compentency area, especially
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in the field data.

During the period in which competencies were
being identified, the structure of existing competency
based training programs was being reviewed. Most
training programs reviewed identified important content
areas, but few training programs specified clearly the
levels to which one should "know" a content area, or
the process level at which one would use the informa-
tion. Two notable exceptions are the Meyen and Altman
training program (1973) at the University of Missouri,
and L. E. McCleary's training program (1973) at the
University of Utah. Meyen and Altman talked|about an
awareness, understanding, application level; \McCleary
about familiarity, understanding, and application
levels of utilizing information.

In order to build a similar definition o*
structure the RMRRC staff adopted, from Bloom's
Taxonomy of Educational Objectives (1956) , the process
Tevel from the data base generated on skills and
competencies. The resultant{ >ntent-process areas
form a matrix (presented in . .,le 6.4) from which com-
petency statements were generated.

This matrix aided the decision-making process in
developing training modules; i.e., to which level does
a given person need to know certain information, and
in which certain content areas. Decisions were made
as to what a stratistician needs only to know compared
with what he actually needs to be able to do. The
competency statements were crystallized into state-
ments around which training modules were developed.
(Table 6.5). These modules were numbered 1 through
24 dnd the numbers were placed in the appropriate
content-process square in the matrix. Each module
was to be developed based on the content area and the
process involved.

Training Program

RMRRC staff members, utilizing the procedure
described, developed the training program. The com-
retencies that were to be required of participants in
the training are defined in Table 6.5. The statements
were related to specific training packages. The

‘outline of the content of these packages is presented

in Appendix H. The outline was developed from the
material described in the preceding section; as module
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Table 6.4 Placement of Learning Modules by Number on the Content-Process Grid

m —
IDENITY DIAGNOSE PRESCRIBE PROGRAM EVALUATE INTER SKILLS
KNOWLEDGE
(recall) abcd
COMPREHENSION 1 7 19
(understanding) 2 8
4
APPLICATTON 3 9
- (use) 4 10 © 20
g ANALYSIS 5 11 16
M (clarify) 12
13
SYNTHESIS: .
(regestalt) 17 21 23
'EVALUATION 6 14 18 ‘22 24
(judgment) 15




Table 6.5
COMPETENCY STATEMENTS
IDENTIFICATION /

Module No.

1.

2.

3.

4.

6.

10.

11.

12.

13.

14.

15.

The generalist shall demonstrate an undérstanding of
specific speciality areas and classifjcation criteria.

The generalist shall demonstrate an/anderstanding of
learning theories.

The generalis; shall utilize conventional task analysis
of basic sub)ect areas.

The genera{ist sl.1ll utilize conventional process
analysis/bf basic subskills (in task analysis). :
‘ ‘

The geperalist shall interpret personality behavioral
patterhs.

/ \
The 'generalist shall synthesize identification factors
and derive a diagnostic direction.

DIAGNOS1S

e

The generalist shall demonstrate an understanding of
student demographic variables.

The generalist shall demonstrate an understanding of
formal test batteries-

The generalist shall administer formal test batteries.
The generalist shall administer informal test batteries.
The generalist shall interpret formal test batteries.
The geperalist shall interpret informal test batteries.

The generalist shall interpret pupil interviews and
observations.

The generalist shall formulate a diagnostic statement
from a single test.

The generalist shall formulate diagnostic conclusions
from cumulative information.

136

s



Table 6.5 (continued)
PRESCRIP TION

No.
The generalist shall interpret the results of task
and process analysis.

The geheralist shall write a statement(s) about a
student's learning®style based on strengths and
weaknesses. :

The generalist shall match diagnostic appraisal with
a remedial approach.

!

PROGRAMMING

The generalist shall demonstrate understanding of
purpose and use of instructional material.

The generalist shall demonstrate the use of instructional
methods/techniques.

The generalist shall match instructional materials and/or
methods/techniques with diagnostic-remedial approach.

The generalist shall specify performance criteria within
an instructional program.

\ EVALUATION

The generalist §hall match performance adjustment
- to performanc% cxiteria.

~

~

The generalist shall determine adjustment as
acceptable or unacceptable.

INTERPERSONAL COMMUNICATION SKILLS

The generalists shall demonstrate an awareness of:

(1) 1Important factors in relating as a human being

(2) Important factors in the communication process
between two people.

(3) Problem solving methodology

(4) Factors critical to acceptance in the schools.




development proceeded, however, modifications in the
outlined items were made to improve the scope of
training.

The transformation of the material from an out-
line to a complete module was undertaken by giving
each module outline to an individual with specific
training in the given competency area. Most of the
modules were completed by RMRRC staff members. How-
ever, material for module 1, on identification, was
contributed by several prominent university, local
and state educational leaders from Utah. The source
list for Module 1 is presented in Table 6.6. This
approach was designed to utilize the range of resource
skills and ‘expertise available to the RMRRC.

A pretest question, a posttest question, and a
performance objective were also written for each
module. The pretest questions were a placement test
to determine whether or not a particular participant
needed further training in each competency area.

Each participant's responses to the pretest question-
naire created a profile that defined which of the 24
modules could be skipped, and which would require the
provision of training. The performance objective of
each competency area was used to enable the trainer
to know when the participant was finished with a
particular module, and the posttest question was used
to evaluate the effectiveness of the training program.

The pretest questions were sent to the participat-
ing stratistician/generalists during the month of July.
As.answers were returned, they were scored and used
to develop individual profiles indicating which
modules each individual needed or did not need. With
this information ithe staff at the RMRRC geared a
training-program to fit the individual needs of each
program participant.

~ Using the above method the RMRRC intermediate
stratistician assigned to each participant had a
profile of the individual's needs. Through the use
of the content-process matrix the stratistician worked
out a time schedule, by dividing each of the ten days
into two three-hour blocks. The participant would
then be grouped in those time blocks with others
going through the same material at specific times. A
participant could be part of the total group, in a
small group (perhaps with just one other), or be work-
ing by himself--depending on his needs and the needs
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Table 6.6 Module l: Identification Source List

1. Emotionally Disturbed

Anthony LaPray, Ed. D.
University of Utah

/ 2., Educable Mentally Retarded

Robert L. Erdman, Ed. D.
University of Utah

Phil Chinn, Ed. D.
University of Utah

3. Trainable Mentally Retarded
Mabel Eide, B.A.
Granite Training Center

4. Learning Disabled

C. W. Freston, Ph. D.
University of Utah

Betty D. Harrison, Ph.D.
Brigham Young University

3

5. Hearing Impairment
Grant Bitter, Ed. D.

University of Utah

6. Visually Handicapped
Ruth Craig, M. A.

Brigham Young Unversity

7. Speech and Hearing Impairment

Mae Taylor, M.S.
Utah State Board of Education

8. Cerebral Palsy

Compiled Sources
Brigham Young University

9. Kirk Profiles

Reprinted by Permission from
Houghton Mifflin Company

10. Supplementary Reading
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of the others in the training program.

Each participant received copies of the 24 modules
for reference, even if the person did not need to
undertake training in all 24 areas. At the end of
the two-week training, the partlcxpant completed a
posttest. The intermediate stratistician who was
responsible for guiding the participant through the
training program was the one assigned to provxde back-
up support and ongoing training to the partxcxpant
throughout the school year.

To augment the initial training, a resource
support system was developed by the RMRRC (including
further training) and was administered by the assigned
intermediate stratistician. The RMRRC support system
was meant to supplement--not supplant--any other
support. service the classroom teacher had available.
The classroom teacher was encouraged to use district
psychologists, social workers, nurses, counselors, as
well as the USBE specialists or any other available
'resqurce. The ultimate goal was to provide the best
posgible educational support to the student.

The generalists were visited in their schools at
leajst twice a month, and often more frequently by
one of the .three RMRRC intermediate stratisticians.
These sessions allowed generalists regular interchange
with a highly skilled professional who could respond
to their needs for assistance or for personalized
training (if needed). In addition to receiving regular
personal visits from intermediate stratisticians, the
stratistician/generalists had monthly meetings at the
RMRRC for additional training. Information presented
at these meetings included:

Initial referrals

Selection of diagnostic instruments

Systematic observation of behavior instrument

Children with behavioral disorders

Visits to exemplary centers
a) in school districts
b) in private clinics

Presentations by stratistician/generalists on
unique plans they have instituted in their
schools. '
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Evaluation and Discussion
'\

% In order to evaluate the impact of the stratis-
ticfhp/generalist model, the RMRRC decided to collect
data from several sources including children (handi-
capped and non-handicapped), teachers and adminis-
trators. The diagram below presents a brief outline
of the scope of the evaluation plan:

Children

1. Achievement

2. 1Intelligence

3. Socio-emotional

Teachers

1. Perceptions of classroom climate and
attitudes toward certain philosophies of

education.

2. Impressions and observations of selected
children in the classroom.

Administrators

1. Questionnaires for principals, directors of
special education and superintendents, on
descriptive information from the school
district.

The above evaluation plan was based on the use
of materials developed inh Project PRIME. The design
and its problems are discussed in Chapter 4. The
design illustrates the integration of the evaluation
of the service delivery model with the training
activity. The integrated nature of both activities
made it difficult to evaluate the component activities
separately.

An effort at evaluating the competency levels on
a pre-post-post basis (July, 1973; August, 1973; and
June, 1974) was™undertaken using other instrumentation.
The instrumentation sought to establish knowledge -
about competency areas and the results are reported
in Chapter 4. Additional information was gathered
using a questionnaire at a June, 1974“debriefing and
is also discussed in Chapter 4.

145

141




Summary

RMRRC tralnlng\actxvxtx s began with programs
to prepare the stratisticians to serve as a resource
person for teachers; the firs expansion of tralnlng
activities included workshops r inservice training
sessions for teachers in the stkxatisticians schools.
From there, activities expanded to include teachers
and others outside the stratistician schools, includ-
ing preservice training activities\in teacher training

" institutions. The experience gained from responding

to workshop requests and from analysis of the types
of requests received formed the basis\for development
of the sratistician/generalist traininyg program.

The RMRRC training manual is currently being
revised and updated to include informatiop from the
original program plus modifications and additions
suggested by the year's experience with th
stratistician/generalists and their input at the end
of the year. The content in the revised program will
include material used in workshops, inservice and
preservice training sessions, and presentations made
by the RMRRC over the four-year period.

¥
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Chapter 7

RESEARCH AND EVALUATION ACTIVITY

Of all of the activities of the center, the most
difficult to separately chronicle is the research and
evaluation component. In most instances research and
evaluation fused into one activity and that activity
in turn fused into the component activites of the
center. Pure research was never considered an
appropriate center activity. Applied research was
considered appropriate if it were related to service
developments which were based upon state and/or
regional needs. Therefore, the overall research
thrust of the center was minimal. Specific activities
related to Outreach programs and flow-through monies
are discussed in Volume III of this report.

Evaluation, from the center's inceptiop, was
considered an integral part of center design, both
for accountability and for program monitoring and
guidance. The development of an evaluation model
which would address planning, management and operations
of a large-scale regional program was never success-
fully completed. No existing model was found that was
applicable; the problems of developing a model were
compounded when the thrust was changed from a state
to a regional program. The specified entry into the
educational systems was at an indirect service level
(SEA) and the required accountability was at a direct
service level (LEA). This issue was addressed with
various methods, but none completely satisfied the

‘ center evaluation staff.

Inherent in the problem of accountability is that
child counts are not particularly good measures of a
center's impact on educational programs. The number
of regional forces and programs that jointly impact
on a child is rather large; hence the development of
an accountability system requires methods of seeking
to assign weight to changes in children (or services
to children) so that a multiplicity of agencies do
not all count the child change as due solely to their
efforts. Also, child counts do not represent qualita~
tive change.

|
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Specific research issues were investigated during
the project. These research activities focused on the
development of supportive data for the ongoing service

program and almost exclusively revolved about the
stratistician program. The general history of the
research program is depicted graphically in Figure
7.1. The integration of the evaluation function into
the other center programs is also visible in the
graphic model. The following section will discuss
this overall activity; appendices on the three primary
research efforts provide examples of the research
activity. .

Evaluation and Research Inte;action .

The shifts in the focus of the evaluation
activity paralleled the shifts in the service process
described in the review of the stratistician model.
The early evaluation activities were envisioned as
part of an applied research activity that included
needs assessment and measure development. This evalu-
ation activity continued through the second year.

The study of affective teacher behavior, stemming
from the first year's research, was initiated and
continued through the third year of the project as a
separate study rather than as an evaluative activity.

Changes in the focus of the evaluation component
are documented in the yearly proposals. The yearly
replanning, based upon feedback from the previous
year and on BEH directives, resulted in changes in
staff or organizational structure which in turn
influenced the design and implementation of evaluative
activities. These changes will be reported in the
following chronological description of the concep-
tualization-and outcomes of separate evaluation
projects.

During the first year of the project, two of the
three research studies reported in the appendices were
initiated. One study undertook a needs assessment .
that- provided the preliminary information for launch-~
ing of the stratistician model. The other study was
designed to validate the use of a teacher observation
instrument measuring the affective behaviors of
teachers and their relationship to student achievement.
These two studies bequeathed two separate lines of
evaluation activity. The main activity stemmed from
the needs assessment and supported the stratistician
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model; it will be followpd through before reporting
on the lesser activity iq the affective area.

The needs assessment was undertaken with a teacher
questionnaire intended to determine the types of
classroom problems the stratistician would likely face
(Appendix I). Knowledge of these existing problems
was to be used in both the selection of the stratis-
ticians and in tgé development of a training program
to prepare them r working.with the teacher in the
regular classroom. Included in the .survey were ques-
tions concerning basic issues such as nonlabellngi
and normalization; questions concerning the avail=«
ability of resources; and items eliciting reactions
to the proposed stratistician model.

" The analysis of the data from the assessment
confirmed the existence of classroom behavior problems,
solutions for which teachers had few resources.- Ina
class of 30 children, an average of 5.3 children were
classified as "difficult." Teachers estimated that
this 17.6 percent of thé class occupied 26.4 percent
of their classroom time. Of the respondents, 84 per-
cent requested more special services; the teachers
expressed a generally positive attitude toward the~
proposed service model. .

With respect to issues involved in n¢rmalization,
teachers agreed that' integration into the{classroom
would improve the handicapped child's ‘dcceptance by
"normal" peers. - However traditional attitudes were
strongly evidénced in agreement that nonlabeling was
idealistic and would never be fully achieved; that
major problems would be created by large-scale trans-'
fers of the handicapped into regular classrooms; and )
that special education classes were justified. Based ¢
on this information, it was decided that the stratis- -
tician model would be implemented to help teachers
deal with identified handicapped children placed in
M their class, as well as with the "difficult" 17 percent
population in their classrooms which was expected to
include a large number of the unidentified handicapped.

Data were to be gathered by stratisticians in
the process of providing services 4£o determine .
whether the 17 percent difficult classroom students '
were part of the estimated 40 percent of Utah's
unidentified, unserved handicapped children. - A data
bank was to be established at the center using the .
stratistician~developed data and would include




information on incidence and types of handicapping
conditions, diagnoses, prescriptions, interventions
and their relative successes.

At the end of this research phase, major staff
additions were made to enable the implementation of
the service phase at the beginning of the project's
second year. Stratisticians were hired, and the
evaluation component was enlarged to include additional
research assistants, a research psychologist, and an
evaluation director.

The research undertaken in preparation for
initiating services had been oriented toward deter-
mining the feasibility of the stratistician model,
but not tow. . ‘ts implementation, specific operation,
nor evaluatic.. The-assessment data had indicated a
strong difference in attitudes existed between subur- -
ban and rural school district personnel. The center
interpreted this difference among districts to
indicate that the stratistician role must be allowed
to evolve differentially in response to the situational
variables of a particular placement. In fact, a study
of differgntial placements in a stratified rural/
suburban sample was intended to demonstrate if it was
necessary for ~sles to differ between educational
settings. The study also was to test the overall
effects of the placement of a special educator who
would serve as a resource to teachers. Both stratis-
tician and evaluator were placed in the position of
responding to immediate ‘demands of the specific
environment as well as building a model which would .
transcend any specific environment.

The evaluation team engaged in searching for
alternative measures which would satisfy both the
field and evaluation needs. Evaluators were charged
with tracking not only the incidence of referrals and
their outcomes, but the affective process of inter-
action between stratistician and teacher which con-
tributed to or diminished the success of the stratis-
tician intervention. The process was to be described
across and between schools, and was to be measured
unobtrusively. As successive data collection forms
were found unsuitable, resisted, or forestalled,
evaluators settled for the collection of frequency
data only, and turned their attention toward plans
for the third:.year of funding.

It was at this time that' the results of the .
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initial year's study on teacher observation became
salient. If the observation technique could be
validated as a formal instrument, the measurement
problems of tre second year could be circumvented.
If successfully validated, the observation technique
would have served the following purposes: a tool for
stratisticians to use in their feedback to teachers;
an objective measure of affective interaction processes
between stratisticians and teachers for purposes of
evaluation; a baseline and post-stratistician data
collection instrument fcr teachers in their classrooms.
A group of raters trained in this observation
technique could serve as a resource to the region as
well as to the RMRRC and local districts. The exist-
ing literature concerning the observation technique
and its theoretical base could provide a foundation
for interpretation of and training in affective inter-
action processes. Lastly, the observation data could
be used for the experimental matching of children
with particular handicapping condition to individual
teachers.

The study undertaken showed that the observers
trained the first year failed to discriminate dif-
ferences in characteristics among the sample of target
teachers. As measured by the self-report validation
instrument, there was not enough variance in the
sample to enable a satisfactory interrater veliability
to be obtained. The negative outcomes of the study
meant that the objectives outlined had to be achieved
using other techniques. (See Appendix J.)

Additions in staffing that occurred between the
first and second year influenced the transition be-
tween conceptualization and outcome. The consultants
who had supervised the two original research projects
had an idealogical bent toward the affective domain.
Their objectives for the project were to develop
techniques of matching teachers appropriately to the
needs of the individual handicapped child, and to
have the stratistician influence classroom atmosphere
on the affective level.

In August, 1971, a research director and an
evaluation staff with a more behavioristic orientation
were hired. The affective dimension was de-emphasized

~and overshadowed by the aforementioned struggle with
e' aluation program design and the search for stratis-
ticvian-tracking instrumentation.
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Only two other research activities were maintained
outside the major forces of the 1971-72 evaluation and
both of these activities were undertaken on a minimal
level. One of these, a survey of district policies
and procedures for placement of the handicapped, was
initiated to obtain information relevant to placement
and matching of handicapped students and specialized
services. A sample of twelve schools in six districts
was chosen; the..schools represented urban and ruyral
districts. Complete responses were received from
eight schools in five districts. The responses
indicated that larger districts with more available
resources generally implement a more complicated
referral process. All schools, however, follow the
same general process: 1) teacher refers student; 2)
psychologlst sees student; 3) committee or team reviews
case; 4) student placement is determined.

The last of the research projects gained impetus
from two sources. Following the first year's failure
to validate an affective observation instrument, a
literature survey was continued through the second
' year to find new materials which could be adapted for
! classroom observation of teacher-student interaction
' on the affective level. From this survey, a biblio-
graphy (Appendix K) was produced which served as the
foundation for the affective research.

,/ Another factor which encouraged the affective
research was a site visit during the spring of 1972;
site team members had emphasized the importance of
"individualization" as a general thrust. This led to
the development of two research proposals, one on
ecological differences among schools and one on
affective differences among teachers and students;
staff expertise lent itself to these directions and
the site team members supported the ideas.

The affective research proposal was approved,
completed, and appears 1h\Append1x L, as a third
example of research. The .outcomes from the affective
study included a working paper, a battery of assess-
ment techniques in teacher attitudes and classroom
affective styles, a video-tape library for use in
preservice and inservice trdining or observed training,
a data baseline in teacher styles emerging from the
preservice program in the Department of Special Educa-
tion, University of Utah, and a modification of the
naive-observer-rating method for quick, comparatively
simple training of future raters.
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The ecological research proposal was denied
approval by the RMRRC Executive Board on the basis
that a majority of the questions concerned religious
affiliation and minority status and were considered
invasions of privacy. This proposal was never resub-
mitted due to an extended sick leave by the principal
developer.

The "invasion of privacy" concern al.so was raised
by the Utah State Board of Education (USBE) with
respect to another proposal, which would have provided
a comprehensive evaluation design comparing schools
with stratistician placements. With the cooperation
of the USBE, the data would have been collected from
the state's computerized Student Information System
(S1IS) . The deisgn would have provided a larger
population and a functional feedback system regarding
needs, problem-solving data, etc, for plannlng use by
the USBE.

The evaluation staff concentrated on the problem
of measuring the effect of the stratistician role,
and developing a system for tracking. As the data in
Chapter 2 indicates, the latter problem was partially
solved, but not the former.

A second evaluation project was undertaken toward
the end of the 1972-73 year, in an effort to determire
if the stratistician model of informal teacher referral
were a valid method for identifying handicapped
students, and if it were an effective model for reach-
ing the unserved handicapped population. During the
previous year, the results of Project Identification
(undertaken by USBE) indicated that teachers had

~correctly identified hardicapped children 85 percent

of the time. This had been confirmed by a post-hoc
psychometric analysis of a large sample of the teacher-
identified children.

A staff member was assigned to determine the
overlap between children referred by teachers to
Project I.D. as handicapped and those referred to the
stratistician in that school for that year. The over-
lap was roughly 23 percent; i.e., 33 percent of the
total number of students referred were referred to
both Project I.D. and to the stratistician.

This data seemed to warrant future involvement

with Project I.D. Plans were made for a second deter-
mination of overlap (in 1973-74) with the addition of
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psychometric testing of a sample of those served by
the stratistician but not referred to Project I.D.
‘The results of this effort were discussed in Chapter
2.

During the fourth and final year of the RMRRC
grant, ancillary evaluation events were: (a) follow-
through on plans for involvement with Project I.D.
which is reported in Chapter 2; (b) further develop-
ment of the Outreach model with one evaluation staff
member reassigned as specialist in evaluation for
Outreach exclusively (discussed in Volume III of this
report), and (c) the proposal of an in-depth study
continuing the affective focus. Subjects for the
proposed affective study were to be obtained from
students enrolled in an adult education class, Univer-
sity of Utah. However, enrollment was not sufficient
for the sample nor to sustain the class, and the
proposal could not be carried through.

: Except for the Outreach evaluation assignment,
evaluation during the fourth year concentrated on
evaluating the training and service modelis. This
effort is detailed in Chapter 4 of this report.
Briefly, there were three major points where evalua-
tion was needed: first, evaluation of the stratis-
tician model utilizing district~hired personnel
(stratistician/generalists) and supervised by the
experienced center stratisticians (then called inter-
mediate stratisticians); secondly, reliability testing
on the observation measure developed by the stratis-
ticians in the summer of 1973, the Systematic
Observation of Behaviors (SOB); finally, evaluation

of the training program (with training modules)
developed by the intermediate stratisticians for train-
ing of the stratistician/generalists. Those results
are reported in the chapter discussing the last year
of the stratistician project. Appendices at the end
of this volume present three of the working papers
that resulted from the research discussed.
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Appendix A

Exhibit A.1l. Stratistician Data Collection Forms
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Appendix A.1. Stratistician Data Collection Forms*

(01) PROBLEM IDENTIFICATION PBASE Date
(Descriptive Data Stratistician's Name
. Student's Name
Student « School n Home
Name .
. Inplements Does not
:2: (date of birth) g::chcr Ethnicity suggestions 1 2 3 4 5 6 implement
Ethnicity Class Size . Consistent in
_ . implementingl 2 3 4 5 6 Inconsistent
Grade Years of teaching
Other Type of teaching Understanding
or nature
of problem 1 2 3 4 5 6 Non-under-
Referral Method (Mark) standing
formal initiated by: . Apathetic
informal teacher  about prob-1 23 & 5 6 Concerned
records stratistician lem .
previously principal Actively Passively
existing other personnel supportive 123456 supportive
of efforts
Actively re- Pasgsively
sistant to 1 23 45 6 | registant
efforts ,
Hostile to Accepting
child 123456

R . Source of information

Problem Description Teacher Description

By Teacher By Strat ) By Strat

Location of problem: class hall cafeteria lavatory playground home other
Student observed by Strat. class hall cafeteria lavatory playground home other

* All information on forms is reported, but form has been altered to fit required report margins.
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(02) PROBLEM SOLVING PHASE
(Task Information)

Date
Stratistician's Name
Student 's Name

Desired Change

Alternatives: considered suggested
(l1ist numbers)

Method of Formulation

1. stratistician initiated alone

2. stratistician initiated with help of
personnel sources

3. stratistician initiated with-help of
RMRRC materials and sources

4. stratistician with teacher

5. teacher suggested to stratistician
other:

Rationale: for selection of suggestions

iol

for de-selection of rejected alternativ




(03) PROBLEM EVALUATION PHASE Date
(Outcome Information) Stratistician's Name
> Student's Name

Outcome With Student

Positive change Negative change Comments
Change in Academic 123456 123456
" Social - 123456 123456
Home 1234506, 123456
Alternatives Utilized Reasons for Success or Failure
Teacher's opinion Strat's bpinion Teacher's opinion Strat's Opinio
Other Outcome: Ripple Effect f Comments
Teacher making own suggestions no yes 12 3 4 5 6 many ‘
with subject no yes 12 345 6 many |
with other students .no yes 12 34 5 6 many
Teacher following strat's |
suggestions no ves few 12 34 5 6 many j
with subject no yes few 1 2 3 4 5 6 many |
with other students no yes few 12 34 5 6 many |
Additional referrals to
stratistician no yes few 12 34 5 6 many |
Administrative support of strat no yes less 1 2 3 4 56 more |
1 v




Appendix A.2. Problem Thesaurus

EDUCATIONAL

Association-~-investing meaning in the stimulus

Auditory association---appears to hear and remember stimulus--
can repeat--but stimulus has no meaning and is not related
relevantly to other stim.14

Auditory memory--—-appears to hear but does not remember stimulus--
no meaning yet attached

Auditcry perception---does not appear to hear stimulus in presence
of evidence of adequate organ function--no meaning yet
attached

Auditory receptive-——intake through hearing

Auditory sequencing---cannot repeat an auditory stimulus, as would
be expected for MA and CA, correctly and in order

Developmental delay---abilities below expected CA norms

Doesn't attempt work---will not without much pressure attempt an
assignment

Doesn't complete work---—attempts but does not, without much help
or attention, complete the work

Doesn't follow directions---either seems to forget or not to
understand instructions

Doesn't understand task---attempts and even completes the assign-
ment (in the child's perception) but the completed work is
inappropriate to the task

Handedness---handedness incompletely established; mixed dominance

Impulsive---an inappropriate, seemingly sudden response to a
stimulus

Inconsistent achievement---works well, comparatively, at one time
and poorly at others so that teacher thinks he could 1if he
would

Memory---storage of stimuli
Memory-agnosia---can't find the right word; doesn't recognize it
Motor apraxia---can't remember the motor pattern of the word

Not achieving---not able to do work at level expected by teacher

Perception---reception of stimuli implies adequate sense organ
functions

Perseveration---continuation of a response after the cessation
of an appropriate stimulus =
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Reading---the apparent inability to read, the apparent inability
to learn to read or a significant difference in reading
ability and grade placement and/or MA

-

Sequencing---order memory of the stimulus

Sequencing---telegraphic speech, articulation errors, can't find
the right word, but can recognize it

Short attention span---in relation to peers, age, or development;
appears to be attending less time than would be expected for
MA and CA

Verbal expressive---oral language

\ Visual acuity----physical inability after correction, verified by
a qualified examination or ophthalmologist of stimulus through
vision

MOTOR

Motor---lack of coordination

Tactual association---appears to note and remember characteristics
of stimulus, but stimulus has no meaning and is not related
to other relevant stimuli

1

Tactual memory---appears to note characteristics of stimulus but
does not remember-~no meaning attached

Tactual perception---does not appear to note characteristics of
stimulus in presenceé of adequate organ function--no meaning
yet attached \

Tactual receptive---intake through sense of touch

Visual association---appears to see and remember stimulus--can re-
produce, but stimulus has no meaning and is not related
relevantly

Visual memory---appears to see stimulus but does not remember--no
meaning attached to visual stimulus

Visual perception---does not appear to see stimulus in presence
of evidence (examination by licensed optometrist or oohthal-
mologist) of adequate organ function--no meaning attached
to visual stimulus

Visual receptive-~--intake through vision

Visual sequencing--~-cannot reproduce a visual stimuli correctly
and in order

g
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PSYCHO-SOCIAL

Aggressive---acting out; hostile; primitive
Anti-social be‘hvioxs---chest{ng; stealing; lying; etc.
Anxious---crying, wet palms; etc.

Compulsive---must complete task; must have desk arranged ‘just so;
perfectionist; never satisfied with finished work

Depressed---sullen; unwilling to try; "flat" affect; crying

AL
Disruptive---noisy; disturbing other children; poking; hitting;
pushing others more frequently than other children in room

Distractible---ghort attention span; attending to sll,'some in-
appropriate stimuli

Inappropriate reaction---extreme mood fluctuation; lsughing when
others are crying; etc.

Inconsistent and highly variable---work, emotion and social be-
haviors varying a great deal from-day to day

Insecure-attention seeking---frequently asking for teacher 8
assistance or attention; showing off; ,etc.

Insecure-withdrawn—--shy, doesn't try tasks; doesn't establish
peer relationships; doesn't ask for needed instruction from
teacher; etc.

g l
Isolated---peers and/or adults seem to ignore
Messy---beyond what might be expected for age and grade

Motivation---goal seeking by the individual in response to in-
tringic or extrinsic rewards

Not attending---daydreaming; looking out of window, attention
focused on an inappropriate task

Psycho-somatic---physical disturbance such "as headache, dizziness,
stomach-ache, without known physiological bases

Rejected---peers and/or/adults seem to actively dislike

Restless---out of chair and.moving about room much more frequently
than other children when expected to be quiet; if in chair,
moving frequently; rustling papers; dropping pencils; etc.

Sex~related---any problems related to sexual activities or develop-
ment in the child
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{
' WRITTEN LANGUAGE ‘\

\

Association---visyal-motor dysfunction; can't generate written
language: doesn:t recognize (dysgraphia)

Memory-;-doesn't recognize or generate written language

Sequencing---do2sn't get numbers, letters or words in prpper order
(dysgraphia or dyscalculia) (

-—/
INTERVENTIONS . ¢

Alter en.iornment---change conditions that might affect the child's
behavior (educationally or psycho-socially), e.g., change -
teachzrs if personality differences exist, rearrange class-
room, provide quiet study time at home

Behavior modification---application of conditi.xing techniques to
alter behavior of a child or of a class

Counseling---discussion with a child, teacher, or other staff
member on a perceived school or personal problem

Informal diagnosis---attempt to determine child's level of function, L
disability area or areas and "best" learning modality through
teaching, analysis of work examples, or non-standardized or
formalized tests :

Medical exam---examination by licensed physician of school nurse |
to determine the presence or absence of physical conditions |
that might affect the child's behavior

Modality change---instruction through a modality other than the
one used predominantly in the past; e.g., if classroom (or
personalized instruction) has been predominantly visual, the
change could be to auditory presentation (or tactual)

Patrent conference---discussion with the parent, parents or parent
surrogate about the child; the discussion may include the
teacher, stratistician, child and any other member of the .
school staff or any combination thereof

Peer interaction---provision of an opportunity for the referred
child to work with or engage socially with_a peer or peers . //

Program level---grade level at which the child's academi 'GG;k )
is programmed . //)7

;sychoiogical testing---administration of any standardized achieve-
ment, intellectual, psycho-linguistic, psycho-motor and/or’
personzlitv tests
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Resource aide---any person within school district personnel
asked to intervere in problem solution

Resource agency--~any person or institution outside of school
district personnel asked to intervene in problem solution
L d

e e

—

Special placement---placement in special education program on full
or part-time basis

Specific curricula--~any materials used to meet a child's needs
other than state-adapted texts and supplementary materials

Statf interaction-~~discussion of or information gathering for )
diagnosis and prescription for an individual child with any
other school staff or RMRRC staff member

Status improvement---manipulation from the environment to provide
a more positive response, e.g., appointmenﬂ of the child to
a classroom assignment, encouragement of an\older child to be
a "friend" \

Task analysis--~examination of sub-skills required for adequate
performance of an academic task

{

Teacher in-service---explanation of training in educational pro-
gram, materials, methpds, guiding in modeling of eliciting
from a teacher or teachers in or implementation of pre-
scriptions and/or classroom techniques ‘/

PRESCRIPTIONS 7,

Change activities---change the uwituation in/which undesired be-
haviors are occurring in an effort to /reduce those behaviors

Confrontation---reality theory--discussing child's behavior and
consequences of behavior with him

Consistency--~responding in the same'ﬁaj/to all examples of the
behavior

Contingency---instrumental co:: itioning--positive reinforcement
given only in the presenc_ of desired behaviors; some time-
lapse between performance and reward may be included

Dissonance--—-introduction of unexpected stimuli to attract the
/  child's attention or to distract the child from undesired
behavior

| \
Aversive reinforcement---punisinent; verbal, physical or social
|
\
|
\
|

Motor development---program of physical activities desfgned to
improve coordination, etc.

\




Negative reinforcement---actually no reinforcement; extinction
Positive reinforcement---reward of desired behaviors
Proximity-~-standing or sitting near the child

Reduce stimulus---removal from the group, screening of desk, move
desk away from window, etc.; any or all to reduce distraction

Tutoring---instruction of single child by teacher, aide, older
student, etc. )
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CROSS-PEER TUTOR PROGRAM

Susan B. Harrison

I. Introduction

This report concerns a cross-peer tutor program established
in 1972-73 in one elementary school in Utah. It is a school
with extensive special service including a resource teacher
and six teaching aides, plus a stratistician assigned from
the Rocky Mountain Regional Resource Center (RMRRC). Still,
only a small portion of the handicapped students or students
referred to the resource teacher were being served. An ef-
fort to mainstream most students in the school digtrict

had begun in full during the year, and most of the teachers
had little preparation for mainstreaming. Many were either
inadequately trained, or, at least felt as though they
were inadequately trained. A tutor program was established
by the stratistician both to help ease the increased
differentiated class load, and to serve as an in-gservice
tool.

II. Rationale

Cross~peer tutoring was established for the classroom teacher,
for the tutors, for the tutees, and for the stratistician.

For the teachers, it was a service that aided in the main-
streaming of handicapped students in their classrooms; for

the tutors, it was an opportunity for responsibility and
growth; for the tutees, it was individualized, personalized
instruction. For the stratistician, it was an additional
opening for ongoing contact with the teachers, their programs,
and the handicapped children in the school. Eventually, 80%
of the teacher-identified, handicapped students had individ-
ual programming.

ITI. Selection: Three types of selectinns were made:

A. Originally, fifth and sixth grade teachers had
the objectives of the tutorial program explained
to them. The teachers were asked to sblect ten
to twenty possible tutors on the following teacher
defined criteria:
1. Shows responsibility
2. Has skills in math, reading or a special
area.
3. Shows kindness and willingness to share.
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B. After the first group was placed in classrooms,
the students in the intermediate grades reacted
to the group of tutors as privileged. Many re-
quests were made to teachers and the stratistician
for the same privilege. Students who were not as
capable or who were not generally cooperative or
who had low self-esteem requested the same oppor-
tunity., The teacher and the stratistician regarded
these requests from less successful students as
a possible indication of willingness to try
to perform. Contingency contracts were drawn up
with twelve students who were considered by the
teachers as needing the most help. Each contract
was individualized according to the student's
performance. The teacher and student outlined
expectations of changes in the "student's"
accomplishments. Contingent on these accomplish-
ments were in-service and placement for tutoring.

C. A third group of tutors was established for other
children who were less successful than the first
group and who had not made contracts as had the
second group. They were students who had worked
hard and made academic or social adjustments, using
their own initiative, to demonstrate they could
succeed as tutors. For each of the three groups,
the stratistician screened the selected child by
observing him in the classroom, and by having a
personal interview. All teacher nominations were
accepted,

Iv. Commitment:

An orientation was held, and a letter explaining the tutor
role was given to each tutor (Exhibit B,.1), During orienta-
tion, a contract of responsibility was given to each tutor
(Exhibit B.2). Each tutor also read every clause with the
stratistician, and then signed a contract. It was under-
stood that the responsibilities defined had to be assumed
and persist for the student to remain a tutor. Parents also
had to sign the contract allowing their child to be out of
class for no more than five hours per week. The third sig-
nature, the stratistician's, was added following the tutor's
successful completion of the initial in-service training.

V. In-Service

Those who returned the contracts were scheduled for in-service
training. Five students decided they either could not accept
or sustain the contract. The initial in-service was a general
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overview of skills, taught in five sessions of fifty minutes
each.

The first session was used to make a role description for
the tutor. The stratistician role-played different teacher
personalities and demonstrated class-control techniques.
Roles demonstrated included bossy, threatening, illogical,
harsh, unclear, humiliating, baiting and patronizing be-
haviors. Tutors expressed their reactions to the roles;

they then explained how they would respond in the classroom,
An invitation was made for anyone in the group to demonstrate
or explain a "technique" which would encourage their per~
formance.

In all three groups there was participation. The second and
third groups were most spontaneous. The tutors made energetic
promises to be positive teachers. Resolution of this activity
was a group-written description of the tutor role. Descrip-
tions were similar.

The second group's read: "A tutor is a teacher. The tutor is
a friend that will make him a special teacher. The tutor's
job is to help, not boss, and be kind."

Following the first session, twc assignments were made. Each

tutor was given a reading~task and math-task worksheet to think

through and answer by himself, or with help if necessary
(Exhibit B.3). This assignment was tn generate ideas or
questions, and to begin the "tutor profile.” The second as-
signment was to be completed for the last session. Each

. tutor was to develop a.game or teaching device to teach one
skill that was demonstrated.

The second and third sessions were used for tHe teaching of
reading. The second-session activities were based on the
thinking assignment question (Exhibit B.3): How do you teach
the word "sitting" in the phrase, "Sam is sitting in the
sand?" All the tutors had the opportunity to explain, dis-
cuss or demonstrate their ideas.

This was a productive session. Questions arose and were
solved by the tutors. In all groups many original methods

“ were contributed that were used throughout the year. The tu-
.tors revealed their own methods for learning. A list of
clues and methods were compiled. To teach the word
"sitting," for example, at least twenty ideas were given.
Some ideas were conventional such as breaking the word into
syllables, finding the small word "it," or blending sounds
with the students. Other ideas were more creative, such as
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making the "s" into a long snake seated or drawing a chair
over the word, or sitting in a chair saying and spelling or
singing the word. Other phrases were treated In the same
manner as the first. A phonetic checklist was distributed
for reference (Exhibit B.4).

A question from a member of the first group precipitated
a change in the content of the third session. The question
was, "How do you get kids to know that the letter 'g' is '’

and what side is right-side up?"

Letter recognition was difficult to explain in a one-
sentence answer. It was to be, in fact, a primary focus for
most of the tutors in working in the primary grades. First
grade teachers aided in the preparation of the content. They
delineated their expectations for tutors and tutees and
contributed materials. Tutors divided into two groups; one
group pretended not to know the letters and the other group
served as tutors. Activities included games, word cards,
Frostig-type worksheets and blackboard exercises. The
"tutee" group worked hard at being difficult to teach and

to handle. Ideas were shared following the activities;
methods were added to their notebooks.

The fourth session was devoted to mathematics. The tutors,

as a group, made a brief task breakdown of the math functions.
Prerequisites were noted for the major function. Four prob-
lems from Question 2 of the thinking assignment were reviewed.
Then the tutors were given twenty incorrect problems to

analyze for mistakes in computations. Summary sheets of
possible mistakes and the reasons for the mistakes were

added to their notebooks (Exhibit B.5). Summary sheets, which
started with only a few examples increased as new errors

were encountered.

The fifth session was a double-time slot for sharing. The
stratistician familiarized the tutors with the reading pro-
grams and math programs used in the primary grades. Then
tutor~developed projects were demonstrated to the group for
ideas.

In-gservicing was a continuous process. Monthly meetings,

with all tutors divided into two groups, were used for
positive reinforcement and sharing of new ideas. Also
training was presented in areas such as reflective listening,
behavior management , blending skills and log-recording
methods.

Groups working in just one classroom or one grade also met
at other times. Specific training was based on needs
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expressed by the classroom teacher, tutor, or based on >b-
servations by the stratistician. Tutors for kindergarten,
for example, learned how to do visual motor training when
it was discovered that fifteen children were unable to hold
or draw with a crayon. Individual in~servicing was a third
method for continuous learning. The stratistician or
teacher made on-the-spot observations, modeled techniques
or gave advice. The speech teacher also had sessions with
selected tutors. The stratistician set asise one afternnon
every week for the tutors to visit if they had questions,
needed re-direction, or needed support.

V1. Placement and programming:

Following in-service, a profile of each tutor was made for
placement. This was the profile form:

1, Poersonal

A. Name
B. Age
C. Grade
L. Sex
2. Preference for Tutee
A. Subject
B. Grade

C. Sex preference
¢ 3. Teacher's reason for recommendation

4., Stratisticisn's evaluation
A. Ability area
B. Passive-aggressive, scaled 5/4/3/2/1
C. Clear-unclear (at giving instruction), .scaled
5/4/3/2/1
D, Creative, scaled 5/4/3/2/1

All the teachers in the school were informed of the program's
direct purpose: to individualize and assist in programming
for children with special needs. From their requests a
needs profile was drawn:

A, Subject

B. Child

C. Time and day
As the referrals were received, a match of tutor and teacher

profiles was made by the stratistician. Placements were based

on this match. The tutor was given a permission form
listing subject, time and dav, and to be signed bv his
teacher (Exhibit B.6). 1If the time slots were approved, the
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tutor went to the classroom teacher who made the request

and established a time for programming. The approved permis-
sion slip was returned to the stratistician and recorded on

a weekly time chart.

Programming for the tutee was originally done by the teacher.
Variations of this procedure occurred throughout the year.
The resource teacher, speech teacher, or stratistician

wrote a program for the tutors in cooperation with the
teacher, or alterations were made by the teacher after sug-
gestions from the special services.

The tutor was to work with a child using a prewritten lesson
and materials obtained by the teacher or tutor. Outcomes
were to be reported regularly.

VII, Tracking:

Tutors were tracked by observation and by daily logs. Each
tutor was observed at least one day a week while he was tu-
toring. These observations defined in-service needs for
both the teacher and for the tutor. Notes were kept on the
tutors' and tutees' progress.

The tutors kept logs each time they tutored. The date, the
time of arrival and departure, total time spent and a descrip-
tion of the activity were recorded. Logs were difficult for
most of the tutors at first. After an in-service meeting, logs
improved. The stratistician made notes on them weekly. Dia-
logues were established between the stratistician and the
tutors. The "Description" category soon developed into a
record of success, failure or feeling. The log was the most
effective method of monitoring all activity. It precluded
misuse of time or possible teacher complaints of misuse of
time. At the end of the year the logs were used in self-eval-
uvation of progress. ’

VII. Evaluation:

Three formal evaluations of the tutorial program were made
by the teachers. Several weeks after the first placement,
the teachers were given an evaluation form (Exhibit B.7).
At this time they commented on the tutors adjustment and
cooperativeness. Each teacher had the option to continue
or discontinue the program and submit a critique. All
teachers felt it should continue and several more began to
participate.
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At mid-term the director had an interview with each
teacher. Following the interview.a report was written
for report cards of the tutors.

Year-end evaluations were made bv the entire faculty (Exhi-
bit B.8). Individual tutors as well as the program were
evaluated. Results from the avaluations indicated that
every teacher opted for tutors the next year. Also, the
teachers could now list exact needs and personality types
they felt could best work in their classrooms. The
teachers stated a philosophy of acceptance for programming
of handicapped children in the classroom.

Tutors made on-geing evaluations in their logs. At the
end of the year a final evaluation was completed (Ex-
hibit B.9). The tutor evaluated his personal success, his
view of the effect he had, and the program,

IX, Conclusion:

The tutorial program accomplished more than its goals.
Forty-four tutors were placed in classrooms. Each tutor
worked with one to ten children. Every class from kinder-
garten to the fourth grade, including the special

education class, had a cross-peer tutor. Over 100

children were served directly. Advancement of some kind
was reported for nearly every child. Two first grade readers
joined an average reading group. Ten kindergarten students
obtained better fine motor coordination. The second grade

‘math students caught up with their group. A third grade

teacher reported three of her students learned to read.
Successes were numerous.

Of the beginning tutors, only thirty-two were still tutoring
on the last day of school. Six had moved, two dropped out
voluntarily and four were removed for not abiding by the con-
tract agreement. The remaining thirty-two tutors had fa-
vorable reports from their teachers and parents. They became
class leaders, were more organized, more responsible and

had high c1§ss performance. Eight of the twelve tutors on
contingency contracts had discontinued the contract and were

operating by self-motivation.

A high school tutorial program was established based on the
same format. The fourth, fifth and sixth grades made use of
the older tutors. It too was reported as a success by the
school and high schocl involved.

Primarily, the program won acceptance for the mainstreaming
of handicapped students. Tutors had an important status in
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the school. The job was sought by other students. Each .
tutored student felt important to be served by his own :
tutor. Teachers felt they had been relieved and helped

and were willing to open their class doors for more assist~

ance. On "Special People Day,' all the tutors were honored .
by the entire school. Twelve tutors received special awards :
for being the most significant contributors to the school )
that year. ‘ :



: Exhibit B.1 -

. Letter to Tutors

AN

October 3, 1972

Dear_

9

You have been selected as a 'possible student tutor. Who

is a student tutor? Alta View's definition is a student

~ who has strong academic (reading and math) and social skills
and is willing to kindly share these skills unselfishly

with other students? Tutoring will be arranged during times

of your day that you and your teacher agree upon and when
other students need your help.

Why "possible"? You may decide this is not the kind of
service you wish to give. You may want to wait as an
alterpate and give yourself more time. Your parents must

also, agree to your time being used this way. Or there may
not /be some other student who needs your time immediatgly.

Being a student tutor is difficult, a large responsibilifj
and very rewarding.

To become a student tutor you must sign g/e6ﬁiraCt¢ Under
your name your parents must add their signature. And you
must complete an assignment. It is designed to help me

see how you will work and to help you think through the job
you will be doing.

Your teachers and I are sure you will think carefully about
this.

Sincerely,

*This sentence was altered for the second and third
groups io read:...a student who is willing to teach
and to share time unselfishly...
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Exhibit B.2

~~

Contract of Responsigixitv for a Student Tutor

-

It is_understood that a student tutor:

1) 1Is willing to help other students with his work.

2) Will assist the student with materials the teacher
gives him.

3) Will allow the student to find his own answers.

4) 1Is a friend as well as a tutor and therefore will
not talk abo- those they help to others.

5) Will report every time he is scheduled to, if -that
time has been approved by the teacher: ne may be
excused for special events by the tutor director.

6) Will attend three classes of instruction.
7) Will report monthly to classes for tutors.

8) Will receive instruction and help before each new
student and during tutoring.

9) Will ask for help 1if needed.
10) Will try to be understanding and kind.
11) Will keep up with his assignments in his class.

4
And it is therefore understood that the studept tutor will
try to live up to this agreement so that he may maintain his
responsibility. ’
In return he will receive the satisfaction of being one of
Alta View's most responsible and trustworthy students. And
he will receive the reward of helping others.:

I understard and agree to work
under this contract.

. /.
We (I) agree that my child may take on this'
responsibility and be excused from class

for no more than five hours a week, .
3
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Exhibit B.3
4

™~ Sample for Reading Task and Math Task Worksheets

This is a thinkihg assignment to be completed before our
next session. .

1. Johnny is a third grader who is having problems with his
reading. The kids in his class call him "stupid." When
he is working with you he first says, "I don't want to
read." When you-convince him to read he has this sen-
tence to read: "Sam is sitting in the sand."

’ ' He reads it this way: "Sam is (I don't know that word)
in the sand." . *
A) 1Is Johnny really "stupid"? What ?o you tell him?
' B) How did you convince him to read?

C) How do you teach him to read the word sitting
without telling him?
A ;
2. Betty is a fourth grader who needs your help for math.
! What did she do wrong in each problem?

A) 27 B) 30 c) 19

414 14 x 0
/ 13 24 ¢ 19
- . 3. Now that you have answered these questions, do you think
. you would like to teach or tutor:
A) reading
B) math
C) both
v D) neither
And would you like to work with:
; A) a girl
B) a boy . \
! And you would be most helpful in the: \\

1st 2nd 3rd 4th  5th " grade(s). '

4. 1 know that I can help other students beczuse I...
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Exhibit B.&4
Phonetic Checklist

SOUNDS

1. SOUNDS OF CONSONANTS

continuents: plosives:
¢, h, 3,1, myq, , 8, Vv, W, X, ¥, 2 Ps b, t, d, k, g
2. SOUNDS OF SHORT VOWELS (&)

cap rid hop cut

3. SCUNDS OF LONG VOWELS (a)

cape ride hope cute

4. SOUNDS OF DIPTHONGS 4

(3/’“\\4 Y

oi oy ou ow (oil) (boy) (out) (cow)
'5. SOUNDS OF VOWELS DIGRAPHS

aw al ay 1e oa oe ow ue ew ee ea au 00

6. SOUNDS OF CONSONANT DIGRAPHS

ph sh ch tch ck th wh nk ng' on Wr

(f) (sh

7. CONSONANT BLENDS \

ch tch nk st str ts tr pl bl qu (3-g-k)

8. PHONOGRAMS

ail ain all and ate ag con eep ell en ent er est

ick ight 111 in ing c-~k ter tion

PRINCIPLES.

1. Vowels are short--except when modified hy position.

2. Final "e" lengthens the preceding vowel.

3. In vowel digraphs: first vowel long, second is silent.

“~.. (heap slay tie sheep own how)

4, Vowels followed by "r" have sounds modified, making the
"murmur" dipthongs (clerk corn care dirt cizl)

5. Sound of "c" is soft (s) before e, 1, y.

Sound of "c¢" is hard (k) before a, o, u.




Exhibit B.4 continued

6. Sound of "g'" is soft (j) beforee, 1, y.
Sound of v g" 1s hard (g) before a, o, u and words ending
with "ge."

7. 1In open accented syllables the vowel is usually long

na - tion/ di - ner/ no - ta - tion

8. Silent letters ]
k(knife) w(write) 1(talk) t (catch) g (gnat)
c(black) h(hour)

EXTRA SOUNDS ,
1. Sounds of "y." \
a. first yet, yard \
b. short i gym
c. long i my, Cry

2. Sounds of "s."
a. "g" before e, 1, y (at end of word) souﬁds like

"2" (fuse, desire, easy).
b. Other times it sounds with a hiss.
3. Sounds of 'sh

a. ci special
b. ti action
c. si pension
SYLLABIZATION /
1. When two consonants between two vowels’ﬂivide between them.
win-dow/ prin-ci-pal/ ‘com—mon/,\
2. When only one consonant between two ﬁowels divide before it.
ti-ger/ so-lo/ ' SpI—der/ (open vowel is long.)
3. Most words ending t:/}lé" put preceding consonant with "lé."
sim-ple / tur-tle
4. "ed" ending is separate syllable in root words ending "g"
or "t."
test-ed bond-ed )

("ed" endings are not separate on most other words:
walked raked.)

5. Adding suffix usually doesn't change the division of the

‘\

root word: im-prov-ing.
6. ~Some letter groups are not separated:
a. dipthongs: boiling coward :
b. blends: between  thoughtful embrace )

- vl
‘»
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Exhibit B.5  Summary Math Sheet
’ ADDITION PROCESS ANALYSIS
2 2 B} 2 2
S I Vsl R VR [
— == relationt ™.
-+.__..._. ;| 7 ship. 4 . spatial
ubtracted memory confusion
added dded ial
3|3 owm| 2| oo
t i t i f 1 fusi
t 4 4 gertes 2‘:.. cerica| L error 5‘-’; . e
—— 3 1o ‘
> dded con- confu- |2, memory
12 1z 2 1 12 1 ion of
3 3 E:ey 3 olfls 3 :lgrc‘eo ?:us—
-+14 _L‘i col- _'_‘1. tens l_"_f__,value - tration
'1‘7 47 can %7 a1a "} ‘ﬂcarri d | | 1 1
-+ 5 + 85 not 1¥5 not 195wronge +85 38;32
rename carry number
—?L- 1Z 12 |22 31 3979
5 22 | 2Z& = -
27 | +36 +36
t?_.b_ mixed 59
functions spatial
178 17g .| 178
18 | +64 +ibd | H16Y
+ M’q no 232— renﬁiﬁ' a'ddze-g {esft
= |'renaming once to right
4. 74 4.1 HY
2 . ' 3 I' 23 |013
3.86 386
decimal
error in con?tcxslrgn
copy--
"perceptual?|

F g4




Exhibit B.5 continued
SUBTRACTION PROCESS ANALYSIS

g | 8

R o | -0
- <> o
—— zero con- gspatial con-
fusion fusion.
A ¢ |-3 )
-3 -3 ) —
‘? error in copy factual or
added -
~--perceptuald memory erro
inverse
18 18 et 13 ‘lg tens
, . | §- from ot & 4 _...‘.'-' recog-
' s 15e 1arge | tens | ¥ nized
- ‘1 22 31?ce v %ue not recog- and .
I added P atb€- | nized. subtracted,
[}
13 inverse unnec- K \
,3 __‘ 3 - -~-gmall {3 essary -5
. e o from ___5_ borrow{ "~
- 5 18 12 large 8 ing. memozz
- added error
mixed 24 | renaming renaming
2{/ : func-| /¢ XH without X"’ increas-
) _":_/_—— tiong] o= ’, [ diminish-‘"-"' ing tens

_/6 /O added lz 7§ ing tens| l{%

subtracgn%gn no renaming

4o | G 0.,...
. - 2 : | canno
<26 1 200 37 s

confusion

6204 | (204 | Gaoy | G204
- 530 |-~4%30 | -530 | —530
— |74 | 734 | L3234

e

zero con- inverse.
did not re- fusion. small
name twice. from
large
185 .. .
N




Exhibit B.5 continued

MULTIPLICATION PROCESS ANALYSIS

2 2 2 | 2
X \ i LI
25 I memory pr
added subtracted ({factud error
3 4 S ) -3
3 X 0 2 X 2
X0 3 | X2 | M | ==z
— zero confu~ 77 spatial
sion added error
1
-2 24 o
24 |51 | x|
——r— I
_X._.E. 2 é multiplied mixed
added only ones functions
g &7 -
g7 | %7 | 3] |27 |Fmn
X 3 ___)(__’_:5__ —-—""9?3 y” 6‘5" tens &
e 24 2'7 spatial nozaddlztion 7 :un; 1
no renaming | error in renaming recs.
doubl
607 | 67 S rd
x 3 X Tg—bz-plica—- ’3
~—— | /507 135t | @972
ber. error
28 43
s x20
20 g6 rlace | 243
I wmeme= value |function
86 error
X/ 2 repetition __x_/_z-_. _X_LZ--— rror i
——  [of ones’ &4 o4 addition
multiplier by 32
204 3 Y
4 1
7‘/ )( Z7 cp)cf:rservat on
number
e i
g5 8




Exhibit B.6

Tutor Permission Form

be excused to be a student tutor

May
in the grade for
at on
)
Thank you

Mrs. Harrison

/

Teacher's Sig&ature

187
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Exhibit B.7

Form for Teacher Evaluation of Tutor

November 7, 1972

Dear

Your tutor(s) have been working for a few weeks now with
four students. Will you please make a few comments about
each one. Reference could be made to a) their acceptance
of responsibility, b) co-operativeness, c) creativity
and d) if you would like to continue with their tutoring.
Also, any helpful comments wotld be appreciated.

Thank you,

Susan Harrison




Exhibit B.8

Form for Year-end Evaluation by Teacher

If you have a tutor now, please answer the questionnaire.
If you do not have a tutor now, please answer Question 11.

1. Who were the tutors assigne%/to you?

2, Did they come regularly?
3. How much did they help your class?
very helpful some help no help

4. How did they tutor in your class?
individuals small groups : whole class

5. Did they help you to better understand the children and/
or the children to better understand you?

6. Do most students seem to welcome o - resent the use of
tutors?

7. In selecting tutors, what characteristics should be
looked for? '

/8.  Can you give an example how your tutor(s) helped
one student?

9, Please give an example of how the tutor helped a small
group or a whole class.

10. Do you have any criticisms or suggestions for the
tutor program for next year?

11. Will you be interested in having a tutor next year?
yes no when for what

any special person or kind of person

will you consider this again next year?

Your name

For those of you that have worked with these tutors, 5th, 6th
or high school, thank you. Thank you! You've set an example,
reached out and helped each of them to feel worthwhile.

¥
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Exhibit B.9

Form for Year-end Evaluation by Tutor

Name Assignment Your Grade

1. What is the most important thing you did as a tutor?

2, How much do tutors help a class? very helpful
some help no help
Comments:

3. How much tutoring time did you spend with: individuals
small groups whole class -

Sae

4, Did you help the students and teacher understand each other
and get along better together? How?

5. Do most students seem to welcome or resent the use of tutors?

6. Do you feel you worked better with students who were:
younger your own age older

7. In selecting tutors, what characteristics (kind of person)
should be looked for? -~

8. Who should evaluate the tutors work?
9, How should the tutors'work be evaluated?

10. Should tutors meet now and then? If so, how often?

11. How much did the beginning classes help you?

12. Has your work as a tutor been helpful to you?
very helpful some help no help

13. Will you be a better student a much better student

or no better student
Explain:

14, Give an example héw you helped one student. (If possible a.
y case study.)
15. Give an example how you helped a small group or a whole class.
16. Do you have any criticisms or suggestions for next year?

If so, please take time to express them all.

17. will you be interested in tutoring next year?
Where What Who




Appendix C

Program Analysis Questionnaire




Section 1

PROGRAM ANALYSIS QUESTIONNAIRE

RMRRC YEAR-END CONSULTATION WORKSHOP, JUNE, 1974
\
Directions: Questions in the following section are for the purpose of revising
and analyvzing the training progran workshop presented bv the RMRRC in Aupust of
1973. Please answer all {tems according to vour personal feelinqs as accurately
as possible. Where approximate frequencies or times are requested, Rive vour best
estimate from memorv. This is NOT a personal evaluatidn of the Strat/Generalist,
the Intermediate Strat., the school or the district.

$/G: f£ill out on self
1/S: £ill out one on each of vour S/AGs separatelv
DA: answer onlv Question 2

ERI

Aruitoxt provided by Eic:

1. Please complete the first column in the following matrix bv placing an (X) in
the appropriate block. You are to estimate vour skill level (knowledge, com~
prehension, application, analvsis, svnthesis, evaluatiion) for each of the five
content areas (identification, diagnosis, prescriptiof, programming, evaluation).
There should be one (X) in each column when vou are finished. an X at any level
assumes skall at lower levels. An X at analvsis, for example, would .
assume skill at knowledee, comprehension and applicatipn levels. If there is
an area you do not have knowledge of, mark it KA, -

- Service Sequence > 3 —
Your |Skill | Your | Skill |Your |skilll iYour |ski11 |Your ,skill
Skill i1Level Skillt Level |Skill ‘Level)|Skill Level }Skill Level
Level 'Needed Level: Needed|Level |Needed|Level,Needed |Level, Needed
Identification Diagnosis Prescription Pr6gram1ng Evaluation
‘ Knowledge ' ) ! ' '
| ' B ! | |
/ \ © ] ] ]
| ' - L ] '
Comprehension ! . 1 ' !
(understanding l . . J '
of content) 1 . / | i
7 i i : | 1
y Application | ) ‘ Vo \
~ (make use of . , ! \ £ |
g content) ; ! ! Pt !
® N ! \ |
2l Analvsis T i i | I
- (interpret ! \ . . |
v {nformation) ' . I \ !
- z ' ] ! ! '
- Svnthesis . i lr \ | ~ v
o (Cestalt ) 1 , A !
- information) , ' , 1 ,
' . Ly
[ — 4 A
3 Evaluation ' X - .
P (make judgment ! ' | ) !
GL about infor- ' 1 l | .
\ mation) ! \ ! \u !
193 |
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2. Please return to the preceding matrix, and place a number rating in the .
second section of EACH block according to how important vou felt the skill
content and process represented in that block to be to vour functioning
a8 8 Generalist in the school this year.
Rating Scale: 0 ~ Not important o _\,\
1 - Slightly important
2 - Moderately important .
3 - Very important
4 - Issentisl

3 Using the following Interpersonal Skills matrix, place a number in the
1st column of each block representing vour skill level in these-areas.

0 - No proficiency
1 = Slightly proficient
2 - Moderately proficient e

3 - Proficient
4 - Very proficient
p

Interpersonal Skills /

P

Your 1Skill | Your 1Skill |.,Your jSkill | Your 1Skill
Skill ! Useful-| Skill j Useful-t’ Skill ; Useful- Skill ) Useful-
‘ Level | ness Level | ness // Level | ness Level  Dess
|
7 Reflective Congruen/t Problem Acceptancs
/ Listening Sen%/mz Solving in School
!
! Teachers ' }/ i \
¢ 1 /1 | |
! b ' | et
4 -
Aduinistrators 71 ! 1
| / | 1 .
V' ' 1 .
| | | i -—
i - o .
Studsnts B T !
| } | |
i i /
i i ‘ '
Parents \ v | '
] : | |
| , ! [
Others ] i V ]
| ' i I
1 ! 1 1
i
4. Using the same Interpersonal Skills matrix place a number in thé 2nd column

of each block representing the usefulness of these skills,

' 0 - Not useful
\ / 1 « Slightlv useful - -
\i 2 - Moderstely useful 4
3 - Very useful ¢
4 - Essential
194
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L4

\ Movement through the coi\tent' areas from Identification tt}rough Evaluation might

\ be conceived as following a service sequence.

! . S. Evaluate usefulness of the service sequence of identification, Diagnosis, ‘ ;
Prescription, Programming, Evaluption as defined by the RMRRC training
program. ' )

-3 Very much a problem
: ‘ -2 Moderatelv a problem )
—— 7 -1 Somewhat of a problem ~
) 41 Somewhat useful
e ) +2 Moderately useful J/ '
’ C 4+3 Very useful

! 6. Approximate the X of referrais with which you used this service sequence.

’ 7. If you used this service sequence (1,0,P,P,E), give at laast thu}u}gplu

: on the accompanving pages of children with whom vou used it. Give .the ™ .
. " {dentified problem, method of diagnosis, prescription, program outline or
referral, ard method of evaluatioh briefly for each example.

-~ 8. If you did not find‘thi's sequence (I,D,P,P,E) useful, give example(s) om
the accompanving pages of other service structures or sequences you did .
use.

. \

\ ; 9. Please rank from 1 to 5 the items of the service sequence (1,0,P,P,E)..

Rank as 1 the item you used the most; 5 the item you used tha least. *

Place numbers in the lst column of blanks. ’ s
Queltio\l 9 Quastion 10

a. Identification 1' ;_

¢ i \
b. Diagnosis !

c¢. Prescription

. d. i‘rograming s

' a, Evaluation

.

10, Regardless of how often jyou used the item, now rank the scale items from :
1 to 5 putting a 1 next ¢ the service item that vou personallv find the
easiest to perform, and a S next to the service vou personally find the .
hardest, most difficult to\ perform. Place answers for this question in
the second column of blanks. . ot ' *

11. 0f the handicapped children vou servédd, what % fell into the following

c ategories: MR BD/ED LD Hearing Impaired
, Blind Physically Handicapped ,
P 195
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‘ot

k3

12'

13..

14,

15.

16.

o

Within the létucturq nf the training program, were you able to meet your
own %nﬂtvidul training needs. Cirgle the appropriste response. )
0 - not at all

1 - somewhat, but not to my satist%action

2 - moderately satisfactory

3 - very much; much to my satisfaction

4 ~ always, completely to my satisfaction

o
Were you allowed sufficient time to complete training modules and achieve
an appropriate level of proficiency. Circle the appropriate response.

0 - not at all ‘

1 - gomewhat, but not to my satisfaction i -
2 - moderately satisfactory

3 = very much, much to my satisfaction

4 - always, completelv to my satisfaction
/

Did you feel the overall time scheduling was an effidient use of your /
time, rather than being wasted in non-aoplicablc or non-uuful activitiu"
Circle the appropriate response.

0 - not at all S
1 - somevhat, but not to my satisfaction : 4
2 - moderately satisfactory
3 - vary much, much to mv satisfaction
& <« always, completely to my satisfaction
would you have preferred an alternative to the training program presented
in August, 19737 1£f 80, describe the alternative on the back of this paso.

Yqo No,

what émissions did you see in the August, 1973 training program? That is,
what information, materials, skills, etc.would you have liked to receive
which you did not receive? List and describs on the back of this page.

R}

DR S ————
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Section 2

PROGRAM ANALYSIS QUESTIONNAIIE

Directions: Questions in this section of the prognn analysis are for the purposs

of defining the roles of the Intermediate Stratisticisn, RMRRC and other personnal

as resources. Please answer all items according to vour best astimate of how time

‘was spent in vour garticular situation. This is NOT a parsonal avaluation, but an

attempt: to genaralize a definition of roles across individual school situations md
personnel.

Géneralists and Intermediates: fill out .11 quiitlm referring to the utilisation
of ‘resources in your school or district.

3

Districe Adnntstrators: answer only qmtlm #29 - # 36,

17. . How often did the Intermediate Stntnticlm (1/3) listen to, ask for,
" or respond to needs that the Generalist (S/G) had?

0 - not at.all

1 = occasionally X

2 - regularly

3 - frequently .
4 - always . ) N

'

Rank for each ftem:

Mstento = |
ask for,
reaspond to

18, : How often did the S/G make dltect service or support requests of the 1/5?
Circle appropriate response, =
0 ~ not st all.
1 = occasionally
2 - regularly
3 - frequently
4 - alvays

19. How often did the I/S make a direct reaponse of service? Circle appropriate
responsa.

- 77 0« not at all

-

occasionslly -

regularly
= frequently

8w N -
[]

alwvays

197




.

22 . N

23.

Now applicsble, useful were the service or suggestions provided by the 1/8?
Circle appropriate response.

H

0 ~ not at all

1 = only slightly
2 - noderately

3 - frequently .
&~ aiuyl

Kow supportive vas the I/$ to the functioning of the S/G in the school-based
role? Cirele appropriate response. Y

0 = not at all
1 - only slighely
1 - wodarately &
3 - frequently N
4 - alvays . ’

Bow? List and describe quﬂplu.

3

How often did I/8 volunteer service or suggestions that had not been dirsctly
requasted by anyona? Circle appropriate response. .

0 -"not at all
1 - only slightly .
2 - moderately )
3 - frequantly
4 - always .
On these occasions was the service/suggestions: 2 useful
% not useful

How often did the I/S ask for direct feedback from §/C regarding the 1/S's
functioning as a rescurce? Circle appropriate response.

0 - not at all
1 « cccasionally
2 - regularly
3 - frequently /
4 - always

198
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6.

25.

26.

27.

ERIC

Aruitoxt provided by Eic:

>
B

RN

How available was the I/S vhen the S/G needed assistance? Circle appropriate
response.

0 = not available
1 = occasionally available
. 2 ~ vegularly available
3 - frequently aveilable .

4 = alvays available .

How often did the I/S assist in admifistration/management duties not»dircctly
connected with service to handicapped children, but improving operation of
§/G in general? ‘ .

0 - not at all '
1 = occasionally
2 - regularly
3 - frequently
4 - alwavs
lntg each of the following:
’ a, efficient use of time
b. objective writing
c. decision makin
d. record keeping

How often did the I/S refer to the service sequence model, as pressnted
and defined in the August 1973 training program (Identificetion, Diagnosis,
Prescription, Programming, Evaluation)? Circle appropriate response.

0 - not at all |
1 - occavionally
/ 2 - regularly
3 - frequently
4 - alvays

How often did I/5 assist the S/G to adapt the trainina program service
sequence to the school's sérvice pattern. C}tclc appropriate response.

0 - not at all '
1 - occasionally
i\- regularly
“ 3 - frequently
4 - always -
Cive an example. ’

199
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ERIC

Aruitoxt provided by Eic:

.

29.

A
The following 1ist of activities represents only s few of the services which
could have been requested or provided to the $/G bv the 1/8 in esch of the
activities. Add any activities wvhich were cn:oged in, dut not 1isted, and
tate £ of time for those.

s. Consultation regarding s specific tescher vith s/¢

». Consultstion regerding a specific ehild with S/¢ A
: with Tescher
c. lbdclinl nev techniques to $/G ‘
L R to tescher
4 . Nutual problu-ulvins vith /8 .
with teacher
ld.ti\ sdninistrator (principal)
with s group
... Hutual decision-making with S/G s
with teacher
v with sdministrator N .
. ﬁth gn;up
f. .Demonstrste how to maximize crestive use of 1inited .
materisls with S/C -
with teacher (
8. Assist in test battery development for specific problems /‘
h. Assist in special project devalopment /
1. Other activities . —_—

A

\
What other personnel, sgencies, institutions, etc. were utilized ss rescurces?
B

s, List cxmpfu H

b, What type of service did :he:r provide? .List examples:

200
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i,

32.

an.

\

¢. Approximate number of times per wmonth other resources thsn I/S were
utilized. .

\

d. Who initiated contact with these other resources?

Because of location and availabilitv of services, there should be different
patterns of utilization of resources in different schools and districts.

. Please fill out the following chart in terms of the pattern of utilization

of resources in vour school(s) this vear, showing i{f and how the pattern
chsnged fronm the beginning tu ond of the vear.

To f£i11 out the chart, estimate in esch block the relative uss made bv vour
school (district) of the RMRRC I/S as a resource contact compared to other
available contacts in the school, district,. region, atc. Estimate tbe
average number of hours per week utilization of esch service

Mid-School Year End of Sc
I/§ ¢ Othar . s |
i\

Resources

Resources

i
i
|
J
L

Will you continue to operate a S/C program in your school next vear?
Yes No '

1f yes, what problems, if any, do you see operating the s/G ro].c mt vear
without the RMRRC I/S?

Please list.

~

Where do you see sources of assistance and support resources for the S/G
in the school next vear? Check if available: ’

a. School staff-teachers

b. School staff-princinral \

c. District persdanel ) - .
+ -
d. Other communitv agencies What?
e. Universities |
f. State Dept. personnel N
g. State Dept. programs
h., Other special education personnel_ . Yhac? |
201 /
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33. (coat.) .. A ' . ' p B |

-

/. Which uuy\tce; did you (or the S/C) utilize t.hu year? Mark with an (0)
1f utilized {n your school(s).

e. School staff-teachers

b. School ltntf-prtucipnl -
e. ‘District pefsonnel ) Co.
d. Other community agencies : What? .

.. Untnrutul’
£. State Dept. personnel

g« State Dept. programs . O |
h. Other special education personnel What?

Will you (or the S/G) be able to function in the role of stratisticisn next
" year without the RMRRC-based 1/8? Circle one:

with the above resources - yas no N

‘without the sbove resource ves no ‘

What have been the most important contributions to your (or your 8/G's)
ﬂ}meuontnn by the RMRRC this vear. Check:

Training program ' h 5 _

s sasistance ‘ ~ : b v

. Inservice meetings with other Glnenunl —
I:‘!'urvtco vorluhopl . - . /
Other. T

Has the 5/C service allowed you to raturn handicapped children to .uln'
education from a self-contained _chutoo-?

ey

it

Yes No

If so, approximately how many?

Do you view yourself (your S/G) as an: addition to other |p¢c£|1 education
sarvices or as a replacement to praviously existing services.

Addition
Replacement

1f replacement, what tole or service deliverv person would the S/G replace?

Resource Room Teacher S ) }
Self-contained Teacher
Other (specify) \

‘ . N
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- Section 3 °

PROGRAM ANALYSIS QUESTIONNAIRE

Directions:s Questions in this section deal with the definitions and analysis
of the school-based roles of the Ceneralist and the District Administracors.
Please answer all questions according to.your own personal judgemant of how
the role operated in your particular situation. Again, this is NOT a per~
sonal evaluation, but an attempt to clarify and generalixe functions across
individual school situacions and personnel. ‘ .o

7
Generalists, Intermediate Stratisticians, and District Administrators f£ill
_out all quescions. ‘

Use the nuabers from the following rating scales to ansver questions 38 and 39.

0 - not at all .
= only slighely !
- moderately v
~ very much *
= always

& W N

38, Rate the amount of time spent per month (on the average) by the sl/ in

- ERIC

Aruitoxt provided by Eic:

your school in the following activities: (list continues on 2nd [/kgo)

a. contracting with teachers (i.e., making mutual sgreements as to
who will do what in serving a handicspped child) i
e

bs demonstrating new methods, techniques of identification,
diagnosis, prescription, prograsming, evaluation
® :
c. demonstrating creative use of limited materials

d. discussing, referring to new techniques of identification,
diagnosis, prescription, programuing, evaluation

e. assisting in test battery development
. f. providing information on areas of exceptionality
' conn‘altation with teacher regarding a \speciﬁc child

h: mitual problem solving with teacher !
with aduinistcacor ’

! with group -

with child

l_

v ’

i. mutual decision-making with teacher
with administrator

" with group

with child

~
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ERIC

i

.y

J+ wodeling or teaching process of tdentification, diagnosis, S
prescription, programming, and evaluation
T~ k. eclassroom observation - ——
1.. re ir,n}\af students for :uttng‘, diagnosis, evaluation —_—
me referral o‘tﬂ‘uudcnu for sarvices —
. M coordination of pro.tqetug smong a numbdr of other resources —
o« madiating.personal conflicts betwean staff members . ———
P+ wediating personal conflicts betwsen teacher/child —
39. a. What do ‘you see as nﬂéuuq to maximise efficient use oi‘ resources
in your school or district? .
\
b; _Who do you see as resppnsidle for coordinating these '\rueurt‘:u?
1
ko.h .1n mediating conflicts, the $/C may engage in the following activities.
Rate the importance of skill in daaling with the following activities
for the 8/c.
a. listening to complaints X :
b. luuning to tninguf{ gossip .
¢. listening to specific problems
d. giving feedback on behavior to a :uchﬁ
¢, giving feedback on behavior to a .cht 14
f. mutual problem solving techniques ——
"8+ feceiving feedback on own behavior ) * .
"o [ 2 3 “
not’ slightly moderately very .
important important important important " " assential
’ 204
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42.

\

a. nunber of handtcappcd children served direct'y by $/C

b. number of handizapped children served indirectly by $/C
Location of chudun served mdtuctty. Give percent for:

Self-contained class.
" Rescurce Bm other than that of §/G j
_Regular classroom )

¢# number of teachers served directly by 8/G

d. number ¢f teachers jerved indtuctly by 8/G

Rate how often each of

4l. Please estimate as accurately as possidble from wemory the following
H.mrus

the 8/G Euncttontng in

8.
. be
Ce
d.

he tonowing center acttvi:tu mtcrfcrud with

maeting vith 1/8

he school:

meeting with the total group at’ l!ﬁlb

data collection proc

res ;n.' problems “\

Tequests for presentations

/ requests for workshops

|

!

° ” 1 \ ' 2 ) 3 ‘
not at all \ slightly \ moderataly . frequently
5 N\ - \ 4
\ % i . \ i
. . 43. Rate to whom did you feel the SiG to be accountable? !
| )
a. MGRC L [
b. 1/8 Vo : !
Ce Prii\ctpnl 1 ;I
. d. District \ |
. — !
.. ‘Othu‘ “ Whot
0 . 1 \ 2 3
not at all slightly nodliintcly fraquently
;05
« l ‘
& \

O

.ERIC

"L/'

et 1

slvays .

or




-
44, In incroducing and supcrvtung the 5/G program in the school (or districe),
what methods were utilised by the District Adainistrators (Principals
tucludofl)? Rate the following possibilitiea uunq the 0 - & acals.

a. discussion of the $/G role by principal or .hlnututon
in faculty Iu:.tnp

in-district meqtings

prasentation of accomplishments of the sl&:
in £ ulr.y\ mastinga”

N - ) ' in Am}u,. meetings
N , N

discuasion of changes wrouglt by the §/C:
\
\ . )
\ |
| in diacrice 7butn;|

L

. in faculty meestings

/ Ed
suggeations for cooperation with thé $/C program:

% in feculty
in diatrict

punctplting in staffing or group decision sbout prolt—in. for
a particular handicappad child

provtdt‘ng information to the $/C on dumc:; school resources
providing infdrmation to the $/C ‘on district, school constraints
obtaining tools, funds, servicas tht;ugh district contacta
siving feedback to 8/G ' ‘\\
to 1/8
to RMRRC \\
1 ‘ I‘t 3 . *
not at ,ll occassionally regularly ffoquontly very frequantly

Noter 1/s & 3/G do not nudY answer questions from here on.
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(.s. How many S/G  were opereting in your school(s) this year? ’ N

’ ¢ ‘ in your district?
. .

'

v

46, What other resources for education ot’ handicapped chtldun other than SIG

ware aveilable?  Please list,

*

Vs
47, WtwTe is your school(s) geographically located? Cbeck: rural
\ "L ‘ urban
\ o
\ suburban’ £

43, How was the S/C in your school (district) selected for his/her job?

How was the $/G {n your school (district) selected fot inclusion in
the RMRRC iraining progrea? I ]

,; '
T v ) 1

-“_:,’ - ..
49, What would you see to be the ideal selection criteria for a §/G?

\" * . /
S \,

i
o . '

, |
30 what constraints opn\u'u in achieving that {deal?

"y
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1

¢ The Rock} Mountain Regional.Resource Center (Projnct
Assistance Grant No. 542930, BEH) in codberation with the
University of. Utah, Department of Special Education is

" adopting a\”grsonnel model designed to maximize the effec-

tiveness of Fnhancing classfoom,teacher skills and provide
remedial se;%ices %o handicapped children. The training
program pravided by RMRRC is designed to prepare thr generalist

as the agent to best dewelop and expand these functions.

The following questionnaire is designed to better our

familiarity with your \interests and experience in special

""“éducation. This information shall be mnst beneficial in

allowing usfto individualize our instructional designs in )
the generalist training program so that this program shall - L 2

_be profitable as well #s convenient for participants.

-

Please answer briefly but informatigg;y/tHE"ihcludéa_/

questions, and consider your given tésponses to be confidential.

’
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Personal Packgrovnd

Nan§ Age_ Sex P M
District : ' School ’
University graduated Yeay

Major Minor

DcsroofCirtif}éatlon . —

Other education (inelude inservice)

Past teaching efgerionopn ‘

Past related experience:

Y

Contributions to Special Bducation: (publications, projects,

Gtco)

Professional Organigations;

Area of Speclal Education interest:
\ -
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Pre-assessment questions:

Learning Module 1l: Identification

The list below contains fourteen characteristics of execeptional

children. To some extent each area of except%onality overlaps
other groups. Place the number of each characteristic under

the area of exceptionalily with which it is most commonly associated,

.opd s
1. learning rate 1/2 to 3€4”raéé“§f average student | o : .
2. a large discrepancy betieen expected performance and actualx\
performaﬁce

3. wide range of academic ability in inverse relationship to

the range of sensory loss

4. awkward hand-eye coordination

5. ‘'monotonic speech quality
6. ‘overly aggressive or overly withdrawm
7. process discrepancy -

8. 1intellectual impairment

9: psychc-maladjustment
10. no deviation in developmental growth patterns i
11. strong forcible expressions - :
12. 1nappropri§te reactions to life situations

13. perceptual dysfunctions

14. inattentive to visual objects and tasks

Auditorily | Partially | Learning
Handicapped| Sighted .| Disabled Mentally | Disturbed

Retarded

Educable l Emotionally




Pre-assessment gquestion: \

Leaming Module 2: Leaming Theories . \
How and why learning takes place is formulated in a multitude of
learning theories. There are three major classes of learning

theories: | (type) theory

deals with organismic v;;iables‘in life space,

(Name) believes that leétning takes place in developmental stages;

ana the most well known theory, the (type) is

based on a single stimulus paired with a single response.
: \

/

'

Pre-agsessment question:

s

Learning Module 3: Task Analysis

A fifth grader can give change for a five dollar bill. He d;cfdes
which syllable is accented in a three syllable word.

Describe three sub-tagks that are necessarf to be competent in
each skill.

: o
T G
A

7,
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Pre-assessment questione

Learning Module 4: Process Analysis

A Y

What perceptual channels or processes are needed

W

|

for each of the following\activities.

a)
b)

ﬁriting your name

fi ding similaridies of sounds

¢) desgcribing an accident .
d) " discriminating (b) from (d) \
e) repeating a word in French ﬁ‘z{ \

! Y
|
Pre-agsessment gquestion:

Leérning Module 5: bIdentification of Interacfional Pattems

for a person in a "helping role'" to be effective?

2. Hhat ate at least 4 conversational symptoms of dysfunctional
disagreements?

‘'

o 215 o

1. What are the 3 essential personal attributes (not sk%lls) to have

7




3. Define a double message. Give an example of a double message.

4. What 3 conditions must be present for the persons associated
_with a double~bind to lead to deviant behavior.

5+ Give 5 ways of communicating other than by verbal context.

/

6. Name at least 2 things a child must have to develop ~
self-esteem. '
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7. What is the main personal factors leading to dysfunctional
interaction. .

-

1

’
/
/

8. It is impossible for a férson to avoid defining, or taking
control of the definitibn of his relationship with another.

————————

/
true false @ -
9. Control in a relétiqﬁship operates two Qays.‘ Name the two °
ways.
1/“ ‘ /,

10. Which o;?gﬂe two ways is the most stable? ;

W

/

/
Which/ﬁay allows most self-esteem?

’

]

| f

11, All conflicts in a relatiohship can be characterized as a

(Fill in the blanks. More than one word.)

12. All dysfunctional behavioral or psychiatric symptoms are in
* some degree o (Fill in the blank. One word.)

13. Communication or interaction theory is in confliét with
behavior modification theory and techniques.

true false
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15. Which of the following body positions signify relaxation as
opposed to tenseness, excitement, involvement?

D &s
b.
Ce
d.

16. What is the best single tool the individual has at his
disposal in any therapeutic interpexsonal interaction?

14. What are the 4 stages of group process which must be allowed
if a group is to function effectively?

leaning forxwaid
shifting position
symuetry
asymmetry

Y
«
-

-




| . !
|

Pre-asaeksment question;
Learning Module 6: Synthesis of Identification Factors

I P:hnk is a third grader.‘ The_teacﬁer_reports that he 1is like a
first grader., After a task analysis it appeared that he didn't
understand concepts such as big, bigger, biggest or that
(f) and (1) could be blended to make one sound. Also, no
one could make him "get to work." What type of diagnostic
instrument would you select to find more information?- Why?

E
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Pre~assessment question:

Learning Module 7: Demographic Variables . -

The following categorization provides areas for consideration in
defining a child'a background and demcgraphic variablea. In
each case two examples are given for the main category.~ List
two more appropriate suggestions as defining variables for

each category. | .

" I. Physical . ' . II. Educational
A. Birth history A. Grades skipped
B. Development ’ or xepeated.l «
(1) walking B. Change of school K'
(2) talking .. c. - .
c& . ]
) D. : D. J

II. Social-Environmental

A. Child's maturity
(1) sense of responsibility . ,
(2) play habits and interests . ‘ ‘ x
' (3) - relationships with other children
B. Foreign language ' , ; T

s
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Pre-agsessment question:
Learning Module 84 Part A: Qakure of Intelligence

“hoye

(1) Theck below the names of /those 1ndividu§la who are familiar

to you as being closely 4 aaociated with the study of human
\

intelligence. !
Guilford - . Kephart . Wechsler
Thuretone . Hebb . CatCell
Valaski : --Wﬁ-zypanala i Chronkovich
Binet Bender Silon

-2,

(2) Select from the list below statements you think would be
found within a course outline for a class studying\ihe

Nature of Human Intelligence. \\
\

Figure—ground percsrtion

Spache Diagnostié Scales

Ability, personality and achievement
Eye~hand coordination ,

The influence of heredity \

The Dubnoff School Program

Problem solving and concept attainment
Qualitative interpretation of vocabulary responnen
Conaidera:ion of the "G" factor ot .
Study of ppatial\relationo .

.Fluid and ctyataﬂlized abilities

NENRERRERY

~Le;rning‘ljodule 8; Part B; Measurement

Match statements from Column A to the most descriptive statements
in Column B. (more than one match possible) (see next page)

221
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Column A

2.
3.
4
5.
6.

7.
Colum B
2.
3.
be

5.

6.
" 7.

8.
9,
. 10,

11.

, o
California Test of Mental Maturity (CTMM)

Slosson Inteliigence Test (SIT) .
Illinois Test of Psycholinguistic Abilities (ITPA)
Stanford Diagnostic Arithmetic Test (SDAT) -
Detroit Test of Learning Abilities (DTLA)

Gates McKillop Reading (GMR)

Metropolitan Achievement Test (MAT)

Contains items measuring a subject's ability to see
visual absurdities.

Has a subtest requiring sub ject to mat:ch pictured ob Jects
on the basis of function or common association.

Asks for similarities and difterences between two
objects.

Has items utilizing words as content fo:‘measuring audi-
tory attention span. o

Has items purporting to measure visual sequentill
memory.

Provides a measure of -oral reading ability.

P

Has ‘a subtest measuring ability to recall the concents
of a story.

Has items that, even though speciﬁg.o«mmbers change,
maintain similar relations 'between numbers.

E 3
Level I of this instrument does not require an extensive
reading response from the sub ject.

Tests child's knowledgg of laterality with pictures of
people._

4

General measure of level in academic subject areas.”

222 ‘< ’Lf
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Pre~assessment question:

"Learning Module 9: Formal Test Batteries

Match the items in Column A with the best fitting statewents

in €olumn B. (more than one match is possible)

-

Column A

1. CTMM » '

2., SIT

3, ITPA

4, DTLA L ’ _' g . .

5. MAT ‘
Column B .

1. Yields information in terms of .meptal age. _~ .

2. Useful for children above age 10.

3. Provides differential messures of process functioning. _

4, Provides a roés estimate of 1ntelligenc)' -

S5. Réquire testee to read the 1tema: -\v//

6. Providep grade lavel scores. fff%\ﬂ
Pre—-assessme uestion: (S .

Learning Module 10:

Informal Test Batteries

A. An informal reading and/or math inventory yields diagnostic
informationi (check correct reaponsé5 '
1. wuseful. for comparing one child to several children
2. 1nd1cat1n3 a child's level on a general sequence
of skills .
3. not usually descriptive of "proficiency rates'
of response. .
4. which must neit be compared to tables of norms‘o

Bo
~

-

L3

/
standard scores.

Match the items in Column A with the best fitting statqments
in Column B. (more than one match possible for Column A/B itema)

(see next page)

L] . 4
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Column A

1. Slingerland Screening Test for Specific Language |
Disability |
Z, Lincoln Otsereskey Test of Motor Development }
. Pupil-teacher interaction observation scales '
4. Bryant Test of Decoding Skills ®
5.. Informal Diagnostic Reading Inventory o
6. Student open-ended sentence completion
I Children's Manifest Anxiety Scale _
‘Column B o
T a. Number of times 4 child refuses to completc his work.

: b. Past health 1nfotmation relevant to child's educational history.
c. Apparent indications of the child's emotional discomfort ‘ .
d. The child's knowledge of the alphabet 7 L :
e. Assesses the child's ability to stand on one foot. - K
f. Predictive of expected difficulties in reading
8. Examine learning processes necessary in beginning reading
h. Yields an IQ measure of the child

* 1. Used in testing a large group of children

¢ Dre-assesgment question:
Learning Module 11, Part A: Interpretation of Formal Test Batteries

Hatch the statements in Column A with the appsupriate question in
Column B. .

Column A i ’
' 1. Test validit&
2. Tegt ;eliability-\ "

3. Stanine
o Column B

l. Produces approximately the same score on repeated measure-
ment of the aptitude/achievement.

2. The test measures the aptitude/achievement it purports to
‘ measure.

3. Divides test scores into statistical groups.

224 .
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Leaming Module' 11, Part B:

1.

2.

3.

4.

Mean is one description of a gfoup of scores. It is de
as: (mark all correct responses)

a. the average of a sum of scores
be the middle score in a distribution of scores

c. the most frequent score in a group of scores

Standard deviation is one way scores vary around the average
score. Standard deviation is used to describe: (mark all
correct responses) ¢ ’

a. the nomming procedures for criterion referenced tests

b. the scores on a test that will include approximately 2/3
of the group

c. how much a score can vary from the average scores and\
still be nomel :

Standard scores: (mark all correct responses) '

a. ~ are derived from raw scores

b. have an average score of 5

c. allow comparison of scores from many different tests !
A norm referenced test is ;sed when: (check one)

a. we want to compare a subjectss present performance to
his past performance on criterion referenced tasks

b. we want an index of how a subject's performance on a
task compared to others' performances on the same task

¢ we are concerned with the test administration resulting

. in scaled scores
{ \

\

|
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- - S. Rawscores can be used in computations to produce§ (mark all |

~ : correct responses /" ,
a. 8 ' |

b.

|

standard deviations
arithmetic means ' : ' .’/
' i
r

d. modes
e. medlans : /
. f
|

Of the followingttypes of diagnostic test information, circle the
types which informal reading and math inventories would typically /
. \ !

yield:
1. "grade level equivalent )
2. mnmental-age scoré. ‘ {
3. scaled score measure _ : /
gubtasks of word recognition /
general achievement level L-Ly
proficiency of response
7. level on a particular task

8, 1implication for learning process
9. general score of ability in arithmetic

|
|
f. stanines-
' - |
Pre-assessment question: ’ y /
3 i N
- Learning mcdule 12: Interpretation of Informal Test Batteries /
|
|

60
e
60

™~

10. specific weaknesses in genefhi subject area

Learning nodule 13 : Interpretation of Pupil Observations

/
.’
Pre-assessment gquestion: \ / ‘
N 1

The following observation was made of Phillip, a 9 year old ' :
|

|

|

K,

boy in the 4th Grade, over a five day period.
/
/ 1
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Teacher Response: Mo. Times{] Phillip's Response No. Tiies

1. "Stop doing that!" 3 1. (continues talking) 3

2. "Go to the office." 4 2. goes to office

3. "If you finish the page, 3. finishes the page 3
you may recess early." .. &4

4. "Why are you acting this 4. continues acting that
way? Are you tired? 5 way 4

5, "Phillip, we don't do that 4 5. continues doing that 3
in this class.

It i8 predictable from the given information that, for a possibly
effective control approach by the teacher: (mark all correct responses)

1. The teacher may control Phillip more consisiently by punish- J
ing him for his misbehavior. ’ - ’

\

2, tter control results should be attained by attempting to
probe Phillip and investigate what may be disturbing him.

3. Classroom rules and standards should be established so
that Phillip clearly understands limits and guidelines.

4. Phillip will probably respond to positive consequence and
social reinforcement techniques. e

S. Phillip simply needs to be authoritétively managed and
told "no" for his misbehaviors.

Pre—assessment question:

% - Learning module 14 ¢ Formulation of a Diagncstic Statement

[

The following description provides diagnostic 1n£orgation from

a standard diagnostic reading test. Results of(thg/various
subtests are reported in grade-level quivaient terms. Read

the test data carefully and choose the most appropriate diagnostic

statement among the given alternatives.
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John; a seven and a half year old 2nd grader, attained the

following end of the year subscores in reading.

SUBTEST ‘ - GRADE LEVEL

1. Word recognition ' . 3.1

2. Sound blending 2.9
3. Comprehension 1.1

4. Oral vocabulary - - .?

5. Letter sounds 2.2

]

-

Diagnostic statementst

1.

2.

John's scores indicate normal achievement in reading and he
will not.require individual skill practice.

The amount of difference in the subtest scores is an ‘
expected variability typical of early readers and does motr
require further attention.

John should receive additional practice in strengthening
his letter sounds so that his abilities in other areas

ey

shall increase.

The possibility of a language deficit is apparent, and
further diagnosis in this area is warranted bi John's

scores.

Further practice in building sight word recognition is the

best remedial approach for John.

Pre-assessment guegtion:
Learning module 15¢ Synthesize Diagnostic Conclusion

Utilize the following test data and referral information to

make a diagnostic statement descriptive of both the process

\ -
difficulty and a possible remedial-prescriptive approach.

|
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1.

II.

Referral information:

Sex: male

" Grade placement: 3fd grade regular education classroom

Teacher to student ratio: 1 to 28
Socio-economic status of home: Lower end of the middle income
. bracket,
Referral statements:
a, daydreaming
b. teasing other children by poking pencils, etc.
€. noisecmaking with objects, i.e., banging books, tapping, etc.
d. frequently refuses_to do social studies assignments
e. works well during art projects
f. likes gym period activities
g. poor reading comprehension (Gilmore Oral Test);
slightly below average in word recognition.

Test Battery: CITMM, DTLA, WISC, ITPA
-A. The following test data indicates subteag performances

resulting in scores one or more standard deviations

below the mean for each test.®
cn | DILA
opposites (visual stimuli) pict. absurdities-
similarities verbal absurdities
analogies verbal opposites
inference - \ likenesses and differences
delayed recall oral directions

free associations-

WISC ITPA
information . " auditory reception
similarities visual reception
vocabulary auditory association

) Visi710835°°18‘1°“
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B. The following test data indicates those performances

on subtests resulting in scores at or near the mean

fOf/eacthgst.*:» j
e . ' prmA
B Right and left Pictorial opposites '
Manipulation of aééas ‘ Disarranged pictures ‘ i
Immediate recall Motor speed
) " Designs
Orientation
Auditory attention for
Unrelated words
Auditory attention span for '
related syllables
WISC ITPA : NS
Comprehension Auditory closure
Picture completion = - Visual closure
Picture arrangement Auditory memory
Object assembly Visual memory
Coding .-~ " Sound blending
Block design ’ Grammatic¢ closure
Digit span ) Verbal expression

Manual expression

*Note: Not all subtests given are listed
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Pre-~assessment question:

In sanswering the following questions refer to the diagnostic pro-
file attached. Keep your answers brief.

Learning Module 16¢ Intergration of Task and Process Analysis

1. What strength and weaknesses does the diagnostic profile pre-
sent that could be considered in writing a prescription? List
the strengths and-weaknesses and state the educational impli-
cations of each. Do not write a prescription.

Strengths Weaknesses

/ 231 £ -
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Learning Module 17: Student Learning Style

2, What statement(s) could you make about how the student learns
. best? (from the profile above) :
@ \

Learning Module 18 : Matching Appraisal and Remediation

' 3. . What remedial approach would you recommend given the above
profile? :

-

4. Rewrite the following into an objective making it specific
and measurable.

Jan is an eight year old girl with inadequate auditory
discrimination skills. She will be taught to discrimi-
nate short vowel sounds in daily oral sessions.




- Leaming Module 19: Instructional Materials

Instructional ‘materials (games, commercial programs, etc.) can be
gestalted into five main educational areas: 1) mat%ﬂ
reading/language arts; 3) perceptual; 4) sensory-motor} 5)
psychosocial. For each area list from 4 to 8 materials which
could be utilized when a student has difficulty within that parti-
cular area, For example, the Distar Math Program can be used to
remediate math difficulties. .

@




\

Leaming Module 20: Use of Instructional Methods/Techniques

Instructional methods or techniques can be gestalted into five
main educational areas: (1) mathematics; (2) readipg/language
arts; (3) perceptual; (4) sensory motor; and (5) psychosocial.
For each area list from 2 to 5 methods or techniques, including
individual or group activities based on each, which could be uti-
lized when a student has difficulty within that particular area.
le, in the psychosocial area, letting a child earn points
,on numbex of math pages completed for extra recesses is an acti-
vity undex the technique of reinforcement, Use extra sheets of
paper as nécessary. Co ; ‘

\

Leax:nin'g Module 21: Matching Instructional Methods with Remedia-

tion -
Combine 1 to 3 materials, techniques and/ot methods you would use
in programming the child based on the prescriptive-remedial ap-
proach from question 18. 7

o3,
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Learning Module 22 : Specification of Performance Criteria

Define performance criteria. Decide on the performance criteria
for, the two given examples.
. Examples:

1, . Given a spelling test with ten words, what would the perform-
ance criteria be?

2. Given an assignment of long divicion probleéms involving a 2
digit division and a 4 digit dividend, what would the perform-

ance criteria be and how would it change for a hyperactive
child? '

r
/

e
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Learning Module #23 Matching Performance Adjustment to
Performance Criteria

1. You have established as a performance criteria for Bill, a
fifth grader, that he shall multiply a 3 digit gumber by a
2 digit number. Performance criteria include doing 10 prob-
lems in 30 minutes with an 80% accuracy. Bill finishes the—
task in 15 minutes with the following results: .

236 433 192 352
13 24 46 1
698 1622 642 352
236 866 428 35
3058 10,282 4922 * 38
134 521 139 43
2 12 36 L3
268 1042 684 2050
134 521 397 432
1608 6252 4654 6370
691 197
e 2 T 37 _1&
4527 : 465
1873 197

23,257 435

Analyze the task results for arithmetic sub~-tasks required for

- performance of this task.

Place these sub-tasks in a hierarchial sequence.

~~

‘1 1
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Learning Module #Qaz Determining Acceptable Performance
Ad justment

1. Analyze Bill's (from Mod. 23) performance for:

a. Source(s) of student difficulty

b. « What feedback would you give Bill on his performance? .

c. What suggestions- would’ you make to Bill's teacher
(mark responses)

1. modify presentation
2. reteach without modification
3. {introduce new task

d. Mastery of the task, i.e., was the accuracy
requirement met?

Yes No
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Post -assessment gquestions:

Learning Module #1 Identification

3

Write a practical definition including a minimum of five identifi-
cation criteria for three areas of exceptionality.

Learning Module #2  Learning Theory

Name as many of the principles of learning as you can. i’“

v,




Learning Module #3

1.

2.

3

Task Analysis

What are the thre. "behaviors' described in a task analysis?

What does the number 35-3 mcan in Criterion Reading?

. What are the implications .if a third grade child has an entry
behavior in an arithmetic analysis of adding skill number 223

and the expected skill is number 2317

4. What do the Barsch Dimensibns and the Gesell Scales measure?

Leaming Module #4 Process Analysis

Name the response channels, levels and processes for these

1.
skills.
a. Writing the alphabet
b. Writiné dictated words
Ce Repetition of a series of numbers
7
-

Leaming Module #6 Synthesis of Screening

Decide a diagnostic direction for the following case study -

John demonstrates difficulty in the acquisition of learning.
He appears ''different" to his teacher. Also, he's unmanage-
able for teachers and auxilliary personnel.

What diagnosis needs to be administered for'pertinent infor-

mation?



Learning Module #7

Post Assessment Question

Demographic Variables

In each given general category of demographic variables, match
all of the appropriate sub-categories relevant to each classi-

fication.

I. Physical Psychological

I1I. Social-Environmental

al

I11. Educational

A

V. Attitude

i

11.
12.
13.
14.
15,
16.

(Match items in column A to items in column B.)

socioeconomic statué

past achievement
self-assertiveness

grades repeated
langudge deve1opment

family inter-relationships
birth history

intqrest in learning
attendance in preschool
memory

drive for accomplishment
range of experience
development in motor
accebtance of responsibility
rural to urban school \

activities in the home




™
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Learning Modulc 8 Post Assessment Measurement-Intelligence,

Match stateménts from Column A to the most descriptive statements
in Column B.

Column A
f. Illinois Test of Psycholinguistic Abilities (ITPA) - i
2. Thurstone '
\ 3. Metropolitan Achiebement Test (MAT)
4, Stanford Diagnostic Arithmetic Test (SDAT)

5- J.P. Guilford

6. Slosson Intelligence Test (SIT)
7. Verbal - Performance Factors
8.ﬂ 'rrdtal" Intelligence
< : ColumnAB
AR —  Problem solving and concept attainment ‘

"Fluid" and "crystallized'" mental abilities

Correlated to Otis-Lennon M;ntal Abilities Test

| Yields a task analysis in matheméfics skills -
Reports the general mental age of a child |

Level of perfommance in basic subject areas

Describes information-processiﬁh abilities

Stanford-Binet Intelligence Test

Defines intelligence as separate language & perceptual entities
Wechsler Intelligence Scale for Children

Intelligence factored into 120 separate abilities




\Leaming Module #9 Post Asgsessment Question Standardized T\sting
5\

5

Instruments

1\ For what grade levels is the Intemmediate Metropolitan

Achievement Test appropriate?

2. What is the "basal age" described in the Slosson Intelligence
Test? -

<3. In the Stanford Diagnostic Arithmetic Test, what is the difference
between "number computation' and '"number ' facts''? C

| -
-]
B 2

4. What is the IQ of a child who is chromologically eight years old,
with a mental age of 6-years old?

5. - What may be two sources of difficulty with the child who, in the
Stanford Diagnostic Reading Test, achieves acceptably with "be-
ginning sounds", but deficiently in "ending sounds"?

Leaming Module #10 Post Assessment Informal Test Batteries 4

-~

A+ An infomal reading and/or math inventory yields diagnostic infor-
‘ mation useful for: (3 correct responses)

ia '\(nov}ledge of "enroute" skills of the prescribed task.

2. Generally assessing the child's mental age.

3. Graphing and showing relevance to other diagnostic data.

4, Teacl\ﬁng definite and refined skills.

AN

(continued next page)
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5.

B.

1.

2.

3.

4.

1.

2.

4.

5.

ae.
b.
Ce
d.
(-1
f.

"Absolute' informatign based upon a criterion. .
Comparing the child's ability te his grade level.
Give brief answers to the following questions:

The Bryant Test of Basic
linguistic items because:

coding Skills uses '"nonsense"

The Boswell-John Test of "Individual Difficulties in Funda-
mental Processes in Arithmetic" in

The Slingerland:Language Screening Test fo
linguistic tasks for measuring:

Children uses

Classify the response items in Column B to the given basic
categories of the Systematic Observation of Behavior in
Colunn A: (Only one correct match per category).

At Categories
informgtion (1)
C?ntrol ()
P;rticipation (P).
éelf Involved (SI)
Response (R)

Miscellaneous (M)

. B. Response Items
"How am I doing on this math problem?"
"I'm not ready, wait a minute!
Child leaning back in his chair
Child is sleeping in his desk
"Today we arc going to study China"
"OK, you can return to your seat now'

246
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Learning Module #11 Post Assessment Question Measurement

l. When test results are compared by correlating the odd items
, of the test with even items in the same test, a measure of that
. test's [reliability / validity] is established.

2. A stanine is a statistical unit, which when derived from a
given raw score, indicates the

of that raw score. '

3. The essential difference between "nom = referenced" and
"criterion-rgferenced" diagnostic information 1is:

1) the value of the diagnostic information

2) ‘"intra-individual" perfomances and "inter-individual"
performances

3) , the comparison of a child's present performance to his
.~ past performance

|
4) all of the above

s

4, A "standard deviation" reported in with a series of test scores
is useful because it indicates:

5. "Scrandard" or ''scaled!" scores are different from raw scores
in thats: \ )

Learniﬁg Module #12 Post Assessment Question Interpretation of
Informal Test Batteries

1A - Describe (2) erroiks observed of the following pupil in calcu~
lating the given afdition problem:

8 "14 and 9 are - (tapping):
7
9 ) 15, 16, 17, 18, 19, 20, 21, 22, 23"
7
- ) - (¢ inge):
0, . : 23 and 7 are .lLapan5)
f -;l. e 2“’ 25’ 26’ 27’ 28, 29, lQl

Q - . 247




(Space to answer 1A)

B.  The above diagnostic information may be used later for:

¥

a) Indicating the child's general achievement level in

arithmetic
or '
b) Indicating the child's level of proficiency of
response in addition. . . A

2A  In the administration of the Bryant Test of Decoding Skills,
a child responds accordingly: :

Stimulus: Response!
1. bof . 1. "daf"
2. cal 2. "lac"
3. peke 3. "keep"
4. nime 4. "mane"

2B The errors observed above mdy best be described according to which
type of classification used in the instrument? (use best single
possibility) '

a) Apparent difficulty with ability to produce accurate
| sound associations

b)  Apparent difficulty with perceptual organization

‘., €) Apparent difficulfy in the ability to blend or gestalt
a word unit

d) Would really need more information to classify the
nature of the errors.

3A  1f a child is administered the Slingerland Language Screening
Test for children and his correct response total for each subtest
is about 50-60%, what conclusion may be drawn regarding his
performance? (mark all correct responses)

a) He is about average in development of language processing
ability.

248
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b) A perceptual deficit is a possibility, as the initial

subtests are generally higher scores than the remaining,
for an "average' child.

c) Knowledge oi the pevformgnse’bf-other children his approxi-

mate age and/or grade level would be needed to determine
the significance of 50-60%.

d) Because the Slingerland Test is an informal instrument, a
50~60% rating indicates that he is only 50-60% accomplished
in language ability.

e) .None of the above

f) All of’ the above \

1

Learning Module #13 Post Assessment Question

Interpretation
of Pupil Obsexvations )

’

The following behavior observation was recorded for John, a 9-year
old boy in the 4th grade.

Monday: (1) Teacher: Instructing a lesson in reading
(A) John: Gives answer to her 1ns§r2$tional
question
(2) Teacher: Smiles and continues instruction
Tuesday: (3) Teacher: Further instruction in }eading lesson
. '
‘ (B) John: "I need to sharpen my pencil f£irst."
\ .
' (4) Teacher: 1Ignores his statement
\
Wednesday (5) Teacher: ' Continued instruction in the
reading lesson
(C) John: (Speaks out) "Hey, I don't get this!"
(6) Teacher: '"Take another look and try it again,
JOhn."
Thursday (7) Teacher: Reading instruction
(D) John: Daydreaming
(8) Tcacher: Talks louder
(E) John: Reaching in desk
249
« <
ro%0)

%




etk 5t \

i . .
| {'riday ( (9) Teaq’pr: Reading instruction

(F) John: (talking to another student)
"Go tell Johnny he's stupid.”
(10) Teacher: "Go stand outside in the hall,

o right now!' (physically shuffles
. Johnny outside).

(1) Briefly describe the behavior‘pattern observed of the
teacher over recordings (1) -.(10)

(2) Briefly ribe the behavior pattern observed of John '
over rgcordings (A) - (F) : :

/

3. Place in rank order number thé-}ollowing Systematic Observation
of Behavior categories as they describe the progressive pattemn
of John.

Participation

Response N .

Self«Involved

RN

Other-Involved

N - [
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. Learning Module #l4

Post Assessment Question Formulation of a
Diagnostic Statement

A diagnostic conclusion may be formulated from any single mcasurc
of a child, provided that conclusion does not extend beyond t!.c
diggnostic information supplied by the measure. List 4 gencral
types of diagnostic conclusions which might be obtained from a
Metropolitan Achievement Test for a 6th grade child, other than
simply discussing outcome levels in each subtest area.

»

Learning Modulc #15 Post Assessment Question Synthesizing a
3 Diagnostic Conclusion .

The fol owing RMRRC Student Profile provides diagnostic information
from the Slosson Intelligence Test, the Metropolitan Achievement
Test, the Stanford Diagnostic Reading Test, the informal Bryant
Test of Decoding Skills, and the Illinois Test of Psycholinguistic
Abilities. Not all test information is reported, however, the
variables to be considered are designated on the profile.

Each variable is numbered (1-20).

A. Starting at the right end of the diagnostic sheet draw s
a continuous solid :ine, connecting at least 8 variables,
which may lead you to conclude an average intelligence
rating as a function of visual-perceptual weakness..

3

- -

B. Starting at the right end of the diagnostic shecet, draw
a continuous dotted line, connecting at least 9 variables,
which may lead you to conclude only un average ''word
knowledge'' ability, as a function of an average auditory~
perceptual ability.

4
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In answering the following questions refer to the diagnostic pro-
file attached. Keep your answers brief.

Learning Module 16 Integration of Task and Process Analysis

l. What strengths and weaknesses does the diagnostic profile pre-
sent that could be considered in writing a prescription? List
the strengths and weaknesses and state the educational impli=
cations of each. Do not write a -prrscription.

Strengths Weaknesses

-
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Learning Modﬁle 17: Student Learning Style

‘ 2. What statement(s) could you make about how the student learns
best? (from the profile above)

Learning Module 18 : Matching Aéprafsal*and Remediation

"3, VWhat remedial approach would you recommend given the above
profile?

4, Rewrite the following into an objective making it specific
and measurable,

Jan 1s an eight vear old girl with inadequate auditory
discrimination skills. She will be taught to discrimi-
nate short vowel sounds in daily oral sessions.

B

L Y
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Learning Module 19: Instructional Materials

Instructional materials (games, commercial programs, etc.) can be
gestalted into fivé main educational areas: 1) mathematics; 2)
reading/language arts; 3) perceptual; 4) sensory-motor; and 5)
psychosocial. For each area list from 4 to 8 materials which
could be utilized when a student has difficulty within that parti-
cular area. For example, the Distar Math Program can be used to
remediate math difficulties,

4
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Learning Module 20: Use of Instructional Methods/Techniques

Instructional methods or techniques can be gestalted into five
main educational areas: (1) mathematics; (2) reading/language
arts; (3) perceptual; (4) sensory motor; and (5) psychosocial.
For each area list from 2 to 5 methods or techniques, including
individusl or group activities based on each, which could be uti-
1ized when a studelit has difficulty within that particulay area.
For example, in the psychosocial area, letting a child earn points
- on number of math pages completed.for extra recesses is an\acti-
vity under the technique of reinfo:cenent. Use extra aheeék of

paper as necessary. .

Learning Module 21: Matching Instructional Methods with Rémedia-
tion

Combine 1 to 3 materials, techniques and/or methods you would use
in programming the child based on the preacriptive-ranedial . , i
approach from question 18.

£56
257




Learning Module #22: Sg@éificatiom of Performance Criteria

Define perfomance criteria. Decide on the performance criteria for
the two given examples.

Examples:

1. Given a spelling test with five words, what would the performance
criteria be?

2. Given an assignment of multiplication problems involving a 2
digit multiplier anq a 4 digit multiplicand, what would the
performance criteria be and how would it change for a hyper-
active child? State performance criteria for both non<handicapped
and hyperactive child.

Learning Module #23: Matching Performance Adjustment to Performance
Criteria

Billy has been in a remedial math program conducted by his teacher.
He has just taken, along with his classmates, a teacher made test
on division (2 numbers into 3 numbers). Performance criteria for
the class has been stated as: the student will correctly multiply
7 out of 10 problems in 20 minutes. -Billy's performance level was
4 correct problems in 25 minutes. Johnny and Mary, his classmates,
got 5 and 9 correct problems respectively. Two weeks ago, Billy
achieved, on a similar test, 3 correci problems out of 10, Johnny's
score. was 5, and Mary's; wasg 8.

l. How would you use this test as an intra/individual measurement?-

2. How would you use this test as an inter/individual measurement?

€ 1 €y
- Q_.‘,’
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Learning Module #24 Determnining Acceptable Perfommance Adjustment

% !

Billy's teacher wants some feedback from you, the generalist, about
leaving Billy in the remedial math program, his achicvement in re-
-.lation to his peers and the effectiveness of thec rcemediation program.

What would you tell her about each of these?

P

N € e
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Summary content analysis of 24 competency statements developed in
RMRRC Competency Based Generalist Training.

Competency statements were placed in each of thé\appropriate process
cells, for the "Identification", "Diagnosis", "Prescription", Pro-
graming", and "Evaluation" content columns. For the purposes of
group consensus, content itemization, (by which "training components"
and performance objectives were written) were clustered into basic
categories, so that individualized groups could later develop these
into methods of approach. ’

Identification

The following "ldentification" outline for content was developed:
Module No.

1. The generalist shall demonstrate an understanding of
- specific speciality areas and clanification criteria .

A. BEducable Mentally Retarded

1. Legal definition’

2. Practical definition -

3, Personal criteria and/or informal methods for
’ identifying this disabled child

4., Characteristics

a. Behavioral
b. Academic
c. Functional capacities

'S, Profile
a. Total
b. RMRRC

B, Trainable Mentally Retarded

1. Legal definition
. 2. Practical definition
3. Personal criteria and/or informal methods for
identifying this disabled child
4. Characteristics




a. Behavioral
b. Academic
c¢. Functional capacities

5. Profile

a. Total
b. RMRRC .

v

C. Emotionally Disturbed

\ 1. Legal definition
2. Practical definition '
3. Personal criteria and/or informal methods for
identifying this disabled child
4. Characteristics

a. Behavioral
b. Academic
¢. Functional capacities

5. Profile

a. Total
b. ERMRRC

D. Blind and Partially Seeing Children

1. Legal definition ‘

2, Practical definition

3. Parsonal criteria and/or informal methods for
1& ntifying this disabled child s

4, racteristics N

a. Behavioral
b. Acadesic
¢. PFunctional capacities

5. Profile

a. Total
b. RMRRC

E. Deaf and Hard of Hearing

1. Legal definition

2, Practical definition

3. Personal criteria and/or informal methods for
identifying this disabled child

/




F.

G.

5.

Characteristica

a. Behavioral

b. Academic

¢. Functional capacities
Prdfile

a. Total J
b. RMRRC

Speech Impaired Children

1.
2,
3.

4.

5.

Legal definition

Practical definition

Personal criteria and/or informal methods for
identifying this disabled child
Characteristics

a. Behavioral

b. Academic

c. Functional capacities
Profile

a. Total
b. RMRRC

Learning‘Disabled

1.
2.
3.

4,

Legal definition

Practical definition

Personal criteria and/or informal methods for
identifying this disabled child
Characteristics \

a. Behavioral

b. Academic

c. Functional capacities

Profile

a. Total
b. RMRRC

Cerebral Palsy and Associated Areas

1.
2,
3.

Legal definition

Practical definition

Personal criteria and/or informal methods for
identifying this disabled child
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2.

4.

Module No.

4. Characteristics

a. Behavioral

b. Academic

c. Functional capacities
5. Profile

a. Total
b. RMRRC

Generalist shall demonstrate an understanding of learning
theories

A.

B.

C.

D.

. E.

F,

Mind-Substance

» 1o ,Titchnér—Apperception

Conditioning Theories

1., Thorndike Connectionism

2. Watson .-Conditioning-Behaviorism

3. B.F. Skinner Reinforcement-Conditioning
Cognitive Theories of Gestalt-field .

1. Kurt Lewin-Field Theory

Developmental -

1. Jean Piaget

Organismir
1. Werner

Principles of Learning.

Thelgeneralist shall utilize conventional task analysis

of

A.
B.
c.
D,

basic subject areas

Reading-Criterion Reading

Mathematics - Revised Developmental Math
Motor - Barsch-Kephart Combination

Task Analysis Technique

The generalist shall utilize conventional process analysis
basic subskills (in task analysis)

of




5.

A. Process - Osgood~Wepman ''Model"
B. Process Analysis Technique

The generalist shall interpret personality-behavioral
patterns ’

A. Affective Conflict Isolation Models

1. ﬁescription
2. Uses

B. Model of "Man"

1. Need f%r self-esteem
2. Evidences

C. Group Models

1. Description
2. Uses

D. Communication Models

1. Description
2. Uses )

E. Pathology Models
!

1. Types of diétortions .
2. Uses

F. Therapy Models

1. Bases
2. Techniques
3. Uses

G. Personal Insight Model -

1. Need
2. Techniques

The generalist ghall synthesize identification factors
and derive a diagnostic direction.

Diagnosis

The following "Diagnosis" outline for content was '
developed:

The generalist shall demonstrate an understanding of
student demographic variab;es
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10.

A. mily pattern - home visitation, parent interviews
y

1, Sibling

2. Age\

3. Health
. N

B. Cultural description - environment

1., SES )
2. Nationality'

The generalist shall demonstrate an understanding of
fogpal test batteries ) |

A. Nature of Intelligence
1. Theoretical concepts

" a. total factor (g) Binet
b. split factor
1) v-P
2) multi

Measurement

1. CTMM -~ SIT----IA measure
2. MAT SDRT-~--~achievem
CAT SDAT 4
3. ITPA----Process’ .

DTLA, May '74

and subject survey

The generalist shall administer formal test batteries

A. Measurement

1. Achievement: (CTMM)
2. Intelligence (SIT)
3. Process. (ITPA, DTLA, May '74)

The generalist shall administer informal test batteries
A. Subject area

1. Reaéingxlnventory (Bryant Decoding, etc.)
2. Hath (CTBS, Scagliotti)

B. _Psycho-soc}al

"

1. Pupil interview and ebservation ¢
o d 17
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11.

12,

13.

N

\

\

a. Sentence - open end (Completion) source:
Taylor, Edith

b. SOB N

c. Sociometfic techniques .

d. Coppersmith, Children's Manifest Anxiety
Tést, Anxiety Scale, Social Desirability
Scale, "

C. Motor "

1. Lincoln Otsevesky
D. Integration

1. Slineerland
The generalist shall interpret formal test batteries
A. Déscripéioﬁ base ; |

1. Grade level

2. Mental factors

3. Processes ~

4. Sub Tasks

5. Informal implications (test behavior)

B. Recording - measurement unit B

1. Raw-scaled

2. Standard deviation

3. Stanine

4, Tables *
5. Norm referenced L

The generalist shall interpret informal test batterles

> L. Description base s

1. Grade level

2. Mental factors

3. Processes

4., Sub tasks

5. Informal implications (test behaviors, etc.)
@ 6. Criterion basis

°

The generalist shall interpret pupil interviews and

. observations . ~ )

A. SOB - summarizing
B. Indicators, affective

., 281

*




14,

15.

16.

The generalist shall formulate a diagnostic statement
from a single test \ -

A. Rate of learning

B. Functioh - process discrepancy

C. Relate to school tasks

D. Make statement

The generalist shall formulate diagnostic conclusion
from cunulative intormation

A. Balance apd weigh information

1. Test battery (formal-informal)

2. Demographic' information .
3. School history

4. Other agency information N

/

B. Conclusion

Prescrxgtion.

The ggnetalist shall interpret the results of task and

process analysis

A. Performance conditions
\

1, Power of learning

a. quality
b. quantity

c. rate \\

2. Environmental conditions

a. total environment s
b. learning environment

B. level of difficulty \\
1. Task analysis Y
a. reading ,
b. math *
c. sensory motor

2, Process analysis’

«. perceptual

b. sensory motor o
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17.

18,

19.

The generalist shall write a c:atement(s) about a
student's learning style based on strengths and weak-
nesses

A. List of variables (strengths and weaknesses)

1. Reading

2. Math

3. Sensory motor

4, Perceptual

5. Physical

6. Psycho-social \
7. Environmental : \

B. Write learning style statements

1. Reading

2. Math

3. Sensory motor

4, Perception

5. Physical

6. Ysycho-social !

7. Environmental -

The generalist sflall match appraisal with a remedial

approach \

A. Interpret the pronfile \

B. Write an educational prescription
i

Programming

The following "Programming' outline for content was
developed:

The :generalist shall demonstrate understanding of purpose
and use of instructional material

A. Remedial approaches (see monogcaph)

1. Auditory Perception (and others) - (self-help
. experiences) ‘ :

a. Instructional materials
(1) Commercial

(a) Modifying existing
(b) Teacher-developed
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20.

21.

22.

23,

b. 'Se1f~Contained programs (rationale)
¢. Enrichment Programs (rationale)
d. Retrieval -~ Location (rationale)

The generalist ghall demomstrate the use of instructional
methods/techniques |

A. Instructional methods and techniques

1. Math (Lehtinen, Fernald, Stern, Precision \
. Teaching) .
2. Reading (rernald. Spa.lding. Gates, Monroe, Gilling~ \
ham, Arillman, Precision Teaching)
3. Psychosocial (Conferences and Student Contracts, !
' Space Arrangement, Behavior Hodification. Token \
Economy) {
4. Perceptual (Barsch, Myklebust, Barry)
5. Sensory-Motor (Barsch, Kephart)

B. Classroom Activities based on above t’chniquel and
. methods worksheets

The generalist shall match instructional materials ;nd/or
techniques with diagnostic ~ remedial approach

A. Match materials and/or techniques and methods to
disability areas
B. Apply to practice profile
5 (1 1in each area) to work on 1¢d1vidu111y

The generalist shall specify perf@t-ance criteria within

an instructional program /\

l

A. Limitations to 1nplamentina/progrll(s) (time, teacher,
ability, materials)

B. Deciding up rformance criteria applied to pra¢t1ce
profile g///y‘

C. Performance /Criteria applied to the 5 program profileu

Evaluation |

The following "Evaluation" outline for content was
developed: N

The generalist ghall match performance adjustment to
performance criteria




A. Criteria

B. Ranges

C. Limits

D. Confidence interval

24, The generalist shall determine adjustment as acceptable
or unacceptable

-

A. Alternatives °
1. Reteach
) 2, Continue
b 3. Recycle

4, Educated alternatives ¢

Interperspnal Communication Skills

~

25, - The generalist shall demonstrate an awareness of human
interaction processes

S

. A. Factors in relating as™a human being
/ B. Communication processes

1. Hearingwhere the other pefson is
a. ’mﬁ6§&$locks to communication
b. Reflective/active listening

2, Sending where you are

a. Congruent forthright sending
b. "I" messages

C. Problem solving methodology /

1. Interpersonal problems———

a. Where you are involved
b. Mediating between two people

2. Group problem solving

D. Factors critical to acceptance in the school
1. Reading the environment
2

. Basir stances about your role
3. Basic stances about teachers
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 Problem Children - An Assessment of Teacher Observations and Attitudes

Rocky Mountain Regional Resourgg,céntera

In the early part of 1971, the Rocky Mountain Regional Resource
Center (RMRRC) developed a questionnaire (Exhibit I.1) designed
to assess generally how typical classroom teachers perceive and
deal with "difficult! children. By difficult is meant any sort
of behavioral, attitudinal or learning problem that has not been
judged severe enough to warrant assigning the child to a special
class, but of sufficient consequence to interfere with the
educational process. The rationale of the questionnaire was
based on two major premises: (1) There are many children in Utah
who need special educational help who are not yet getting it.

An estimated 40% of the expected population of exceptional children
in Utah are not being served by special educational services.

(2) The mere fact of labelling a child almost certainly influences
in some significant way th¢ manner in which teachers, mental
health professionals, administrators and the child's peers
interact with him. Rosenthal and Jacobsen (1968) present a
strong case for the reality of the interpersonal *'self-fulfilling
prophecy"--i.e., knowing that a student is "mentally retarded"
very often causes his parents, teachers, and others to deal

with him in ways different from the ways they deal with "“nomal"
students. Though not the cause of the child's condition, these
differences in interaction may serve to accentuate and magnify
that condition rather than improve it.

Proceeding then on the above premises, a questionnaire was
devised to ascertain how teachers assess classroom problems and
what strategies they use to solve them. Some of the terms used
in the questionnaire were purposely rather general and ambiguous
in the expectation that lack of specificity would cause the
teacher to report problems on the basis of what were actually
difficulties in the classroom rather than interpreting those
problems on the basis of an individual conception of the
criteria for "mentally retarded,' "emotionally disturbed," etc.
However, complete avoidance of labelling is obviously undesirable
in this type of questionnaire, because some questions simply
cannot be asked without using such tems as "mildly retarded” ‘or
"mildly educationally handicapped.”

Method

The basic purpose of the questionnaire is to provide the necessary
information for selection and training of special "resource"
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personnel called stratisticians. The purpose of a stratistician
as seen by the RMRRC is to aid the classroom teacher in dealing '
with her "difficult' students. Because the stratistician,
according to the model, would be working closely with the teacher
(actually working through the teacher), it seemed appropriate to
_gather responses about various attitudes from a sample of teachers
from various kinds of schools with the intent of discovering any
differences among schools that might affect stratistician
assignments. It was decided to gather a sample stratified along
such lines as socioeconomic level, teaching method used in the
school, percent of ethnic minorities in the school, and location
of the school (rural, suburban, central-city). This sample was
taken in four of the five Salt Lake area districts: Murray,
Granite, Davis, and Salt Lake. To give added depth to the
sample, questionnaires were sent to the rural area in the south-
west region of Utah. Five of the seven districts responded,
with a total return of over 175 questionnaires from Kane, Gar-
field, Iron, Washington, and Millard districts. Another 81
questionnaires came from Tooele District, for a total retumn of
356 questionnaires. This total represents 6% of the State's
teachers and 59% of the teachers in the schools chosen for the
study. The percentage of questionnaire completion and return
was 60% for the Salt Lake area districts, 55% for Tooele
District, and 81% for the five Southwest Utah districts. Total
retum was 67.5%.

A pore explicit explanation of the stratified sample is in order.
Initially, steps were taken to gain approval for the project

from the State Board of Education. The State Board reviewed the
questionnaire and the proposal and wrote a letter to the districts
involved (Salt Lake, Granite, Murray, Jordan, and Davis) urging
their cooperation, with the understanding that cooperation would
be entirely voluntary. Personnel at the districts involved were
then contacted. The purpose of the visit to the district

offices was not only to gain permission to approach the schools

on the matter, but also to obtain.a jbdgment about what schools
appropriately fall into the categories mentioned above, 1.e.,

high and low socioeconomic area, high and low percentage of

ethnic minorities, location (central-city, suburban, rural) and
teaching method. No effort was made here to check rater relia-
bility. Since only a few of the most extreme cases in any given
category were selected, the estimates by district personnel were
assumed to be accurate and reliable. The districts involved

gave pemission to conduvct the study on the condition that
cooperation be entirely at the discretion of the individual school
principals. It would be well to mention here that not all of

the schools chosen were subsequently contacted, for the reason
that the school year was very nearly over when the study was

begun and time did hot suffice. However, this did not differ-
entially affect any part of the sample stratification. Principals

were then contacted, and despite the closeness of the end of the ////
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school year, nearly all of them cooperated.

The questionnaires from the Southwest region were obtained by
mailing a number of questionnaires to the various district offices,
with whom prior contact had been made, whereupon the districts
themselves distributed and collected them, and mailed them to

the RMRRC offices. Questionnaires from Tooele had already been
obtained incident to a previous sfudy.

Results and Discussion

This section consists of two main parts. The first part deals
with analyses of the body of the questionnaire, questions 1-22.
These questions are oriented to unique RMRRC data needs and are
of principal interest in this study. Analyses were threefold:
(1) summary data (means, percentages) of the total sample;

(2) comparison according to predetermined lines of sample
stratification; and (3) comparison among school districts and
areas of the state. Inasmuch as this study was primarily
intended to be a search for some general guidelines, a minutely
detailed analysis was not made. Treids, large differences, and
high correlations comprise the bulk of the analysis. Also, only
those questions that easily lend themselves to quantitative
analysis are discussed; questions 4 and 12 are omitted.
Fxhibits I.2 and I.3 summarize the data from the first section.
Computer analysis was done in cooperation with the University
of Utah Computer Center with the CLANG processor, a demand -~
mode, multi-purpose data processing system developed by John
Hawkins of the University.

The second part is an analysis of the last page of the question-
naire, a checklist of 48 behaviors taken from a list of 50
behaviors used in a study by Mutimer and Rosemier (1967) and
criginally developed by Wickman (1928). Their study and numerous
previous studies have dealt with the moral, legal, or social
seriousness of certain behaviors. The present study deals
exclusively with behaviors as they actually exist as problems

in the classroom. A detailed . report on this phase of the study
will be available from the. Center separately. A summary of these
results comprises Appendix D, This information will be used for
training of stratisticians in methods to most effectively deal
with-behaviors most often a problem in the classroom.

Section T

The first part of the questionnaire deals with four separat
topics. They are:

a. magnitude and scope of the problem (questions 1, 2, 3
and 6);
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b. assessment of the help presently available (questions
4, 11, 13, 14); '

c. attitudes about the stratistician model (questions
7-10);

d. attitudes about general aspects of special education
(questions 15-22).

A. Magnitude of the Problem (see Exhibit 1.2, Table 1)

Teachers in the sample estimated from their total teaching

., experience that in a class of 30, about 5.3 students would be
classified as difficult. They estimated that this 17.6% of the
class required about 26.4% of their classroom time. Male
teachers estimated more problem students than female teachers
(5.5 vs. 5.2), but spent a smaller proportion of the school day
dealing with them (22.4% vs. 28.4%). The most striking dfffer-
ences, however, were between teachers in central-city schools and
those in suburban schools. The central-city teachers averaged
6.7 difficult students and spent more than a third of their
school day (36.3%) dealing with them, whereas suburban teachers
reported about 4.7 students and used 24.9% of their dey with
them. Rural teachers averaged very close to the sample mean on
both questions (5.3, 26.0%). Similar differences occur between
teachers in areas with a high percentage of ethnic minorities
versus a low percentage and high versus low socioeconomic areas.

Question 6 revealed some interesting attitudes regarding the number
of "mildly retarded" children a teacher would be willing to accept
(or could effectively handle) in a class of 30 (part "a'") or in
a class of 20 (part "b"). The sample average for part ''a'" was
2.2, significantly lower than the average for question 1. The
average for part "b" was 3:5. Male teachers reported a willing-
‘ness to accept more '"mildly retarded" students than female
veachers did, regardless of class size (2.8 vs. 2.0 for a class
of 30; 4.2 vs. 3.3 for a class of 20). Central-city teachers
averaged higher than suburban teachers on both parts of this
question, but rural teachers were the most "accepting'" of the
three. There were no other striking differences on question 6.

4 ’

B. Help Presently Available for the Teacher (see Exhibit I.2,
Pable 2) '

, Help for the teacher nomally comes from two different levels--
| the school (question 5) and the district (questions 11, 13, and
14). Question 5 asked for a rating of helpfulness of various
persons in the school--the principal, feliow teachers, special
class téachers, and "other." Since nat every 'school has persons
for all of these functions, the analysis is based only on those re-
sponded tbon the various parts of the questidn. On the average, |
principals were viewed as the single most helpful individual , 1
L - ! |
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in the school, with a score of 2.89 ("highly helpful") on a
four-point helpfulness scale. Fellow teachers were the next
most helpful (2.65) and "other" - psychologists, district
personnel, social workers, and most frequently, parents--close
behind at 2.58. Special class teachers ranked fourth (2.49)

and counselors fifth (2.18, or "mildly helpful™). Also, it can
be assumed that since special education teachers customarily
have children assigned to them throughout the day, little time
is available for consultation with other teachers. Since very
few elementary schools have counselors at all, the low helpful--
ness score for counselors could be attributed in part to a strong
bias in the resultant sample.

The responsibility of providing special education services falls
almost without exccption to the district. Obviously, then,

an assessment of the effectiveness of special education in the
schools is a reasonable measure of how well the district program
is meeting teacher needs.

For the sample as a whole, 53% reported using a special education
service in the ongoing work of the class. Those services were
rated slightly higher than '"mildly effective," and 84% said they
wanted more special services than are now available.

C. The Stratistician Model (see Exhibit 1.2, Table 3)

'

In integpreting this sectiog'of the results, it must be borne in
mind that the stratistician model is new and that teachers were
given only a very limited explanation of it in the cover letter
to the questionnaire (Exhibit I.1). These conditions ~
notwithstanding, the responses to questions 7-10 seem to indicate
reasonably good teacher conceptualization of the model. 1In
summary, here is the picture of the preferred person and role for
a stratistician from the teacher's standpoint: It is highly
important for the stratistician to share my educational philosophy,
but his age and sex do not matter. It is only mildly important
that I have a voice in choosing the stratistician in my school.

1 would prefer to share responsibility for problems equally with
a stratistician (65%), or at least have him available to me for
consultation (25%), and would find release time to plan with a
stratistician desirable (48%) or imperative (38%).

In this section of the questionnaire there were only minor
differences among the major divisions of the sample.

D. General Attitudes About Issues in Special Education (see-
Exhibit 1.2, Table &)

The fifth page of the questionnaire contains seven questions
dealing with attitudes-taken from the Missouri-Conference on
the Categorical/Non-Categorical issue in Special Education
(1971). The teacher was instructed to indicate in what
position "he viewed himself on these issues on a six-point
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continuwumfrom "strongly agree" (1) to '"strongly disagree" (6).
Following is a discussion of where the teachers in the sample
placed themselves on this scale, with interesting differences
among central-city, suburban, and rural teachers nuted. It
should be noted that the midpoint of the scale is 3.5, but this
does not mean "no opinion," or lack of either agreement or dis-
agreement. A mean of 3.5 simply indicates a fairly equal number
and range of agreements and disagreementS among the teachers in "’
the sample. There are indications that the response distribu»
tions for all the questions are unimodal and fair approximations
to the normal distribution.

Question #15: "The presence of a handicapped child in a
regular classroom impedes the ducational progres{ of the
child's 'normal' peers." )
On the average, teachers slightly d sagreed with this statement
(3.75). Central-city teachers were |strong in their disagreement
(4,54), while suburban teachers agreled slightly more (3.57).

Question #16: "Integration of the handicapped child into

the regular class will improve he child's acceptance by

his *normal' peers." ‘ ) f
There was slight agreement in generai\on #16 {2.56), with no
major differences among groups. S

)/

Question #17: "An immediate large scale transfer of special
class children to regular classes would create no major -
problems other than the need for personnel." '

There was general disagreement (4,33), th suburban teachers

disagreeing a little more (4.54) and ru al teachers a little

less (4.01), -

Question #18: 'Not labelling the handicapped child is
ldealistic and can never be fully/ achieved in special
education."

Excepting central-city teachers (3.46) there was overall agree-
ment (2.85) with this statement.

Question #19:  'Labelling the child encourages isolation
from his 'normal' peers."

Teachers showed a good deal of agreement an ‘the average (2.26),
with central-city teachers agreeing slightily more (2.05) and
rural teachers slightly less (2.48).

Question #20: wgelf-contained speciall classes for the
handicapped contibute to discrimination against children
of the poor."

., .
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"the following:

Mild diségreeﬁent was general (4.21), altpough central-édty
teachers disagreed less (4.00). Teachers in high socio-economic
(SEC) schools disagreed less (3.85) than /teachers in low SEC

1

schools (4.18). ’ )

Question #21: '"Special classes for handicapped children are
justified."

Here was the strongest agreement on any of the questions (1.92).

f\ ( -
On Question #22, 717% said they would be interestéd in a workshop,
while 20% would not. ' -

~
~

Ve
It is interesting to note that there are no consistent patterns
of agreement and disagreement between central-city, suburban, and
rural school teachers. However, central-city teachefs disagreed
more .with both suburban and rural teachers than igﬁgiban and
rural teachers did with each other. * ¢

Correlational Data

Intercorrelations among such things as he location and socio-

-~ economic (SEC)-level of the school, mimber of years experience of

the teacher, the number of difficul /' chi ldren teachers perceive
fd the number they feel they could handle in a classroom are
reported in Exhibit I.3. The only significant correlations are-

. -
Location and ethnic minority. The proportion of ethnic
minorities in a centralicity school is higher than the

proportion in a suburbén school, which is in turn higher

than in a rural school. -

Location and SEC level. The closer a school is to central-
city,, the lower its SEC level. The c9rre1ation is somewhat /
poorer than the preceding one because of the weak relation~
ship between SEC levels of suburban and rural schools.

Question #l and question j2. There is a positive, fairly
high -correlation b;%ween the number.'of difficult children

perceived in a cldss and the amount of time spent dealing
+  with them. '

Question #6a and guestion #6b. This high correlation simply
/  ‘states that there is a positive association between the
/ number of "mildly retarded" chiliren & teacher would feel
capable of handling in a class of 20 and the number of the
same children she could handle in a class of 30. ¢

There are no surprisingly high correlations in the table--the
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results reported -above seem almost obvious. If there are any
surprises at all, they might be found amoung the non-significant .
correlations that one might expect to be higher (question 2 and
question 6, for example). . . ‘

\
i

<
.

Section II

Ratings of a list of 48 behayiors on the last page of the
questionnaire (Exhibit I.1) were obtained from the present

~group of teachers in a significantly different manner than they
have been previously obtained. In asking teachers how much of a

- problem each of the various behaviors posed to them in the classs
rbom, this study aimed at assessing what behaviors wer considered
most disruptive or problematic and to what degree they posed such *
a problem. Othler studies have examined primarily the “seriousness'"
of the-same behaviors, but by seriousness was meant either<the
'degree to which the behaliors violated the rater's moral or
'social code ox the direness of the consequences €O the student
' should-he exhibit those behaviors. In his studies, Wickman (1928)

/ also obtained ratings of frequency for each of the 5Q behaviors

~/ on his-list. However, neither "seriousness' nor “frequency,"

either separately or combined, is the same as the degree to which
a given behavior is a problem to a teacher in her classroom.

A

‘mﬂm
4y b
p

~In the present study, teachers were asked to rate each of the 48 -
behaviors on a scale from 1 (Not a problem) to 6 (A severe pro-
blem). The mean rating for each of tﬁk behaviors was calculated,
and the behaviors were then ranked from the highest (most severe .
problem) to the.lowest (least severe pfoblgm). Appendix D shows
the mean rating on each behavior and compares the present rank-

ings with Wickman's rankings according to, seriousness (1928,
p. 124) and Hunter's (1957) later replication of Wickman's study.

" Rank-order correlation coefficients were computed for the RMRRC
results vs., Wickman's original resugis and for the RMRRC results

_ ys. Hunter's results. Neither correlation was significant, but
the present results correlated bettjt with Hunter's more recent
results (r = ,142) than with Wickma#'? study done in 1926
(r = -.035). This lends support to:rthe hypothesis that the present
study is in fact asking a different |question (and one probably
more useful in determining strategies for helping teachers) than
Wickman's study or any of the later 'replications and modifications - - /
of his work. Since the present.version of Wickman's list omits
two behaviors (masturbation and hetergsexual activity), the
same items were dropped from the othe lists “for purposes of »
comparison. ‘The remaining items were ranked from 1 to 48. 1In
cases where items received the same mezh rating by teachers, the
ranks of those items were averaged and the average rank then
was assigned to each tied item. !
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The ten items rated most serious by the RMRRC sample of teachers
are theset N ) :

l. Inattention - .
2. Tattling
" 3. Quarr@lsomeness
4, Cruelty, bullying
5. Interrupting
6. ‘Carelessness in work
7. Attracting attention
8. Laziness ' \
9. Restlessness
10. Disorderliness in class

o

It is interesting to note that these 10 items are very classroom -
oriented. That is, they are behaviors most often found disrupting -
in a classroom, whereas Hunter's teachers' most serious item was
stealing, indeed a serious behavior but hardly one that often
disrupts the total educational process. A person interested in
making an {mportant contribution to education would find effec-
tive ways of helping the teacher deal with these problems, start-
ing at the most serious: and proceeding down the list. The
stratistician, as conceived in the RMRRC.model, is a knowledgeable,
available person a teacher could turn to for help in order to '
begin solving these problems. Assuming the reason mamy such
problems arise is that there are children in the class who need
special help and who are not getting it, the stratistician is
getting at the very roots of the difficulty by werking with the
teacher to devise and implement strategies to help those children.
- The list of problem behaviors/can be of value in determining
strategies for administering help to teachers.
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Exhibit I.1

ROCKY MOUNTAIN RESOURCE CENTER , : ’
710 East Second South; 3-G Lo
Salt Lake City, Utah

322-6281

Pate: April 22, 1971 -

Dear Teacher® )

One of the purposes of the Rocky Mountain Resource Center 1is
to help regular classroom teachers devise ways to produce more
desirable educational outcomes with their more “difficult" students-—
_students who, for whatever reagon, have been unable to make an ade- ////v
quate adjustment to the educ§t10n31 gavironment. Our preliminary
interviews with teachers 1ndicaté that it is commonplace for
‘a small ninetity of difficult students to command a dispropor- -
tionately large share of the teacher's classroom time.

The purposes of this questionnsire are threefold: (1) to 93?

, you to provide us with sn estimate of the percentage of students
you would classify as difficult so that we will know more about the
magnitude of the problem that faces teachers; (2) to ask you vhat
methods you have found successful in coping with such students 80
that we can use this information.in training people, called
stratisticiansz and (3) to determine your feelings about having
a stratistician in your achool vhose sole function would be to work
with you in deve}oping programs to attain your educational goals
with difficult students.

We will appreciate your cooperation in completing the at-
tached questionnaire. If you have suggestions that will imp;ove
the questionnaire we would be pleased to Have you note them vh?tb
appropriate. Any comments or elaborations would also be wulﬁémcd.

Thank you for your cooperation.
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.Your name ‘ Sex__ Years of tesching exparience_

School nane i . Crade level currently taught

N e Jupc: oy .

Subject uugﬁt (1f appropriate)

1. Based upon your total teaching experience, in a class of 30 students
! how many would you estimate would be classified ap difficult? o

2, On the averige, what percentage of your classroom time have thess students

denanded of you? :

ot " 3. How much of your outside regular school time ‘do these students demand
.\g N .
~ o you? .

4. Describe a behavior problea you have successfully deslt with raceatly.

Indicste the method (strategies) used:

o /
5. Rate the extent to which you find discussing difficult students with the ,

_ following people helpful:

principal: ? :
not helpful _ mildly helpful _ highly helpful___extremely helpful ___

fellow teacher: . .
not helpful _ mildly helpful __highly helpful __ extremaly helpful

special class teacher: . )

not helpful___ung?;g helpful___ hiphly helpful___extremely helpful __
counselor: _ ‘ . '
not helpful__ mildly helpful __ highly helpful___extremely hnly{ul___

t;thttﬁ . (specify) .
not helpful__mildly helpful _ highly helpful extremely helpful
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6. Assuming you had a normal class load of 30, how wmany mildly retarded

children would you he willing to accept in your class?
1f your class load were 20, how many mildly retsrded students would
you be willing to accept in your class?

)
7. To vhat degree would the following be o! importance to you in donlopiu

working relations vith a uucilcicun? :
—~ - &, that the utr;uute%at; have -the- educational philouoph;ﬁ’
os mine: not important__mildly important S
mhly hpottan: extremely important
b. that tho stratistician's age be rable to mine:

not important__mildly important  hi hly important_ _

\‘

N ~ extremaly important __
T Q. tlut 1 have s voice in choosing the stratisticisn in my school :
t\ot hpornat mildly important___ highly important __
‘ //gstuuly important___ (

mu prefer that the atratistician be:
male__ female__ doesn't matter___ |

9. ¥hich of the following roles would you prefer the stratisticisn to assume:

l.. take responsibility of probha*‘__
b. equally share responsibility on problems___

c. have no responsibility, but be available to me for consultation

d. 0o role at all___

10. Release time to plan with a stratistician would be-

s, .imperative
b. desirable, but would try to work without ic___

¢. 1f not provided, I couldn'e find time to work with stratistictian__

i

d, oot ”“‘.J. —_—
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1.

12.

13,

14,

"
2y

Do you use a special aducation urvic_e in-the onpoing work of your

class? Yes No

It yes, what types of service do you use:
) .

*

How would you evaluate the cﬂccunne;s of the present special edu-
catfonal services as they apply to your classroom? not effective

\ -
uildly effective.  highly effective extrenely effective .

"Hould you like -ou‘lpochi services to help you with difficult

leudmto than now are svailable? Yes )

a
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_ from Strongly Agres (firse blank), to Strongly Disagree (uxtﬁ blank).

'11.

- 19.

Please use THE MILDLY EDUCATIONALLY HAN'DICA‘PPBD as the criterion reference

for the folloving questions. Chgek the appropriate space on a scale of six,

Strongly
Disagree

Strongly
. Agree

’

15. The presence of s handicapped child in s regu-

lar classroom impedes the eduud,.oml progress
¥

.
I S
- ' \

Integration of the handicapped child into the

of the chilld'n "nornal” peers.
16,
regular cm.g will tmprove the child's ac-
ceptancs by his "normal’ peers.
An ismediste large scale transfer of ' ) )
spacial class children to regular classes

would create no major problems other than . 4 Y
]

for personnel. e e i e mm

18. tot Iabeling the hdndicapped child 18 . o . - ' /
_idealistic and can never .be fully /
achieved in special education.

Labeling the child encourages isolation
from his '‘normal’ peers. e
20. Self-contained special classes for the
hcnc;icnpped contridute to discrimination
agsinst the children of the poor.

21. Specisl glaueLs for handicapped children -
are justified.

e c—— — ——— — \
S

22. Would you be interested in a workshop? yes _no_ “
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A. Plesss raote the degree to which the -folloving behaviors have been a problem
{n your classroom., The scale of six is from Mot a Problem (first blank) to
A Severe Problem (aixth blank). ‘'ake your ratings quickly and attempt to . ,
nn/uch iten, . :
- Mot a " A Severe
o Problen Probles
1. Stealing ‘ : ; D
2. Cruelty, bullying (pickirg on others) 2 o e e e
3. Truancy (skip school) ) .
. &, Ushappy, depressed (sad) b o e e —— ——
5. Impertinence, defiance (tatkdng back) L P -
6. Destroying school proper| 6 o e e e e e
7. Unreliableness (can't dfpend on) I 2 p—
8. Untruthfulness (lie) B e e ———
9. Disobedience (not obey, not do as told) L P
10. Temper tintrums (temper outbutsts) 10 o e ————
117 Resentfulness (against--dislike) - 1 o e e ———— ——
12. Unsocial, withdrawing (not friendly) b & P —
13. Obscene notes/zalk (dirty notes, talk) 13 e e ———
14, Nervousness (jittery) W,
15. Chéating (copying) 15 e —
16. Selfishness (not sharing) 16 o ——— T
17. Quarrelsomeness (arpue, fight) 7. o e
18. Domineering (bossy) 18 e e ———
19. Lack of interest in school 19, e ———
20, Impudence; rudeness (not polite) 200 o e e e ——
21, Easily discourased (zive up) r 3 SO
22. Pearfulness (afraid) : 22, o i n
23, Suggestible (easily led) 23, e e e e
24. Enuresis (wet the bed or the self) 28 o —— e
25. Laziness: (not active) 28 o e e e —
26. Inattention (not paving attention) 260 o o e e
27. Disorderliness in class (acting up) 2] o e e e e
29. Physical coward (sissy) 2 o e e e o e
30. Overcritical of others (fndine fault) 0. o e —————
31, Sensitiveness (easily hurt)- ) PO —
32. Carelessness in vork (messy) k 7 U A
33. Shyness (bashful) 3. e —
34. Suspiciousness (suspecting others) K
95. Smoking (use of tobacco) 3. o e ——
35, Stubbornness (bull-headed) 36, o e e ———
37. Dreaminess (day drean) K 7 F O p— \
38, Profenity (swearing) 3B, o e ——
39, Attracting attention (cutting up in class) kT T T
40. Slovenly in personal appearance (sloppy) 400 o '
41, Destlessness (over-active) » R T —
42, Tardiness (late) ) CoA2 o e —
43. Thoughtlessness (forrecting) | L ¥ P —
44, Tattling (telling on others) he e
4S. Inquisitiveness (askine questions) Sy o o e e —
46, Interrupting (butting in) L L P —— f
47. Imaginative 1lying (exapgerating) &7 o e e e —— -
48. VWhispering (talking softly) 8 e e —
B. Please circle the numbers of those behaviors for which you would ask help from ‘
a special education consultant, if gr&e were available. ’
6 ' ’ . (rev.5/10/71)
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Exhibit 1.2
. . . .
., Tablsl
l‘ - -
| }
i PERCENTAGE _socto- '
. OF ETINIC ECON TEACHING
LOCATION MINORITIES . LEVEL nmnr
4
. - '\\\ Central Sub- Tradi- .
Question Total Male Fenile. Cit urbhan Rural High Low High Lov | tional Temm
" 3% 79 263 n 19 124 2 | 268 | w| 2w | w
1 - mesn 5.29 | s.52 5.23 6.70 4,70 5.33 \5.79 4.99 | .14 | 6.41 | 5.26 4.9
v 2 -mesn' | 264 [22.4 28.4 36.3 ~26.9 26.0 31.0 [25.2 | 20.9 [34.8. [28.3 23.7
- -
S Jomean | 9.0 7.9 9.7 13.8 7.2 10.4 10.6 | 8.6 7.5 1.5 | 9.6 8.4 ‘
T
N (R I .
8 - mesn 2.17 | 2.7 2.01 2.38 1.97 2.4‘\2 2,00 | 2,26 | 1.73 | 2.34 | 2.19 2.18
{ T - ,
b - mean 3.67 | 4.22 .27 3.62 3.28 341(. 3.19 | 3.60 | 2.9% | 3.40 | 3.55 3.35
\ = \
1, . !
e . ]
. . . v
| I ) ‘ 3
S
ERIC | ‘
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Exhibit I.2 (continued)

- TABLE 2
7
Question Total _ Male Female ct
\
N 356. 19 1 263
5, i
a-mean 2083 ’ 2080 2.8“
b-mean 2,65 2,66 2,62 - -
c-mean 2.49 2,54 | 2,46 )
demean 2,18 2,16 2,21 ! .
. P
e-pean 2.58 2,38 2,65
1. |
% Yes 53% 48% 55% 7
% No a3% | 4% | 41% 7
% No res] 4% 4% A 3 \
13, 7,28 2.42 2,27
14, ,
% Yes 8% 81% 8% \ .
% No 14% 14% 12% \ N
P
% No res} 8% 5% " '
| \
/ \
\\ .
o \
£l *
g, 4 \
cdb |
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TABLE 3
~Question _Total Male
N s | 19

R ‘
a-mean | 2,62 2.64
bemean | 1.15 1.24
c-mean | 2.16 2.3
8.
% Mate | 102 28%
% Femalp 1% 1%
> % Does .
*not
matter | B88% 71%
9,
%a. | 1 6%
%b 63% 63%°
%c 26% - 25%
%d 4% 6%"
10,
*a | 8% 30%
%*b | L8y 61%
%c 8% 5%
%d n %
l
|
.l
|
I
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" . |Centrsl
4 | pygergce 1 C figh | Low I Wigh lov | Tred _Temm
F, 356 19 | 203 s | 106 | 12a | 12 |2 | @ 0 | 260/
Yis,mean| 3.73 | 4,02 |.3.73 W oase b oasi] e {aos |36 | 3.39 ] 4,36 |3.69
. 16, mean| 2.56 | 2.52 "‘z.sb 2.13 | 24956 | 251 |2.38 [2ese | 2.3 | 2.8 2,64 -
o e mean| 633 ] w22 | 439 ’ €3 | wse]a0n [ees |o2s | 636 446 | 6.3
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2.26 | 2:481] 2.21 , 2.05 | 2.18 |2.48 |2.28 |2.25 | 2.00 | 2.24 ]2.2¥
L] ’ -
421 | 3.9¢ | 4,3 600 | %22 .l..'h'»\ 0.5 | w16 | 3.85 | e8| a.23
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He;;\ratings and rankings from the present study compared wiih,jisult

. //« ' obtained by Wickman in 1926 and Hunter in 1955 '
- , , | " ) .

-

356 Teachers (1971)* 308 Teachers (1955)%* 511 Teacher
(RMRRC) _ (Hunter) T o (Wickms
P ;nattentioﬁ‘(B.}B) 1. Stealing 1. (Stealing
2. Tattling_(3.34)" : ' (2. Destroying school materials = 2. Obscene note
3. CQuarrelsome (3.24) 3. Truancy 3. Unthfuthfuln
. 4, Cruelty, bullying (3.22) 4. Cruelty, bullying 4. Truéncy
" 5. Interru tiqg’fs.IO) " 5.,5. Unhappy, depresséd 5« fmpertinence,
.- - 6. Careless égs 1q‘work\(3.09) 5.5. Impertinence, défiange 6. _Crueity, bul
= 7. Attracting attention '(3.08) 7. Untruthfulness 7. Cheating
' 8. Laziness (2.90) , 8. Unreliableness 8. Destroyinétsé
9. Restlessness (2.88) : 9. Disobedience : 9. Disobediencej
10. Disorderliness ‘in 10. Resentfulness 10. Unreliablene{
class (2.86) ‘ , |
11. Impudence; rudeness (2.83) 11. Impudence, rudeness - 11. Temper tantru
12, 5om#neer1ng (2.82) 12. Lack of interest in work 12. Lack of-inteﬁ
. 13. Thought lessness 62.81) 13. Quarrelsomeness Lo 13. Profanity :
14.5 Easily discouraged (2.77) 14.5 Easily discouraged 14.5 Impudence, ru
14.5 Chéating (2.77) 14.5 ChFating ' 14.5 Laziness |
. 16, Dreaminess . 16, Carelessness in work ’ 16. Smoking
) 4 - (day dream) (2.7§) v ;
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Méan ratings and rankings
., obtained by W

e (3.24)

illying (3.22)
ng (3.10)

#s in work (3..09)
attention (3.08)

1.
2.
3.
4.
5.5.
5.5,

- 7.

8.
9.
10.

11,

12,
13.
14.5
14.5
16.

Exhibit I.4

308 Teathers (1955)%*
(Hu \ter)

| .
Stealing, :/

{

Destroying school materials
Truancy v
Cruelty, bullying
Unhappy, depressed
Impertinence, defiance
Untruthfulness

Unreliablen‘ess

Disobedience

-Resentfulness )

Impudence, rudeness

Lack of interest in work .
Quarrelsomeness

Easily discouraged
Cheating

Carelessness in work

-

from the present s~tudy compared with results
ickman in 1926 and Hunter in 1955 \

1.

3.
4.
5.
6.
7.

8.

9.
10.

11,

) ‘120

13.
4.5
14.5

16.

511 Teachers (1926)**
(Wickman)
Stealing
Obscene notes, talk
Unthruthfulness .
Truancy
Impertinence, defiance

Cruelty, bullying

Cheating . o
Destroying school materials - T
Disobedience

Unreliableness 7

Ten:ggp&htrums
L;ck of interest in work
Profanity

Impudence, rudeness
Laziness
Smoking
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18.
19.
20.5
20.5

22.

24.
24,
24,
26.
27.

28,
29.
30.5
30.5
32.
33.

356 Teachers (1971)*
' /(RmRC)

Overcritical of
others .(2:74) -

Sensitiveness (2.70)
Unreliableness (2.65)
Untruthfulness (Z{BQ)

Lack of interest
in school (2.64)

Impertinence,
defiance (2.62)

Suggestible (2.61) .~
Disobedience (2.61)
Stealing (2.61)
Tardiness (2.60)

Destroying school
property (2.47)

Sgpbbornness (2.51)
Profanity (2.45)
Selfishness (2.44)

Slovenly in appearance (2.44)

Nervousness (2.41)
Sullenness (2,37)

‘\‘;y‘ “
d ~

g

17.

19.
19.
19.
21.5

21.5

23.
24,
25.5
25.5
27.

28.
29.5
29.5

31.
32.5
32.5

.

' 308 Teachers (1955)*%

(Hunter)
Temper tantrums

Unsocial, withdrawing
Selfishness
Laziness

Disorderliness in class
Obscene notes, talk

Suggestible
Domineering
Inattention

Nervousness

.Profanity

Fearfulness

Sullenness

Attracting attention
Stubbornness
Overcritical of others
Physical cowardice

17.

18.5
18.5
20.5

20.5

22.5

22.5
24.
25.
26.

4.

. 52\8.

29.
30.5
30.5

32,

33.

Inattenti:
Quarrels»
Suggestib
Resgggful

’
4

Tardiness
Physical j
é
1

Stubbornn
Domineeri
Slovenly

SulLenne
L‘0 J

.f"‘.



veness (2.70)
bleness (2.65)
fulness (2.64)

interest

ﬂenc-e ’
e (2.62)

ible (2.61)

y in appearance (2.44)
ness (2.41) )

308 Teachers (1955)*%
(Hunter)

Temper tantrums

Unsocial, withdrawing
Sglfishness

" Laziness

Disa;derliness in class
Obscene notes, talk

Sugéestible
Domineering
Inattention
Nervousness:

Profanity

Fearfulnegg

Sullenness

Attracting attention
Stubbornness
Overcritical of others

Physical cowardice

511 Teachers (1926)%%
(Wickman)

Enuresis

Nervousness
Disorderliness in class
Unhappy, depressed
Easily discouraged

Selfishness

Carelessness in work
Inattention
Quarrelsomeness
Suggestible

Resentfulness

Tardiness

Physical cowardice
Stubbornness
Domineering

Slovenly in appearance
SulLeEness

Qezgtj
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356 Teachers (1971)* 308 Teachers (1955)%*
(RMRRC) ' (Hunter)
34,5 Unhappy, depressed (2.31) 35, Thoughtlessness
34,5 Whispering (2.31) ' “ 35. Tardiness
36,5 Imaginatively lying (2.29) 35. Slovenly in appearance
36.5. Resentfulness (2.29) ~ -37. Sensitiveness
38. Obscene notes, talk (2.26) i 38.5 Shyness
39, Shyness (2.20) ' 38.5 Suspiciousness
40. Inquisitiveness (2.16) 40. Enuresis
41,5 Temper tantrums (2.“-]':5) " 41, .Interrupting
41.5 Unsocial, withdrawing (2.15) 42.5 Inquisitiveness
43. Suspiciousness (2.14) 42.5 Dreaminess
4, Fearfulness (2.07) 44, Restlessness
aé\ Physical coward'(1.97) 45, Tattling
46.\k2_nuiesis (1.79) 46. Imaginative lying
47, Truancy (1.70) . 47, Smoking '
48, Smoking! (}.37) 48, Whispeti:\i;ﬁ

37._ Attractin
38. 5 Unsocial,
38.5 Dreaminess
40. Tmaginati
41,5 Interrupt
41.5 Inquisicl

43, Overcriti
44,5 Tattling’
44,5 Whisperi

46. Sensitiv
147. Restlessn

48. Shyness

** Two items, masturbation and heterosexual activity, were dropped from the list

* Items were rated on a scale from 1 (Not a problem) to 6 (A 'severe problem).
£
h

purposes. All items on this list were uriginally rated on a 20-point scale=--

not comparable with the presert study.
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lness (2.29)

35.
35.
-35.
37.

308 Teachers (1955)**
(Hunter)

AY

Thoughtlessness
Tardiness
Slovexly in appearance

Sensitiveness

i

re rated on a scale from 1 (Not a #foblem) to 6 (A severe problem).

511 Teachers (1926)**
(Wi ckman)

34, Fearfulness

35, Suspiciousness

36. Thoughtiessness

37. Attracting attention

\no;es, talk (2.26) 38.5 Shyness 38.5 Unsocial, withdrawing
\(2.20) 38.5 SuSpici\ sness 38.5 Dreaminess '
é@veness (2.16) 40, Enuresi 40, Imaginative lying
c¥ntrums (2.15) 4.. Intetruzting 41,5 Interrupting \
1,\w1thdtawing (2.15) 42.541nquisit;vengss 41.5 Inquisitiveness
ougress (2.1&) 42,5 Dreaminess | 43, Overcritical of othgfs
ess (2.07) 44, Restlessness 44.5 Tattling
1 céwatd (1.97) 45. Tattling 44,5 Whispering \\\\
s (1;79) 46, Imaginative lying 46. 'Sensitiveness \
(1.70) 47. Smoking . 47. Restlessness '
(1.37) 48, Whispering 48, Shyness 2

, masturbation and heterosexual Etivity, were ‘dropped from the list for comparative :
s. All items on this list were originally rated on a 20-point scale--hence, ratings are

arable with the present study. \
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OBSERVATION OF TEACHER BEHAVIORS FOR USE" IN STUDENT PLACEMENT

Plscement of handicapped children has become a paramount prob-

. lem in school districts where special classrooms are limited. Iden-

tification of characteristics of teachers who appear to have suc-
ceeded in integrating exceptional children into a regular classroom
would be useful data for other placements of handicapped children,
In an attempt to develop behavioral profiles of teacher. character- .
1stics and/or classroom milieu for more effective placement pro-
cedures, the RMRRC trained a cadre of observers to observe and rate
elementary classrooms for qualities that appear basic in facilitat-
ing interaction and education, and which are supported in the
literature. o oo

Measurement of such qualities has long presented a problem to
those interested in defining variables involved in affective lgvels
of behavior. Written measures demand more expressive ability: than
is usually found among elementary students, and are too reactive to
be considered valid indices of feeling. Teacher reports are too
biased by their owm involvement, and are often rightfully considered
an imposition on the teacher's already limited time. It follows that
observation by a trained, impartisl judge would lend a solution to ‘
the definition of salient teacher qualities and their effect on .
students.

. There is considerable support in the literature for the use of
such observers in the classroom to record the teacher variables most
influential on students. Ome line of research in particulax which- .
has been directed toward the educational setting'is that based on
thé theory of perceptual systems and cognitive functioning proposed
by Harvey, Hunt,.and Schroeder (1961). "o

Central to this theory is the assumption that an individual's
predisposition to interpret highly ego-involving events in a pre-
dictable manner determines his reactions to those events. Those
individuals who function in what is termed a "concrete" manner, have -
a limited repertoire of interpretations of such events, and there-
fore s limited repertoire of reactions. i This limitation results in |
a dependence on traditional forms of behavior, and adherence to
establishéd rules of conduct, a general need for structure, and &
lack of spontaneity and novelty vhen faced with a new and/or am-
biguous set of events. Those individuals whose functioning could
be termed "abstract' have developed their repertoire of interpreta-

tions and reactions through exploration of their enviromments.
‘These individuals react to new events by responding to. the imme~

distely relevant cues ofigthe environment with less dépendence on
already established ‘expéctations or predisposed ideas of appropriate
behavior. This results in behavior which is generally more open,
novel, spontaneous, and less rigid than concrete persons.
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The position of a person on the continuum of concreteness-
abstractness is represented most readily by the expression of a
certain consistent pattern of beliefs which is representative of a
certain mode of cognitive functioning. These patterns of belief ¢
are called "belief systems," and formal methods of scoring these
belief systems have been developed. - -

Two studies in particular which focus on teacher beliefs and -
their measurement (Harvey, White, Prather, Alter, and Hoffmeister,
1966; Haryey, Prather, White, and Hoffmeister, 1968) relate directly
to the present attempt to observe teacher effect on student behavior .
and classroom atmosphere. '

In the 1966 study, headstart teachers of different belief
systeus werd rated by observers on.26 dimensions assumed to reflect
educationally desirable or undesirable behaviors toward students.
These dimensions were such\things as: expression of warmth toward
.children, perceptiveness ¢hildren's wishes and needs, flexibility

. in meeting needs and interests of childrem, ability to maintain re-
laxed relationships with children, sttention to individual childrem,
encouragement of free expression of feslings, diversity of activity
simultaneously permitted, rule orientation, etc. Om all dimensions,
teachers who had belief systems which were more abstract differed
from those who were concrete in what is presumed to be a more edu-
catioaally favorable direction.

The 1968 study provided a replication of the teacher observation
and added the observation of student behavior on a mmber of -
dimensions such as adherence to tescher rules, information seeking,
independence, cooperativeness with the tescher, enthusiamm, voluntary
participation in classroom activities, fres expression of feelings,
student-initiated activity, smount of interaction with classmates,
novelty of response to teacher's questions, etc. This study again

demonstrated that classification of teachers according to belief

systems resulted in significant differences in classroom behaviors _ -

on the part of students in the same direction as the first -study.
The 1968 research further demonstrated that significant differences
in student response could be shown when analysed according to either
the global teacher belief system designation or the ratings of overt
teacher behavior. Both sets of data yielded three main factor
clusters from the analysis of teacher behaviors. These clusters

t were called resourcefulness, dictatorialness, and punitivensss.

T A

This evidence of téacher-effect is in line with other infor-
mation describing the dmlzqt of belief systems and cognitive
functioning. Parent—child reldtions, as antecedents to conceptual
functioning, were' reviewed by Catherine Felknor and 0.J. Harvey
(1968). Their findings largely supported the theoretical predictions
that antecedent conditions of restrictiveness, control, snd punitive-
ness tend to produce concrets functioning individuals, whereas
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tive functioning. Such conditions have an obvious relation to the
development of the child on the affective level as well as the )
pirely cognitive, although the two are interrelated in reality, T
if not in scientific research. /

With such research providing the theoretical and practical
foundation, it was decided to focus on this observational scale
devéloped by Harvey and White for the definition of variables lead-
ing to better teacher-student matching. Also influencing the s
decision was the informstion that one of the sthool districts with
which the RMRRC was to be involved had available on each teacher
two wmeasures of concreteness-abstractness used in other research
on this theory. It seemed advantageous to RMRRC goals to determine
if particular systems of teachers as identified by these tests
could tolerate and facilitate the education of different handi-
capped children more effectively than other systems. For example,
some emotionally disturbed- children might benefit from a structured
environment with stable limits set by a concrete teacher. Or some
mentally retarded children might best be placed with a warm, open,
abstract teacher who would encourage exploration of the environment.
Such placement would emhance the success of the recent trends toward
serving the needs of handicapped students in the regular classroom.
1f observation of overt teacher practices identified the different
strategies of classroom management, then specific effects on handi-
capped studerits could be recorded in a later research program and

complete data for the process of matching could be obtained. With N

this goal in mind, the training of observers and the subsequent
observation of classrooms was undertaken.
i ‘ [

) METHOD
Subjects

One-hundred-and-eleven elementary teachers from Tooele School
District participated in the study. They agreed to.being classified
according to belief system on the written measures of the TIB and
CST (see below), and to serving as target-teachers for classroom
observation on the teacher-rating scale. Jf scores on all measures
correlated, it was then planned that they uld serve as pilot sub~
jects for matching of teachers and students to facilitate inter-
action on the affective level.

Instruments

' 'LHéaéGEEE*QE,EEEcreteness-Abstracﬁ_eas of Belief Systems.
These measures served as the criteria to whi§h the observation
ratings were compared for final tea;ﬁng of apparent validity, after
acceptable interratéer reliability was achieved. o

» .




The first measure was the This I Believe Test (TIB), an open-—
ended essay test specifically designed to measure the general
cognitive property of concreteness-abstractness. The subject is ‘
required to express his beliefs about a number of referents. Then
relativism, tautology of thinking, novelty, richness of connotation,
cynicism, openness, and other relevant dimensions are scored by
trained judges, and each subject is given a system designation
which represents either concrete or abstract functioning. Inter-~
'judge reliability for three and four trdined judges scoring the
TIB ranges from .85 to .95 over several years of testing (Reed,
1971), Validity has been demonstrated in over two dozen studies
(Harvey, 1966).

An objective measure, the Conceptual Systems Test (CST),

which reveals an individual profile on six relevant content dimen-
sions was also |employed. ~ Each-S-receives a score” on the dimensions
of Divine Fate}Control Need for Structure and Order, Need to Help|
People, Need for People (socially), Inter-personal Agression, and |
General Distrust. These profiles were thought to provide greater
variance for the purposes of correlation with the observation scale
ratings than the single system, designation provided by the TIB.

Teacher Observation Ratinﬁ»Scale. This scale was a furthe>\\
modification by Harvey and White of those scales referred to
earlier (1966;.1968). It consisted of 33 items which are rated on'
a8 six-point scale ranging from -3 to 4+3. These 33 categories were
explained and discussed repeatedly during the training sessions.
’Ausumptions which guided the use of this scale were the same as
thosei reported in the Coates, Harvey and White refinement of scales
(1970). 1t was first assumed that the validity of observations of
such complex behavior as teaching would be enhanced by the use ‘of
nonliteral, nondiscrete categories of behavior, which require

some inference on the part of the observer. It was expected
responses which would be meaningless in isolation could be 1nter-
preted in context as meaningful parts of an ongoing process. It '

was further assumed that categories derived from a theoretically
coherent rationale, together with the context of the total classroom
setting, would provide more predictably reliable and valid ratings
of classroom behavior and lend diréction to the interpretation of
results. .

Training of Observers

-« Training of 11 women was undertaken by 0. J, Harvey and B. J.
White, who served as consultants to the project during this period.
After defining the hehavior categories operationally, Drs. Harvey
and White supervised the rating and discussion of a number of video
tapes of actual classroom performances of teachers of different.
belief systems. This allowed for free interaction between trainees

and observers concerning specific areas, and replay of any behavior
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sections about which there was interrater disagreement. After two
fu]}t days of video tape training, interrater reliability was assessed
by tomparing the observer ratings with the known systems (unknown

to the observers) of the taped teachers. When ratings correlated
.60 or higher, the second phase of training was initiated wherein
observers were exposed (as a group) to live classroom situations

at the Utah State Industrial School. Further discussion and re-
1iability checks resulted in correlations of .80 and above. Four
observers were dropped at this point for failure to maintain con-
sistent relisbility. The remaining observers (who maintained the
reliability of .80 or above) were paired on a rotating basis and
allowed to observe all elementary teachers in the.Tooele School
District. (See schedule at the end of this report.) Ome group
reliability check was ta half-way through the paired observa-
tioné~to_check for concept drift; and high reliability was found

to have beeiiwaintained., PRaired observations.were then continued
for the categorization of the subject sample .of teachers.

A

Procedure

The 111 classrooms were o served in 13 working days. Six of
the seven observers who had maintained high reliability were ro-
tated into different paired combinations daily with one observer

* on call (see discussion). Interrater reliability was checked on
the 7th and 12th days, and the weighted mean correlations between
every pair of judges were .880 and .715 respectively. Three or
four teacher observations of 45-60 minutes were completed in a
‘day by each pair. Rater sheets were scored after the observation.
Lbservers had no informatiop as to TIB or CST classifications of
the teachers prior to the observations. .

RESULTS AND DISCUSSION

: The résults of the cluster analysis (Tryon and Bailey, 1966)
yielded the same two factors of Fostering Exploration (FE) and
Dictatorialness (D) as were found in the replication and refine-
ment of observational scales carried out by Coates, Harvey and
White (1970). However, the correlation matrix indicated no sig-
nificant relationships betwecen any of the predictor variables from
the CST dimensions and the observer rating clusters of FPE and D.
This indicates a consistency of observer ratings with previous
ratings by observers using this scale as far as conceptuslisation
of categories, but a lack of validity concerning the immediate

phenomena observed. )

This was disappointing as it precluded the use of this data
for selection and matching of teachers and students, and it vas
difficult to ascertain why this occurred.” Twq possible reasons
which together or separately could have accounted for the results

were explored.
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. The first hypothesized explanation was the lack of variance
£ﬂ( teacher profiles in the CST and system designations on the
TIB.. '0f the 350 teachers measured in Tooelé District, only six
showed no concreteness of functioning. All other teachers were
scored as having at least a mixture of concrete-abstract belief
systems if not totally concrete. Of the 111 teachers observed,
only one showed no concreteness. This could mean that the statis-
tical variance required for the generaticn of decent correlations
vas absent. It was highly suspected that this fact largely.ac-

__countad for-the sbsence of significent correlations. '

Another explanation offered represented s possible problem
with the raters. Although raters had achisved high interrater
reliability, it is possible that they were heavily influenced by
similar ‘global judgments that had little to do with accurate judging
of the phenomenon and resulted in a comsmon bias away from accuracy.

Certain training conditions resulting from the inexperience
of the RMRRC staff in dealing with reliability assessment proce-
dures make this second explanation fairly plausible.  Although no
observer saw the same teacher twice, each pair saw a prolonged
séries of concrete-functioning teachers due. to the nonexistence*
of abstract teachers. r‘?”u of observers were rotated daily, but
sach pair spent an entire day together, which might have resulted

" 4n wmutual. conceptual drift of pairs. Furtheimore, all observers
vere going to lunch together, and discussion of rating categories
snd scores had a high probability of occurrence, which i&d
to possible common error. Especially since raters' shests wére )
scored after rather than during observation, the global effect of
such discussion would be made more influential. There was also
a problem in that some of the teachers observed during the formal .
observation period had been previously observed during the tr
period; the influence of this mistake in planning ‘tannot clearly .
be defined.

. - L

In a post-hoc analysis, an attempt was made to determine
whether observers had discriminated finer differentiations among
teacher profiles on the CST within concrete systems. A profile

* high on Inter-parsonal Aggression and General Distrust while low
on Need for Pcople and Need to Help Pecple was termed a "cold"
system. A profile showing the ‘exact reverse trend vas termed a
“wars" system. _It was found that wvarm and cold systems fell /
into different ranges on the observer cluster of FE and D, but
the results were again nonsignificant. Cold systems showed a
range beginning and ending higher on the dimension of D than did
wvars systems, whereas varm systems fall into a range beginning and
ending higher on the dimension of FE than did cold systems.

These data, though nonsignificant, suggest that the observers
could have been fairly accurate in their rating of the phenomenon.
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Consequently the prime'reason ﬁypotheaized for the absence of ;13-
nificant matrix correlations was the lack of gross variance among
teacher profiles.

It was decided that though the use of observers trained in a
single measurement scale would be discontinued, the idea of observ-
ers as a method of measurement would be retained for further con-
siderations In crder to avoid the recurrence of such lack of vari-
ance in thé phenomenon to be observed, a8 proposal was initiated to
add additional specific skills as well as other global traits from
other theoretical bases to the affective research program. From
this decigion sprung the affective research thrust for the. coming
year - . ¢ 5 ’

'
!
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OPINION SURVEY

Date

Name

Position

INSTRUCTIONS

- In the folloﬁing pages you will be asked to write your opinions
or beliefs about several topics. Please write at least three -(3)

sentences about each topic. You will be timed on each topic at a
pace that will make ¥t necessary for you to work rapidly.

Be sure to write what you genuinely believe.

You must write on the topics in the order of their preseatation.
Wait to turn each page until the person in charge gives the signal.

Once you have turned a page, do NOT turn back to it.
PLEASE DO NOT OPEN THIS BOOKLET UNTIL YOU ARE INSTRUCTED TO

BEGIN.

(Note: 1in the'usual administration of this test, the follow-
ing statements each appear on é‘separate half-sheet of paper.)

This I believe about the American way of life.

This I believe abouf coﬁpromise. T
This I believe about faith. ///
This I believe about religion.
This I believe about punishment.
This I believe about friendship.
‘This I believe about marriage. |
This I believe abgpt people on welfare.
This I believe aboﬁt immorality.

This I believe about delihquents.
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PERSONAL OPINION SCALE

Yorm GTID (166)

‘ The following is a study of what the general public thinks and

'feels sbout a number of important social and personal questions,

The best answer to each statement below is your personal opinion.

The survey covers many different topics--you may find your agree~

ing strongly with some statements, dissgreeing just ss strongly with

others, and perhaps uncertain about others. Try to work as fast as

poasible. Since we are interested in your first impressions, there

is no need to spend much time on any statemeant. We would liks to

xn you answer each question but you may skip any that you really
n't went to answer for parsonsl reasons.

DIRECTIONS: You are to decide how much you agree or dmgru
with each of the following statements. Circle the number on the °
separate ansver sheet that best describes how strongly you agree
or d:l.ugru with the statement. The meaning of the mumbers on the .
snswer sheet is as follows: .

| +3 = agree very much
) +2 = agree moderately
“ +1 = ggree-a little
=1 « disagree a little .
- =2 = disagres moderately
T : =3 = disagree very much

, 4
, |
[ i . R %
PLEASE CIRCLE ONLY ONE NUMBER FOR EACH STATEMENT.




1.

2.

6.
7.

8.
9.

. 10.

11.
12.

13.
14.
. 15,

16.
17.

18.

19.

Personal Opinion Scale

I think I have more friends than most people 1 know.

Contributing to human welfare is the most satisfying hunan
endeavor.

1 feel 1ike blaming others when things go wrong for me.
I like to meet new people.

No man can be fully successful in life without belief or faith
in divine guidance.

I feel 1like telling other people off when I disagree with them.

More and more I feel helpless in the face of what s happening
in the world.

1 1like to help mi friends whee tﬁey are in trouble.

I alwaysilike for other people to tell me their problems.

I like to criticize people who are in a position of authority.
I 1ike to show a great deal of‘;ffection toward my friends.

1 feel at home with almost everyone and like to perticipete
in what they are doing.

In the final analysis events in the world will ultimately be
in line with the master plan of God. ~

The dictates of one's religion should be followed with trusting
faith.

I like to keep my letters, bills, and other papers neatly

. arranged end filed according to some system.

1t hurts me when anybody 1is angry et me.

Most people can still be depended upon to come through in a
pinch.

1 am alvays the last one to leave a party.

Most public officials are really intereeted in the poor man's
problems. ’ ~~
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20.
21.

22,

23.

24,

25.
26.

27.
28.

29.

31.
32.
33,

- 34,

35.

36.

370'

38.

39.

I 1ike to joio clubs or social groups.

Any vwritten work that I do I like to have precise, neat and
well organized.

It is safest to assume that all people have a vicious streak
and it will come out when they are given a ehance.

1 like to have my meals organized and a definite time set
aside for eating.

1 1ike to do things with my friends tithet tﬁan by myself.

I like to have a place for everything and everything in its
place.

I enjoy very much being a part of » gfoup.
Religion is best viewed =3 4 social institution.

Most peopie in public office are ;eelly interested in the
problems of the poor man. J

There is no excuse for lying to someone else.
I 1like to help othet people who are less fortunate than I am.

1 like to have my life so arranged that it runs snoothly and
without much change in my plans.

5

I like my friends to confide in me and to teli ne their troubles.

I like to have my work organized and planned before beginning
ic.

Government officials are as interested in aerving the poor as
others.

I enjoy making sacrifices for the sake of the happiness. of
others.

I feel like making fun of people who do things that I tegard
as stupid. ,

Sin is but a cultural concept built by man.

1 like to keep my things neat and orderly on my desk or work-
space.

I prefer to do things alone, rather than with my friends.

by
- ' :45/\ \EL
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40, I‘prefét clear-cut fiction over involved plots.
41, Honest§ is the best policy in all ‘tases. _
42, 1 think_l am stricter about right and wrong than nos;‘paople.

43, 1 beli&ve that to atta my goals it is only necessary for me
. “ to livn as God would have me live.

44, prefpr a stoty that has two. themes rather than one that has
five or 'six themes going at once,

f 45, 1 £ind that a well-ordered mode of 1ife with regular hours is
‘ suitable to my personality.

46. I like to form new friendships.

“ i

#

47, These days a person doesn't really know whom he can count on.
:» 48, There are some things which God will never permit man to know.
49, Politicians have to bribe people.

_/ 50. I like to start conversations.,

51. I feel like getting revease~ihen}aOIcone has insulted me.

52, 1 am a very sociable person who gets along easily with nearly
everyone.

53. I like to treat otbi; people with kiidgesl and sympathy.

54, All in all, it is better to be humble and honest than to be
important and dishonest.

55.. I don't 1ike to work on a problem unless there is a poioibility
of coming out with a clear-cut answer.

56.‘ I like to sympathize with my friends when they are hurt or sick.
57. 1 don't like for things to be uncertain and unpredictable.

S8. You sometimes can't help wondering whether snything's worth-
while anymore.

59, I like to plen and orgnnize the details of any work. I under-
take.

60. The way to peace in the world is through religion.
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61. Most people who get ahead in the vorld lead clean, moral lives.
62. - Guilt results from violation of God's law. o

63. Anyone who completely trusts anyone else is asking for trouble.
64. 1 like to give lots of par;ies. _‘

65, One should take actioﬁ only when sure it is morally right.

/ 66. Marriage is the divine institution for the glorifiéation of \
God. .

67. I like to make as many friends as I can.

e e ——




1.
2.
3.
4.
5.

6.
7.
8.

9.!
10.
11.

12,

13.

14.

16.

17.
18.
19.
20.

21.

22.
23.
24,

Warmth T
Perceptiveness
Flexibility
Involvement

Attention to and concern for
the individual

Enjoyment
Enlistment of child participation

Encourage individual self-reliance
or individual judgment

Allows expression of feeling
Encourage creativity-diversity

Teach concepts-(concept approach
ve. factual approach)

Ingenuity

Multiplicity of themes or
approaches. to concepts

Use of nonfunctional rules

Needless diffation of procedural
detail

Personal need for structure - reacts
negatively to diversity

Punitiveness

Fairness .
' Encourages questioning

Respect for student's ideas or
opinions ,

Emphasizes student-teacher role and
status distinctions

Phoniness (insecurity)
Patience

Classroom cquuuand
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TEACHER RATING SCALE

March 15, 1971
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25. Solicitousness (entreaty) -3 -2 '-11 2 3

¢ 26. Allows expression of disagreement A
*without rancor -3 -2 -1 1 2 3
Motivates by:
|
27.  Affection . ‘ T3 -2 11 2 3
' 28. Providing information or T

E ) functional explanation -3 -2 .11 2 3

29.  Rejection _ -3 -2 -112 3.
| 30. Threat or fea¥ induction -3 -2 -1 12 3
¥ 31.  Embarrasement - -3 -2 -1 1-2 3

32, Use of praise’ -3 -2 -1 1 2 .3

33. Criticism ) -3 -2 -112 3
~ P A

A
/
d
A B
|
334




1.

2,

3.

&,

3.

6.
7.

9.

10.

11.

12, |

'
i
|

Warmth

Perceptiveness

Flexibility

Involvement

Attention to and concern
for the individual

Enjoyment

Enlistment of child in
participation

Encourage individual self-
reliance or individual
judgment

_ Allows expression of

feeling

Encourage creativity-

~ diversity

Teach concepts - (concept

approach vs. factual approach)

Ingenuity

March 16, 1971

Sensitivity; awareness of\ needs
and wishes of kids though not
necessarily able to change
gituation,

Ability to change quickly; ease

and speed of transition to

capitalize or incorporate di-

verse information into continu-

ing direction; ability to change

set. : !

Not anxiety; task involvement--
concern-~trying to solve & prob-

len--task set. .
No teacher's pets; differential

response; recognizing individual-

ity.

Get a big,kick'oit of teaching.

Voluntary; not coerced

. Encourage to question, define,

pursue own interest; opposite
of structure seeking by student. P
S
Wide variety of feeling (purpose~:
ful feeling); teacher reinforced

or supported. -
Look out for high hdnogenicty;
wvatch for diversity in answers

and products; can be verbal.

Opposite of rote explanation
of "why".

Improvising (play-class)
materials and using them; can
improvise with verbal concepts
as well.




13.

14.

15,

16. '

17.

18.
19.
20.

21.

22,
23.
24,
25.
26.

Multiplicity of themes
or approaches to concepts

Use of nonfunctional rules

Needless dictation of
procedural detail

Personal need for structure

Punitiveness

Fairness
Encourages questioning

\
Regpect for student dideas
or opinions

Emphasizes student-teacher
role and status distinctions

Phoniness (insecqrity)
Patience

Classroom command
Solicitousness (eritreaty)

Allows expression of
disagreement without rancor

336

Explanations like "because
that's \the way we do things
around here'; meaningless
reasons.

\

(Reliance kpon rules) Degree -
to vhich rules are enforced;
frequency ether verbalized
or not--low tolerance for
ambiguity;, rules used because
teacher needs' them, not be-~
cause structuﬁs requires.

Verbal as well\aa physical;

‘sarcasm would be an example

of yerbal.

\

No 1ll-will or spite toward
child.
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Rocky uounflj.n Regional Resource Center = .
710 East Second South, 3-G Co
Salt Lake City, Utah 84102

322-6281 . !

Tos Tooele\,School District

From: ‘
Date:

Re: Obaervers in Elesentary Cla{srooii"in Tooels School District

The Rocky Mountain Resource Center is “attempting to collect data
relevant to placement of stratisticisns in school districts in the
fall of 1971. Tooele District a paper-and-pencil measure on the -
system of miost teachers in the district; however, there is no be-
havioral measure to indicate if che paper-snd-pencil classification
is valid in distinguishing classroom behaviors, or if there are
differences within systems. We at the Resource Center are most
interested in comparing the ways in which teachers of different
systems handle problem children in their classrooms. We feel that
this data will be useful to Tooele District as a behavioral reference
to compare with paper-and-pencil data. The collection of data

the affective methods different teachers employ with problem chi d-
ren will be useful to the Resource Center in developing strategies

to work with handicapped -children in the regular classroom. -

v
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ROCKY MOUNTAIN RESOURCE CENTER

‘710 East Second South, 3-G

Salt Lake City, Utah 84102
322-6281

Date: April 19, 1971

Subject: Observers' schedules, April 15 to May 3, Tooele School

« District
0l. Rita Patton . . 05. TIlene McKenna'
787 East 4255 South 4938 Nanilga Drive
_ Salt Lake City, Utah 84107 - Salt Lake City, Utah 84117
' 266-2888 278-8703
02. Dopna Gough 06. Peggy Nelson
. 2059 Sahara Drive o 4265 Camille Drive
Salt Lake City, Utah 84117 - Salt Lake City, Utah 84117
\ 278-3187 277-9545
~
03. Gerry Ure . 07. Pat White
4369 Camille Drive 2541 Skyline Drive
Salt Lake City, Utah 84117 Salt Lake City, Utah 84108
277-3932 _ 484-3986

04. Patty Johnson
. 1800 East 3990 South
Salt Lake City, Utah 84117
278-1055

A

The above dates have been established by the Tooele District. -Some
days it°may not be possible to observe four teachers; one may be 111;
there may be otiier events scheduled which interfere with the school
schedule; you may simply be unable .to handle four obseiviations. It
ie important to stay within the days designated by the district,
however. If you are unable to work on a scheduled day, please
arrange to trade with the unassigned observer.

e

~— h
, OBSER TEACHER . TEACHER NUMBER

April 15, Esst Elementary School, 135 South Seventh, Tooele
James R. Gowans, Principal

George B. Applegate 26 v
Lucy H. Bauer 27
Illa J. Bigelow 28
Dorothy H. Egelune 29
Helen B. Mortensen 30
Connie J, Murphy 31
‘ Mary A. Nielson 32
Gaye Pesout 33
Kathryn D. Wilson 34
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OBSERVERS TEACHER _ TEACHER NUMBER

i 'Qgril 16th, Sterling R. Harris Elementary, 251 North First Street,
Tooele. Donald R. Lindsay, Principal

04/07 Dean S. Aldous 35
Carolyn Bodrero 36

Albert R. Arellano "7

Nancy Belliston - A 38

02/03/05 Kaye P. Horrocks 39
*  George N. Erickson 40

Thomas M. Irvine 41

- Linda Baumgarten 42

April 19th, Sterling ﬁ. Harris Elementary

01/03 Maxine Hullinger 43 ‘
Grace Jackson &4
Beverly S. Jensen " 45
Garrett ScTenson 46 -—
: 05/06 . Eloisa Mart. .ez 47
‘ ’ Venice Munro 48
Carolyn Musgrave 49
Leila H. Stewart 50
04/07 f Nola Neilson 51
Carolyn Pickering . 52
-Bonnie J. Rimington 53
Geraldine E. Sagers 54

April 20th, Sterling R. Harris Elementary

04/n1 Geraldine B. Sagers 55
Kathryn J. Shelby 56
Dahlia S. Webster - 57
02/03 / Zelma J. Kelly 58
Ilene D. Hatton’ 59
Mary H. Fillmore 60

April 2lst, Tooele Central, 55 North First West St., Tooele
e nett Baldwin, Principal

01/05 ’ Bernadette Arellano 61
. Susan D, Bennion 62
Ora Lyn Bridges 63




April 21st (continued)

04/02 Bonnie B. Berry 64
Byron V. Brunson 65

Clara H. Chang 66

07/06 Carolee B. Colovich 67
" . Sylvia Ann Child 68

Susan Z. Dandrea 69

April 22nd, Tooele Central

06/01 Carla Cook 70 ,
Karen L. Cox 71
Florence T. Evans =~ 72
05/02 Marie D. Dickerson - 73
Marcene May Gaylen 74
Patricia P. Hanks 75
04/03 Evelyn G. Jankovich - 76
Dorothy A. House 77
Hanora H. Long 78

April 23, East Elementary, 135 South Seventh, Tooele
All Jessie Powers ‘ 79

Tooele Central

\ 07/01/04 Mildred M. Millburn 80

i ¢ Edwina F. Mohler 81
{

! 06/02 Mary St. Clair 82

Eladrin P. Traver 83

03/05 Elaine T. Wilkinson 84

: Calvin D, Wilson 85

April 26th, Dugway Elementary School, Bﬁilding 5000, Dugway, Utah
Kenneth S. Rupp, Principal

07/02 Candice M. Beénoit 86 \
Pauline Burton 87
Jacqueline P.. Kendall 88

06/03 Leola K. Clarke 89
Davn J. Perch 90

Margaret P. Lacy < 91




April 26th (continued) } ;‘

05/04 ' Jacqqeline Leppart 92 |
Stella T. Cozza 93 /
Eloise W. Griffith 9 |

April 27th, Dugway Elementa |

i
1

02/01 Eveiyn E. Harris 95 !
Virginia S. McBride 96
Shuq: Shepherd / 97

06/04 Faw/P, Madsen /98 |
Joha 3. Southwick 99 j s
Boyd W. Stevens -/ 100 - ! AN

/
April 28th, Grantsville/Elementary Scyyo/l, 175 W. Main St. Grantav:llle

LrVar J. llansen, Principal

l
!
f

03/01 /' Thelma S. Adderson 101
Gary L. Callister 102 |
Cleo Carson 103
Leona W. Charles 104 ;
07/04 Marrium T. Croo= 105 i
‘Disne R. Hunsaker 106 f .
Mary Lou Jeffries 107 ;
Clara F. Jeppson 108
06/05 Ronald Johnson 109
Barbara T. Jones ) 110
Gloria C. Lloyd 111
Beatrice L. Markham 112

April 29th, Grantsville Elementary

04/01 \ Ruth C. Matthews | 13
Sunny Mae Miller 114
Irene W. Millward 115
03/02 " Berklay C. Orr | 116
Carol Petty 117 ‘
i Sherry L. Repscher 118 B 7
e < -
07/05 ' Lowell S. Watson 119 ‘
Mary Ann Whitehead 120 ,
Marilyn T. Worthington 121
341
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April 30th, West Elementary School, 440 S. 400 West St., Tooele, Ut,
John Rex Shepherd, Principal

i

05/01 Elmo Kay Barton. 122
Georgena Beardall 123
Milo C. Berry 124
04/02 Alice S, Bevan 125
, Arita L. Blanchard 126
Margaret M. Castagno 127
07/06 Nellie M. Castagno : 128
L.C. Cummings 129

Lawrence M. Downey ' 130

May 3rd, West Elementary

06/02 June B. Gillette 131
Ilene B. Hatton 59

Dora C. Jacobs 132

04/03 Mauna Phillips N “133
: Maureen M. Pino 134
Gwenevere -A. Stookey 135
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Bibliography on Affect—lnteraction-Comicatiog’z
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Bower, E. M. Early Identification of Emotionally Handi-
capped Children in School. sSpringfield, Iil.:
Charles C. Thomas, 1960. /

Bower, E. M., & Hollister, W. G. Behavioral Science
Frontiers in Edugationt New York: Wiley, 1367.

Brissey, F. L., Fosmire, F. R., & Hills, R. J. Prob-
lems, Problem:'Solving, and Human Communication:
A Laboratory Approac to o Tralning in Interpersonal
Communication. Eugene, Ore.: University o% Oregon,
1969. Prepared for the Directorate of Informa-
tion Sciences of the ' Air Force Office of Scienti-
fic Research and the Center of the Advanced Study
of Educational Administration.

Brown, Bob B. The Exgerimental Mind in Education. New
York: Harper and Row, 1968.°

Brown, R. Social Psychology. New York: The Free
Press, 1965. .

Campbell, D. T., & Fiske, D. W.. Convergent and dis-
criminant validation by the multi-trait-multi- ‘
method matrix. Psychological Bulletin, 1959,

56, 81-105. )

Collins, B. E., & Raven, B. H. Group structure:
Attraction, coalitions communication, and power.
In G:. Lindzey & E. Aronsen (eds.), Handbook of
Social Psychology, Vol. IV. Reading, Mass.:
Addlson Wesley Pub. Co., 1969, 102-205.

Cowen, E. L., Gardner, E. A., & 2ax, M. Emergent
Approaches to Mental Health Problems. New York:

App eton-Century-Crofts, 1967.
33 /JJ

345

ra




deCharms, R. Personal Causaiion: The Internal Affec~
tive Determinants of Behavior. New York:
Academic Press, 1968. ’

\ Fagan, J., & Shepherd, I. L. Gestalt Therapy Now. New
York: Harper and Row, 1970.

Fairweather, G. W. Methods for E perlmental Social
Innovation. New York: Wiley, 1967.

Gibb, Cecil A. Leadershlp In G. Lindzey & E.
. Aronsen (eds.), Handbood of Social Psychology,
_Vol. IV. Reading, Mass.: -Addison Wesley Pub.
Co., 1969, 205-283.

Gordon, Thomas. Parent-Effectiveness Training. New
York: Peter H. Wyden, Inc., 1970.

Héley, Jay. Changing Families. New York:. Grune and
Stratton, 1971. ‘ '

HérveéL O. J., Hunt, D. E., & Schroeder, H. M. Con-
ptual Systems and Personality Organization.,
ew York: John Wiley and Sons, Inc., 1961.

Harvey, O. J., White, B. J., Prather, 4., & Alter, R. D.
eacher's belief systems and preschool atmospheres.
/bournal .of Educational Psychology, 1966, 57,

373-381."

Harvey, O. J., Prather, M., White, G. J., & Hoffmeister,
J. K. -Teacher's beliefs, classroom atmosphere
and student behavior. American Educational
Research Journal, 1968, 5, 151-166.

/

Heider, Fritz. The Psycholoqx of Interpersonal Rela-
tions. New York: John Wiley and Sons, Inc.,
1958.

Hills, R. J. The Concept of System. Eugene, Ore.:
University of Oregon, 1967, prepared for Center
for Advanced Study of Educational Administration.

Jourard, Sldney, M. Self-Disclosure. An Ex erimentall
Analysis of the Transparent Self. New York:
John Wiley and Sons, Inc.

Kelly, H. H., & Thibaut, J. W. Group problem solving.
In G. Lindzey & E. Aronsen (eds.), Handbook of

Social Psychology, Vol. IV. Reading, Mass.:
aAddison Wesley Publishing Co., 1969, 1-102.

346




\ ' ‘ ) \‘\\
Marlowe, D., & Gergen, K. J. Personality and social \
\{nteraction. In G. Lindzey & E. Aronsen (eds.),

Hdebook of Social Psychology, Vol. III. Reading,
Mass: Addison Wesley PuBIIsEing Co., 1969,
590%665.

Muuss, R. E. The effects of a one- and two-year causal:
learning program. Journal of Personality, 1960,
28, 479-491. -

Muuss, R. E. The relationship between causal orienta-
tion, anxiety, and insecurity in elementary school
children. Journal of Educational Psychology,
1960' 21_' 122-1290

Newcomb, T. M. An approach to the Qtudy of communica-
tive acts. Psychological Review, 1953, 60.

"Ojemann, R. H. The causes and consequences of behavior.

Education' 1964' _‘LS_, 78”83.

Oiemann, R. H. Incorporating psychological concepts in°
‘ the school curriculum. Journal g£ School Psych-~
ology, 1967, 5, 195-204.

Ojemann, R. H., Levitt, E. E., Lyle, W. H., Jr., &
Whitesides, M. F. The effects of a "casual”
teacher-training program and certain curricular
changes on grade school children.- Journal of
Experimental Education, 1955, 24, 95-114.

Ojemann, R. H., & Snider, B. C. F. The effect of a
teaching program in behavioral science on changes

\in causal behavior scores. - Journal of Educational
Research, 1964, 57, 255~ 260

Palmer, Ted. B. California's Community Treatment Pro-

ject in 1969, prepared for U.S. Joint Commission
on orrectional Manpower and Training, 1969.

Palmer, Ted B{ Patterns of Adjustment Among Delinguent
¢ aAdolescent Conformists. Community Treatment

Project Report Series, No. 1, 1971.

Polanyi, Michael. “The Tacit Diminsion. Garden City,
‘ New York: Doubleday and Co., Inc., 1966.

Randolph, N., Howe, W., & Achterman, E. Self-

Enhancing Education: A Training Manual. PACE
Project, Title III ESEA, 1968.

347

dd4




¥

Rokeach, M. The Open and Closed Mind. New York: Basic
Books, 1960.

Satir, Virginia. Conjoint Family Therapy. Palo Alto,
Calif.: Science and Behavior Books, Inc., 1967.

Heider's levels of attribution ‘of responsibility.
Journal of Abnormal and Social ychology, 1964,
' a 63, 39-45.

Shaw, M. E., & Sulzer, J. L. An e"gézical test of

Siu, R. G. H. The Tao of Science. Camhridge, Mass.:
‘The M.I.T. Press, 1957.

Soreno, K. K., & Mortensen, C. D. Foundations of
Communication ‘Theory. New York: Harpgr and Row,
1970. ‘

i

Stiles, F. S. Developing an understanding of \human
behavior at the elementary school level:. \Journal
of Educational Research, 1950, 43, 516-521.

Tayior, C. W., Ghiselin, B., & Yagi, K. Exploratory
Research on Communication Abilities and Creative
, : Abilities. Technical Report, Grant No. AF-AFOSR-
: 143-63, Directorate of Information Sciences, Office
of RAerospace Research, 1967.

Taylor, C. W., & Williams, F. E. Instructional Media
s and Creativity. New York: John Wiley ana Sons,
Inc., 1966. ‘

Warren, M. Q., & Staff of the Community Treatment Pro-
ject. Interpefsonal Maturity Classification:
Juvenile: Diagnosis and Treatment of Low, MIddle,
an& High Mat urgt Delinquents, prepared for U.S. .
Joint gomm{ssion on Correctional Manpower and ‘
.Tralning, 1966.

Watzlawick, Paul. An Anthology of Human Communication.
Palo Alto, Callf.® Science a and Behavior Books,
Inc . ’

Willems, E. P., & Rausch,$H. C. Naturalistic Viewpoints

in Psychological Research. New York: Holt,
Rinehart, and Winston, 1969.

o : 348~
€y ET
t{do




Appendix L

Affective Study on Student Teachers
in Special Education

3d6




AFFECTIVE STUDY ON STUDENT TEACHERS
' IN SPECIAL EDUCATION!

" Frances Schwaninger-Morse

David C., Bradford

Working Paper No. 9

November, 1973

\

ROCKY' MOUNTAIN REGIONAL RESOURCE CENTER
DEPARTMENT OF SPECIAL EDUCATION °

UNIVERSITY OF UTAH ,) :

lPrepsration of this paper supported by Grant No. OEG-0-70-4178(608),
Project No. 542930. The project presented or reported herein was performed
" pursuant to a grant, trom the U.S. Office of Education, Departument of Health,
Education and Welfdre. -The opinions expressed herein, however, donot neces~
sarily reflect the position or policy of the U.S. Office of Education, and
no of ficial endorsement by the U.S. Office of Education should be inferred.

’ ' \ .

Frances Schwaninger-Morse and David C. Bradford are\both members of

the Rocky Mountain Regional Resource Center (RMRRC).evaluation team.

These papers are intended primarily as informal communications to
and smong members of the RMRRC and faculty members of the Department of
Special Education. ; The materials contained herein are generally not in
final stages of refinement and are not to be cited without the authors’
permission. - ,

351

. da'y




TABLE OF CONTENTS

I. Introduction .

i
|
|
A. Statement of need

1. Specific to RMRRC.
2. General need

B. Statement of goals
II. Method

A. Instruments
1. .Written measures
2. Observation scale
3. Raters -

B. Subjects

C. Procedure :
1. Pirst pilot: written measures

2. Second pilot: observation techniquee
3. Actual study
a. Video-taping )
b. Observer selection and training
(1) reliability estimates

II1. Results and Discussion
A. First analysis: descriptive data
3 .
B. Second anklysis: factors extracted
1. Primary factor description
a. Test data factors
b. Observation factors: Scale T
c. ' Observation factors: Scale II
d. Observation factors: Scale III
e. Observation factors: Scale IV
2. Secondary factor description
C. Third analysis: pattern predictions

IV. Sumnmary
A. Bibliography-
B. Appendix A: Description of Measures

C. Appendix B: Auxiliary Research Procedures

353




Figure 1,
Figure 2.
Figure 3,

Figuge 4.

e ——

R
" Table 1.

Table

Table

Table

Table

Table

|
| Table
K
K Table

\Table

Table

Table

) Table

2.

3.

4,

5.

6.

7.

8.

9.

10.
11.

12.

LIST OF FIGURES AND TABLES

Averages on,Test Scores for Sub-Areas
in Special Education

Average Test cores (Affect) for Sub-Areas

of Special Edvcation.

Average Test Scores (Verbal) for Sub-Areas
of Special Education

Individual Peedback Chart (Example Only)
Correlation Table for Written Test Material
Rotated Factor Matrix for Written Test Material

Correlation Table for;the Twenty~Nine Items of
Observation Scale I

Rotated Factor Matrix for Observation Scale I

Correlation Table for the Twenty~Three Items of
Observation Scale II

Rotated Factor Matrix for Observation Scale II

Correiatioﬁ Table for the Fifteen Items of
Observation Scale III A

Rotated gactoq‘yatrlx for Observatfon Scale II1

Correlation Table for the Nineteen Items of
Observation Scale IV —

Rotated Factor Matrix for Observation Scale IV

Correlation Table for the Observation Scal‘
Factors (16 Factors) /

Rotated Matrix of Second-Order Observation
Scale Factors =~

] \ %;4
' tfu )




O N —

Affective Study on Student Teachers
in Special Education

by Frances Schwaninger-Morse
* and David C. Bradford

&

INTRODUCTION )
* During the school year 1972-73, the Rocky Mountain Regional Resource

Center (RMRRC) was involved in a search for variables influencing

. competencies in the affective area. It is readily apparent that
in our school systems, as elsewhere, persons differ in their abili-
ties to convey affective messages on both overt and covert levels,
in the abi” iy to read or perceive accurately those messages, and
in the type -  ifective feeling they habitually display. These
differences bu..me very important when faced with the task of =
matching teachers and students, or in training teachers and other

.  personnel who are increasingly obliged to deal with the "whole

child." As resource people become involved with daily school
operation, it also becomes more important for them to deal with
other adults as "wh:le persons.”" It was intended that the finding
of certain variables which seem to indicate different affective
styles would be useful in the forthcoming year's training pro-
grams, both on the part 'of the RMRRC staff and of other 1nterested
institutions..

In its commitment to serve handicapped children on a "whole child"
basis, that RMRRC has repeatedly posed questions whose answers -
lie at least partially in the affective domain. Among these are:
What are the qualities that make a stratistician (teacher, resource .
person) effective? Can these qualities be taught? If they must
be only selected, what is the best method of selection? What
changes need to be made in pre- and in-service teacher training
progiams to produce teachers better able to deal with special

. education problems in and out of the regular classroom? On what
dimensions could students and teachers be matched to facilitate
interaction and maximize benefits for both? While some answers
were being sought through data collection on the stratistician
model and the Outreach programs, special emphasis on affective
processes was maintained as a concentrated evaluation effort in
order to focus more clearly on specific, definable parameters.
The results of such concentration will hopefully support iniorma-
tion gathered from other evaluatior thrusts, and aid in inter- d
preting and integrating the cata collection of the program as

- .a whole.

On the first page of the RMRRC Request for Third Year Funding,
"affect" was introduced as one parameter of the general problem
of inadequate services to handicapped children. Focusing on
affect 111 hopefully heip insure that the deve]opmcnt of new 1
|
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models described in that proposal will indeed proceed on a wide
front, rather than depend on traditional, more easily measurable
.academic or achievement-oriented goals. On the second page, the
proposal stated that a reconceptualization of special education
services is needed, and that a thorough study of student-teacher
interactions and processes be projected. In.general, resource
people, staff members of pre-service and in-service training pro-
grams, and trainees themselves, overhwhelmingly agree' that affect
is an area where information and definition are crucially needed,
yet are easily avoided.

1
In contrast to the emphasis on language skills apparent in the
public school system, an absence of explicit instruction on covert,
affective communication skills is evident. Many persons can neither
conceal nor express feelings to their own satisfaction. This in-
ability \léads to mispercepticn in reading imperfectly concealed
or expressed feelings in others--a sad state of affairs when one
notes that "the central ingredient in the psychotherapeutic -
process (whether clinical or educational) appears to be the ahility
to perceive and communicate accurately, and with sensitivity,
the feelings of another and the meaning of thoseé feelings (Truax |
and Mitchell, 1971)." Inability to effectively communicate has led
to serious social consequences, among which are pervasive feelings
of loneliness, alienation, and sterility in interpersonal rela-
tionships. It seems likely that disruptive behavior in the class-
room may be an attempt to compensate for lack of effective com-
munication in more constructive ways.

Preliminary inroads have been made into the area of imstruction in
affect by such interaction training programs as Thomas Gordon's -
Parent Effectiveness Training (1970) and Norma Randolph's Self
Enhancing Education (1968), among others. Although these programs
represent helpful beginnings in improving interpersonal interactionm, -
they are still only beginnings. Many persons still find themselves
bewilderingly unable to consistently utilize such tools. For

such people, and even for those who are moderately successful,
resource persons must be ready with an "advanced course" in com-
munication training. They must be prepared to look at the diversity
of styles in which such tools may be used. For instante, subtle
nuances of expression can change the simple phrase, "Good morning,"
from a greeting to a warning. Mehrabian (1972) has estimated from
research in communication "channels" that 7% of a person's communi-
cation is expressed verbally, 38% extraverbally (voice tone,

pauses, inflection, etc.), and 55% by facial and body gestures.

A person able to help others integrate covert and overt channels
would be a very valuable resource. Indeed, greater awareness of
such covert, affective levels of interaction may, by itself, be

a catalytic factor in making regular as well as special education
more effective. lHopefully, by becoming aware of implicit

affective extraverbal and 1 uverbal communications, teachers and




.
students will grow more adept as using them, thus creating an
atmosphere more conducive to everyone's personal development.

This initial research effort explored only a few of the questions
dealing with affect. It was an attempt to delineate the most
elémentary dimensions along which persons could be differentiated
relating to their affective communication styles.

~
Attention was focused-on three broad research questions: (1) What
18 the description of a sample of student teachers in terms of
specific affective constructs? (2) Can relatively stable factors
of variables be identified by which we can describe the affective
domain in teaching of the handicapped? (3) Can we identify easily
measurable factors which are involved in the biasing or distortion
of affective communication, either in sending or in receiving,
and their role in determining a person's initfal impact on others?
Systematic evaluation of even basic factors such as these has:
only recently begun.

The particular factors and constructs chosen for study resulted

from assumptions common in recent research in communication theory."

They are: (1) All pérsons send messages on the affective level
either through their behavior or their nonbehavior. Meisages in
both modes are interpreted. (2) Relationships evolve according to
the way people affect each other through their message-giving
behavior. They confirm or disconfirm each other's feelings of
mastery and self-worth. The feelings accompanying the confirmation
or disconfirmation of self are the basic elements in the operation
of what we have called affect. (3) These feelings subsequently
determine one's expectations with regard to further interactions
with others, determine his bias to perceive others in a certain
wvay (e.g., positively or suspiciously), and determine the manner
in which he chooses to convey-his messages (e.g., passive-aggres-
sively or straightforwardly). ) Biases toward certain styles

of sending and perceiving messages-further influence the person's
entire experience of relationship aﬁh\development, thus truly
affecting the "whole person.'" As investigators of self-esteem

_ have noted, such a process is\usually circular: persons who
habitually perceive messages as negative (whether they are or

not) tend to send negative messages, which in turn cause others

to send back genuinely negative messages, and the cycle goes on.

Tf a person is to interrupt or take \voluntary control of such
destructive communication cycles hegust have (1) feedback as to
what messages are being predominantly perceived by others from his
behavioral cues, and (2) recognition of -the way he distorts com-
munication input from others. (This second requirement is quite
complex as it involves private desires, diqappointments, and
angers, which are often not admitted even to oneself.) The types
of measures selected for this study were intended to provide the
tools to meet both requirements. eQ\\
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METHOD

1

Instruments

Instruments were selected from the communication research literature
which provided: (1) data on attitudes and preferences which

gseem to determine the bias involved in interpretation of incoming
and outgoing messages; and (2) data on the feélings elicited in

an observer by a subject.

A rather large test battery was employed, in order to avoid the
pitfalls of the previous observation study (Working Paper Yy
wherein only one measurement device was used and was found not to
discriminate among the subjects. Within the  battery, an attempt
was made to select measures of complex attitude constellations
relating directly to behavior biases, as determined by previous
research. A number of test methods were selected, representing
five important theoretical orientations. ' Types of measures

were: direct self-report from open-ended essay ‘response; direct,
but objective questions concerning specific- feelings in specific
situations; indirect, objective questions of a general, philo-
sophical nature; and written verbal-behavior skill tests.

The first written measure was the This I Believe test (TIB). -The
test was developed from the conceptual systems and personality or-
ganization theory of 0. G. Harvey, David Hunt, and Harold Schroeder
(1961). This theory integrates a number of complex attitudinal and
behavioral predilections into categories or "systems" by which
people may be differentiated. The test is based on a person's
response to novel stimuli in his environment and his reaction to
threat. It is postulated that s person in any given system in-
terprets or construes ego-involving stimuli in consistent waye.
These ways of constructing arrange themselves along two dimensions,
the first being dependence/independence/interdependence, and the
second, abstractness/concreteness. As an example of the contrasts,
concrete behavior is characterized by polarized judgments; depen-.
dence on social cues relating to role, status, and authority;
inability to change set; and high need for structure and rule
orientation. These attitudes result in behavior which discourages
others from taking individual responsibility, lead to indirectness
in communication, and othetr similar situationally specified patterns.
Abstract behavior, conversely, is typified as more flexible, more
relevant to evaluation of possibilities and alternatives on their
own merits rather than with regard to social consequences, more
task-oriented, more "open" to novel stimuli, with communication
styles being more interpretive and clarifying than evasive or
judgmental. .

The second body of research represented is related to the first.
Bob Burton Brown, in The Experimental Mind in Education (1968),
likewise hypothesizes a continuum much like the above. He terms
the dimension "experimentalism vs. non-experimentalism.” His
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"experimental” person is similar to Harvey's abstract person in an
opposition to fixed, unchanging principles of belief and conduct,
in the active development of ongoing alternative hypotheses, de-
liberate introduction of change into the environment, and emphasis
on curiosity, growth, and mastery, rather than structure, status
quo, and self-protection. Behaviorally, the experimental person
(teacher, in Brown's studies) differs from the nonexperimental

in specific ways. Examples of differences are: providing students
with many options rather than a set schedule, allowing students

to direct their own activity and focus on their own problems,
rather than relying solely on the teacher for such directiom,
encouraging students to venture "over their heads' rather than
trying to fit everyone into the same mold, changing plans in
résponse to feedback rather than trying to force new events to
fit a pre-established schedule.

Brown's work, however, goes one step farther into the complex in-
terdependence between belief and behavior. Although the stage of
one's "experimentalism in thinking' is an important influence in
its own right, it is also important that one behave congruently
with one's thinking. This emphasis on genuiness and congruence
leads further into the area of communication. Brown gathers
evidence to show that a gap between the experimentaliem shown in
personal beliefs and the degree of experimentalism ore displays in
public leads to more disruptive and ineffective interaction than
merely a lack of experimentalism in both areas. Two measures were
borrowed from this research: Personal Reliefs (PB) and Teacher's
Practices (TP).

Logical extensions of the implications of Brown's work led to the
choice of the third theoretical area: self-disclosure (Jourard,
1971}, 1f, as Brown postulates, the disruptive factor in large
"belief gap" victims is the inability to express and operate on
their actual beliefs for fear of public disapproval, then-these
persons should be less willing to disclose themselves than highly
congruent persons. Jourard's questionnaires, Disclosure to

Best Friend (DBF) and Disclosure to Casual Acquaintance (DCA),
indicate to what extent a person has revealed personal experiences
to another with regard to various, sometimes "touchy" topics. It
was expected that high self-disclosure would correlate with the
experimentalism and abstractness measures to form a factor
indicating general openness. )

The fourth area of assessment included several tests of simple
verbal skill (Taylor, Ghiselin, and Yagi, 1967). Though they
represent factors of verbal fluency and flexibility, their rela-
tionship to patterns of belief or behavior have not been well
researched. These measures were included on the reasonable as-
sumption in much of education that a teacher's effectiveness
depends more on his verbal ability than on his affective style.

~
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Lastly, measures developed as a direct consequence of nonverbal
behavior research were included. It was expected that these
measures would correlate most closely with the results of the
observation scales, since they were developed from the same re-
search. The tests are Affiliation Tendency, Empathetic Tendency,
and Sensitivity to Rejection (Mehrabian, 1972).

{ .
The observation rating scale used was not a traditional recording
of discrete behavior units in code form, but an attempt to rate
the feeling induced in the rater by observing the subject. The
semantic differential scale used by Mehrabian (1972) was adopted
and expanded slightly. A-few bi-polar constructs drawn from the
written measures were included to determine how well they cor-
relate with their counterparts in the other two methods of assess-
ment. The value of this assessment technique lies in the fact that
raters are not asked to "decode!' (interpret) what the target
person intends by his communication, but simply to record the im-
pact of the subject's messages upon himself as an outside observer.
Raters were trained only for consensus in terminology and constructs

“to be used for recording the impact, the target areas to be ob-

served (e.g., head, body, voice), and the methodological rituals
to be observed (e.g., timing, order of presentation, etc.).
This 1s reported in the procedure section.

In experiments of this type, raters are considered representative

of the "naive observer” rather than as experts in the behavioral
sciences. It is postulated that the naive observer responds to
others on tie basis of subjective, internal norms--a sort of per-
sonal average of situations that have occurred previously. Averages
such as these form the basis for psychological stereotypes, and
stereotypes frequently serve as reference points for evaluating

new people. T .

It has been shown that such psychological stereotypes or personal
averages are relatively consistent within a culture and influence
the interaction between strangers. An understanding of the stereo-
type one evokes in another person should better enable one to pre-
dict how that person will respond in turn. Stereotypic expecta-
tions with respect to a new person serve to determine communication
patterns in all first encounters. !

With increased interpersonal contact, the stereotype may become

less important in determing the pattern of the interactionm, but

its importance in the initial stages of a relationship should

not be minimized. Situations such as applying for a job or making
contact with the parents of a student are good examples of situ-
ations where first impressions are important, and prior :expectations
powerful. This research paradigm is designed to enable considera~
tion of stereotypes as whole units, but not to make possible

an analysis of the components of individual stereotypes.
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It was expected that nonverbal ratings would reveal meaningful dif-
/ferences in the behavior of student teachers with their handicapped
students. Mehrabian (1972)discusses numerous studies which indi-
cate that verbal or explicit coding of messages (especially nega-
tive ones) is strictly controlled by social approval; because of
this, implicit channels are used to transmit the socially disap-
proved components. However, patterns of encoding on different
nonverbal channels vary among people according to their consis-
- tency, intensity, and congruency, thus making interpretation
of nonverbal cues a difficult task that often yields incorrect
and inconsistent results. The eff:ctsof many specific behavioral
cues on the observer have been investigated. For example, it has
been found that a person has more eye contact with one he likes
than with one he dislikes; generally more eye contact is perceived
as more positive (up to a point); moderately direct shoulder
orientation indicates intense 1liking; very indirect shoulder ori-
entation indicates intense disliking; backward lean of the torso
decreases as 1liking increases; smaller distances indicate more
positive interpersonal attitudes. It was hoped that by narrowing
observation to more specific cues that have been consistently
found to be important in previous research, and by averaging
‘responses of several raters, that consistent patterns of nonverbal
affective behaviors could be identified and their relationship
to written tests evaluated.
Reliability (primarily test-retest) for all’measures selected
ranges from .78 to .95, which was considered acceptably high.
More extensive information regarding reliability is available
in the published material for each measure deacribed.

Subjects

Subjects (Ss) in all cases were volunteers from the gtudents en-
rolled in the Department of Special Education, University of Utah.
Thirty-two students in their first year of training volunteered
to participate in pilot testing of the instruments; 1l of them ‘
completed the battery. Six students who were doing early (Winter
quarter) student teaching were requested to participate in
additional testing in order to help familiarize the regearchers
with the student~teaching situation. In the actual study, all
students enrolled for student teaching during Spring quarter

were requested to participate as part of the teaching experience.
Forty-six of them did so, but the few with strong objections were
allowed alternatives to fulfill course requirements. Of the

46 Ss, only 28 participated in the video taping. Objections by _

parents, cooperating teachers, or school districts made video
taping of the remainder impossible. Seven school districts in

the Salt Lake City, Provo and Ogden areas cooperated in the study,
with only one district failing to respond to the request for
taping permission. ~ ‘
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Procedure

The study was preccded by two pilot testing sessions. Pllot Session
1 was designed to investigate the written measures, and Pilot Session
2, the observation scaless :

First Pilot: During Autumn quarter, 1972, volunteers were recruited
from first-year special education students. Thirty-two volunteers
took a battery of written tests during a series of arranged group-
testing sessions. From the results of these tests, it was deter-
mined whether or not a meaningful range of scores could be dis-
-criminated by these measures. In addition, some measures were found
to be superfluous, others too lengthy-or too unpleasant for the
subjects. Those which appeared to have discriminatory power and
were practical were selected for use in the study.

At this time it was also decided that using volunteers was too
costly and undependable since only 11 Ss completed all tests in the
battery. Arrangements were then made with the Department of
Special Education to include participation in the affective re-
search as part of the regular student-teaching experience, with
individual feedback to be provided as a service from the RMRRC.

Second Pilot: During Winter quarter, the selected written

measures vere administered, in the same group format and the same
test order, to a class of six student teachers in the area of

mental retardation. After an initial "settling" period, these

-gix subjects were observed repeatedly in their claseroom settings.
During such observation periods, decisions were made about the

kinds of observation techniques to be used, the number and selection
-of variables to be included, and extraneous, environmental peculi-
arities vhich might need to be considered during the actual study.

Recording technique: It was decided to video tape the inter-
action of student teachers in a one-~to-one tutoring situation
with a handicapped pupil. This insured that raters would receive
similar stimuli for each S. Students teachers were given feed-
back later as they watched a replay of their own behavior and were
given the chance to judge how representative they felt the video-
taped sample was. A side benefit for the RMRRC was the creation
of a tape library for futuve use in classes, in-service workshops, etc.

Behavioral sample: The choice of variables to be rated
proved more difficult. Interaction scales (such as Ober, Flanders,
etc.) from the field of education were either too extensive in terms
of overall classroom behavior, or insufficient with respect to
affective communication. It was finally decided, after much ex-
perimentation, to adopt an affective rating scale in a semantic
differential format from social psychology (Mehrabian, 1972).
This allowed behavioral styles ta be evaluated with regard to the
specific affective responses engendered in the observer (see
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- would be taped; release forms were provided through their

discussion under Instruments). Mehrabian and his colleagues
have reported extensively on the interpretation (decoding) of
affective messages in multi-dimensional, nonverbal behaviors.
His work provided a basis for relating the interpretations of
complex communications of feelings such as '"warmth" to already -
charted patterns of behavior. :

The decision to video tapg students in a one-to-one setting rathﬁr than
in a group interaction was made to simplify the stimulus as much

as possible and still maintain a real-life, relevant situation. '

It was felt that the everyday teaching interaction should be used

to provide the spontaneous covert clues for observation, since \\
that was the context to which we wished to generalize the findings.
Therefore, no artificial conflicts-or other circumstances were \\
deliberately staged, other than the video tapi itself. Al-

though it is likely that merely being video taped changes be-

havior to some extent, and that different persons\react dif-

ferently to that kind of observation, attempts to circumvent

those problems by covert recording were both -technologically and
ethically impossible.

Actual Study: During Spring quarter, the written measures were
administered to 46 special education students who were participating
in student teaching that quarter. Presentation of the program was
made to a joint meeting of students and cooperating teachers. ]
Individual appointments were then made for a video-taping session
in their classrooms. Reminder phone calls were made to each §

one week in advance of the appointment. Each student was in-
structed to prepare an individual tutoring task lasting from
fifteen minutes to one-half hour. They were requested to have

two students prepared in case one did not come to class. They
were further asked to get parental releases for each pupil who

student-teaching coordinators. Twenty-eight student teachers
were able to participate in the taping.

Video taping: Taping procedurea‘in the classroom were as
follows: experimenter greeted student teacher and pupil while the
cameraman set up the equipment; environmental restrictions on the
tutoring setting were explained (the camera must face away from
the window, bodies of both teacher and pupil must be visible
from at least the waist up, the faces of both persons must be
oriented toward the camera as much as possible, that is, in a
side-by-side seating arrangement). It was explained that the
camera would be turned on before the signal was given to enter
the setting, then teacher and student should enter and proceed
with task as naturally as possible until signal was given to
stop--about 20 minutes later. After taping, both student teacher
and pupil were offered the opportunity to review the tape im-.
mediately through a play-back system built into the camera.
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During this period, both studenthn¢ student teacher were informally .
questioned as to their feelings and stress level during the taping,
their goals for the tutoring session, and the nature of the re-
ferral or handicapping condition, age, and grade level of the

pupil. This information was filed dlong with the parental re-

lease for future investigation as independent variables.

Observer selection and training: A 1list of volunteers for
observation of tapes had been compiled by solicitation at the
special education student advisory committee meeting during
Winter quarter. The first 6 observers who were available for the
arranged viewing times were hired. They were then individually
trained in a two-hour training session by the experimenter.

The semantic differential scale was reviewed and meanings at-

tributed to each bi-polar set of adjectives were presented and

discussed until consensus was reached. The two training tapes

were observed and agreement with the experimenter was checked.

After obtaining satisfactory agreement, the observer then was
' instructed in viewing procedures, a copy of which follows:

1) Start all tapes at number 100 and watch a five-minute
segment. The timer should be set for five minutes as the
tape machine is turned to the "forward" position. Watch
this five~minute segment three times, starting each time
at number 100; first two viewings without sound; last
viewing with sound but without picture.

2) Scale I: Facial. First, read through the list of adjective
pairs until you are familiar with them. Then view the
specified tape wegment with picture and no sound. Concen-
trate your eyes on the facial area only. Lastly, go straight
through the scale, marking your affective impression. Do
not go back to change ratings. '

3) Scale II: Gestures. First read through the list of adjec~
tive pairs until you are familiar with them. Then view
the specified tape segment with picture and no sound. Con-
centrate your eyes on just the lower body, the torso, from
the neck down only. Lastly, go straight through the scale,
marking your affective impression. Do not go back to change
ratings.

4) Scale III: Vocalization. First, read through the list of
adjective pairs until you are familiar with them. Then view
the specified tape segment with sound and no picture. Con-
centrate on the voice. Lastly go straight through the scale,
marking your affective impression. Do not go back to change
ratings.

5) Scale IV: General Impression. No further viewing of the
tape is necessary for this rating. Take a two-minute break
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before filling out the rating acalﬁﬁositting quietly

and letting your impression forml. not discuss any

ratings with other observers. You are relying on the overall
feeling you received from viewing the visual and auditory
fragments, and it does not matter which, if either, in-
fluenced you the most. Just trust your general impression.
Then go through the scale marking your impression. Do not
change ratings.

Furthet.Remindefs:

a) Trust your immediate personal feelings. Don't try to
"£ix" answers to be logical or consistent with previous
answers. ’

b) Remember to compare each pair of words to_each 3ther,
not to what you would think-to be the correct antonym
of the word. ;

d) Respond to what actually happened on the tape, not
to what you imagine "should" be happening. ]

¢) Watch the person, not the task being performed.

e) If you feel that you are becoming bored because you've
seen it all before, you are not watching specific areas.
You should see completely different stimuli during the
first and second viewing. Concentrate on the specifics
that the section is asking for, and don't rely on
memory from a previous viewing. ‘

£) Mark at the bottom of the first sheet if you know the
person being viewed or if you have seen them teach before.

Observers completed the viewing of the tapes, each in a different
random order, and reliability estimates were computed. Because of
extreme differences in cultural background, training, and degree of
experience with the teacher-pupil context, one observer was

dropped before reliability was checked.

Inter-rater reliability was computed by dividing the aver+ge covari-
ance among the raters by their average variance. As a result of
those figures, the decision was made to use an average rating for
the five observers. The reliability estimates for each scale

are as follows: ‘
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Average of

: ~81Eg}e Rater 5 Raters*
Scale I (facial ﬁxpression) 41 ‘ .78
Scale II (body géstures) .24 \ .61
Scale III (vocalization) - A .80
Scale IV (general? \ . .23 .60

*Computed by Spearﬂan—Brown coefficient.

RESULTS AND DISCUSSION

Regults were analyzed in three sections e first to be pre-
sented here are results of the written measires considered to ‘be
descriptive tools only. The total subject sample of 46 student’
teachers was described in terms of group meana_and standard devia-
tions; comparisons were made to known standards where possible.
Comparisons between sub-areas of special education were made,
addressing the question of whether different "types' of students
(according to these measures) were drawn to different areas.

These data were analyzed primarily for their value to department
area coordinators and those people specifically interested in:
issues related to selection of students. -

——
.

Tangentially, this descriptive data proved useful as feedback to
individual students. A number of subjects were shown their in-
dividual profiles on this battery of tests and reported the feed-
back to be both enlightening and emcouraging. (See figure 4.)

First Analysis: The "average" student teacher in special education
was described from these measures as: high in affiliation tendency;
average in sensitivity to rejection; high in empathy; more open
about ‘disclosing intimate personal information to close friends
than the average; not willing to disclose more than the normal
.= amount of personal information to casual acquaintances; and feeling
. a much lesser degree of conflict between the amount of experimental-
ism (openness) they experience in their personal lives and that
which they feel. is meeded in the classroom. Ome-third of the sample
tended toward the abstract end of the continuum on the TIB, whereas
only oze-fifth of most samples studied tend toward the abstract.
The data are presented in the matrix in figure 1. The averages
are especially interesting when compared to the means recorded in
original research on the measures. Mehrabian (1972) reported a
mean affiliation tendency among his subjects of 30, with a '
standard deviation (SD) of 23 (RMRRC figures: 48.85; 24.16);
the mean empathetic tendency was 41, with SD of 26 (RMRRC:
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48.84 ; 23.98) ; the mean sensitivity to rejection was comparable,
-6, with SD of 23 (RMRRC figures: =6.59: 20.85). As scated
above, the special education University of Utah student teachers
were somewhat more empathetic and affiliative than the averages.
Bob Burton Brown's (1968) averages on belief gap scores of teacher
groups ranged from 40 to 100, showing a much higher degree of
conflict between personal beliefs and beliefs dealing specifically
with teacher practices than do our figures. In Jourard's re=-
search on self-digclosure, an individual score above 25 on the
Best Priend measure was considered as a "high discloser"; 67%

of this sample had scores of 25 or greater. ‘

Unfortunately, data on the scales dealing with verbal usage from
prior regearch have been ambiguous and difficult to interpret, 80
ng useful comparisons were available.

There were no statistically significant diffcrences among the
various specialty areas of special education, although there vere
some provocative trends that may prove to be important in later
research. For example, on the basis of those data, it appears
student teachers in the behavioral disorder area are the least
sensitive to rejection, teachers of the deaf are most sensitive,

and teachers in the field of mental retardation are most empathetic.
Teachers in the learning disability area seem to display more skill
on the verbal measures, which seems logical since they deal more
directly with language skills. It may be that some sort of
"matching" between teachers and students is occurring spontaneously,
eiﬁher in the process of specialty area gselection or as a result

of actual classroom or teaching experience. The subtle matching
could certainly be made more efficient 1if the relevant matching
dimensions were specified and understood. (See figures 2 and 3.)

Second Analysis: Preliminary to the factor analysis scctionm, vhere
such specification was attempted, a correlation matrix of the text
data for all 46 S= was completed’ (table 1). A few correlations
higher than .37 (approximate sig. level foroc=.0l and df=44)

appear in the matrix. These were as follows:

1) CW(I) - CW(Tot) .72
2) Affil - Emp .49
3) Simil - CW(Tot) 49
) PB -TP s .46
5) Topics- CW(Tot)-- 43
6) TP - WA .39
7) WA - CW(I) .39
8) S-R -P .38

It is apparent that correlations 1, 3, 5, and 7 were between
measures of verbal fluency which reduced to a single factor in the
later analysis. With such test correlations, itmight be feasible
in future research to administer only one of the fluency tests
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‘inste&d Of—feur. The remaining correlations (2, 4,6, 8) in-

dicated more complex factor groupings, as well as a probable
component of method correiation on 2 and 4. According to later
factor groupings and predictive abilities of the test, it was
decided that the test for teacher practices could be eliminated
for future 'economy.

Factor analysis allows a relatively clear, parsimonious de-
scription of the relationship in a set of variables. This kind

of "data distillation” may be very useful in relating variables to
the theoretical constructs that empirical factors appear to
represent.

In an attempt to reduce the number of variables to a manageable
number of dimensions, six e.parate factor analyses were performed,
one including only the written test measures, an analysis of each
of the observation scales, and a second-order analysis of the ob~
servation scale factors taken all together. All factoring was
done by the principal component technique (University of Utah
Computer Center Program FACTOR) and in all of the analyses,
factors with an eigenvalue greater than 1.0 underwent varimax |
rotation. Additional technical information regarding the analyses

‘can be obtained from the authors at the RMRRC.

5 \ :

The correlatior matrices (with communalities in the diagonals) and
the rotated factor matrices for all of the analyses can be found
in tables 1-12 at the end of the report. . r

The relationship between a variable (e.g., a test) and a factor 1s\N
expressed as a correlation, commonly called a lssding. The

square of the loading is the proportion of variance that the vari-
able and the factor have in common. Obviously, the higher a
variable correlates with a factor, the more important it is in am
interpretation of what the factor "means.” 1In the tables that
follow, only variables with loading of .40 or greater are included.

first factor extracted from the analysis of written measures seems
related to verbal ability on the behavioral tests of verbal
fluency. '

-

Written Test Measures

Description of Factors Extracted: Test data factors. The
; |
Factor I: Ability to Associlate ‘

|

‘item ,
3) Topics .60 '
. 4) Similarities 55
2) Compound Words (I), .84

1) Compound Words (Total) .89
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‘Compound words (total) is a measure of verbal putput foria given

time period. Compound words (I) is a measure of flexibility.
The remaining two tests are ralso measuregof ability .to make verbal
associations, hence the name of the factor, Ability to Asgociate.

Factor II of the test data was more important in terms of \affect,
but also more diffjcult to interpret.

Written Test Measures N
Factor II: High Exper’fﬁerfalism

Personal Beliefs.  _ _. .79- e
Sensitivity to Rejection -.71 {
Word Associations .56 |
Teacher Practices .49 '

This factor seems to relate to the work of Bob Burton Brown
mentioned earlier, and was designated az high Experimentalism:

Factor III wes derived from the grouping of cests of Affiliation
Tendency, Empathy, and Teacher Practices. The predominant con-
struct may be called Persen Urientation.

Written Test Measures
Factor I1I: Person Orientation

Affiliation Tendency .85
Empathy .73
Teacher Practices 44

The last two factors seem to be essentially specific factors.

Factor IV is related most strongly to Disclosure to Casual Ac-

quaintance and may be termed Superficial Openness.

Writtenﬁiést Measures
Factor IV: Superficial Openness

Disclosure to Casual Acquaintance .86

Similarities 46 | —

L

By way of contrast, the last factor seemsjto be a measd}e of
Non-Superficial Openness. - '

3

Writien Test Measures
Factor V: Non-Superficial Openness -

Disclosure to Best Friend .83 _
Topics -.51
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Observation data factors, Scale I: Facial Expressiveness,

personal Responsiveness.

‘first factor extracted from table 1 seems to describe a person who
-i8 relaxed, genuine, warm, responsive, stimilated, encouraging,
curious,, congruent, involved, expectant, consistent, interested

and intense. This description may be thought to express Inter- \

Observation Scale I , '

Factor I: Interpersonal Responsiveness
Feelings about race .
item

1) relaxed - (bored) .85 |
2) genuine -(artifical) .88.
3) (distant) - warm .79 \
= 4) .. responsive - (dull) 73
5) stimulated - (relaked) T4
6) (foreboding) - encouraging .73
13) (approval-oriented) - curious .62 |
14) congruent - (m*;leading)x. .81 |
15) 1intense -~ (bored) .90
16) (phoney) - involved .84
17) (calm) - expectant .65
18) consistent - (inconsistent) 7
19) involved - (self-conscious) \?
Eye Contact . S /
23) (ritualisti - interested +65
Obgervation //
/
24) expectant - (bored) / .83
25) interested - {self-conscgpﬁif .82

parent-like. It was called the Dominance factor.

The

L
’

The second factor extracted from Scale I emphasized the qualities - ‘

of appearing dominant, cc:rrolling, inftuencing, important, and .

Observation Scale 1
[Factor II: Dominance

Feelings About Face

continued

item
7) dominant -~ (unsure) .79
8) controlling - (controlled) .78
370
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| - "
9) (influenéed) - influencing .86

10) impor:ant: - (unsure) .50
i 11) (guided) % autonomous .83
12) parent-like - (child-like) .56

\
mainly from e§e contact, which was

d interested, with head nodding.
ement.

The third factor was dra
frequent, direct, steady,
' This was labeled Facial Enga

Observation Scale I
Factor III: Facial Engagement

Eye Contact
item
20) frequent - (absent) .75
" 21) (fleeting) - direct .92
. -22) steady - (quick) .85
23) (ritualistic) - interested .57

Head Nodding (+)
26) often - (none) .53

The remaining' factors seemed to express qualities subsumed under
high experimentalism in the previous section, Calmness, Poise/
Self-Confidence, and ropriateness of Head Gestures.

Obgervation Scale I \
Factor IV: Calmness

Feelings About Face

item
12) parent-like - (child-1ike) .58
17) calm - (expectant) A48

Head Shaking ﬂ-)

28) (often) - none .69

R

Obgervation Scale 1
x Factor V: Poise or Self-Confidence

Feelings About Face

item |
7) dominant - (unsure) .43
10). 1important - (unsure) .77

19) involved - (self-conscious) .66
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ERIC 3456




Ot e 31 g g it iy b et e ——

Observation Scale I .
Factor VI: Appropriateness of Head Gestures

Head Nodding (+)

item
26) often - (none) .50
27)  appropriate - (random) .79

Head Shaking (-)

29) appropriate - (random) .%5

Observation data factors, Scale II: Body Gestures. The
first factor on this scale grouped the respgnses of the observers -
to target behavior which included: touchi g,which was frequent, /
appropriate, genuine, adequate, and effective; distance of teachéy _
from the pupil, which was close,approprigte, warm, and facilitating;
& concerned, possibly over-protective dégree of leaning forward; —

and an open,. involved, relaxed, moving b?fz’fffgﬂﬁéiioavﬂmrﬁls N
was terwed Open, Warm Involvement. g T

e

Observation Scale II
Factor I: Open, Warm Involvement

9) facilitating - (disruptive) .87

Touching
item
1) appropriate - (inappropriate) .79
2) (none) - much .71
3) enuine - (stilted) .85
4) skimpy) - adequate ' .84
/ 5) effective - (ineffective) .88
. ’ N - \
| Distance
| 6) close - (distant) 75
7) appropriate - (uncomfortable) .83 ]
8) (cool) - warm .92 ‘
|
|

Degree of Leaning

10) smothering - (self-protective) .56
11) concerned - (manipulative) .67

\ . : continued .
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Orientation

item !
13) open - (closed) .77
14)  (avoiding) - involved .82
-_ 15) moving - (stiff) .77
. 16) relaxed - (uptight) .19

Hand Relaxation

20) manipulating - (still) .81

L3

Trunk Swivel

23) often - (none) .69

The second factor consisted of judgments that the subject was
self-protective and rather rigid as to distance, degree of leaning,
and head pos;tion. It was called a Body Tension factor.

Observation Scale II -
Factor 1I: Body Tension

Distance

item
6) {(close) - distant .48

Degree of Leaning

%Q:? (smothering) -~ self=-protective .65
3
Nec

k Relaxation

21) (head supported) - not supported .83
22) (angled) - straight 77

r--

The last factors seem to express familiar constructs. They are
Patience, Relaxation, and Casualness.

Observation'Scale II
Factor III: Patiznce /

Touching

item
2) none - (much) .54
4) skimpy - (adequate) 45

continued
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Degree of Leaning

item .
12) patient - (pushy) .92

Observation Scale II
Factor IV: Relaxation

Orientation

item
.16) relaxed -~ (uptight) .42

Hand Relaxation

19) (tense) - relaxed .91 &

Observation Scale II ' _—
Factor V: Casualness

Orientation .

item )
13) open - (closed) 43
15) moving - (stiff) a4

Relaxation ¢ Arm Position

17) (symmetrical) - asymmetrical .88

Relaxation: Body Position

18) (symmetrical) - asymmetrical .81 . |

4
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Observation data factors, Scale III: Vocalizations. The
vocal channel produced fewer factors than the other scales, pos-
8ibly due to more experience on the part of the observers with at-
tention to the voice, resulting in more accurate perception of vocal
affect. The two factors, although labeled similarly, were orthog-
onal. That is, they do not correlate with each other. ; The first
factor was called Clear, Reinforcing Communication. It described
verbal-vocal messages which were: clear, reinforcing, Aelpful, ‘
enthusiastic, sympathetic, enjoying, positive, smooth, congruent,
and straight.
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Observation Scale III1
Factor I: Clear, Reinforcing Communication
item

4) clear - (confusing) .89
5) reinforcing - (disruptive) .95
6) (unnecessary) - helpful .92
7)  (mechanical) - enthusiastic .86
8) sympathetic - (important) .76
9) enjoying - (annoyed) .88
10) (negative) - positive .92
11) smooth - (halting) .86
13) (misleading) - congruent .91
14) straight - (double-messaged) .91

H

The second factor described messages which were concise and short,
called Conciseness.

b

Obgervation Scale III \
Factor II: Conciseness

/ item v
1) short - (long) »89
2) choppy - (drawn-out) .66
3) (overdone) - insufficient /.60
12) (loud) - soft /.67
/ 15) (wordy) - concise - | «84

!

'

Observation data factors, Scale IV: ,beneral Impression.

/After observing the visual and audio channels separately, the ob-

/ gervers rated each subject as to overall impression. The factor
analysis of these ratings produced geneta / attitudes factors which
resembled closely the first two factors drawn from each of the
visual scales. As suspected, this imglied/ that the visually
encoded messages had more impact on the erall response than did
the vocal channel, despite the fact that |the vocal portion was the
one most racently played back before naking an overall rating.

\
\
|

The first factor may be described in the following terms: self-
confident, patient, optimistic, flexible, task-oriented, congruent,
effective, open, trusting, sensitive, empathetic, comfortable,
liksble, competent, attentive, and informal. The factor label
chosen is Likable Competence. Since task-orientation and flexibility
had the highest loadings, this factor was probably akin to that

set of qualities embodied in Syatem IV in Harvey's research--the

most abstract functioning of his conceptual systems. The experi-
mental-minded person in Brown's research would also possess the
qualities contained in this factor. T

£
£x

375

ot




Observation Scale IV
Factor I1: Likable Competence
item
2) (approval-seeking) - self-confident .61
4) (demanding) - patient .78
5) (cynical) - optimistic W19
6) flexible - (rigid) L .86
7) erson-oriented -~ (task oriented) .90
8) Euioleadins) -~ congruent +51
10) (ineffective) -~ effective .58
11) open - (closed) .61
12) suspicious) - trusting .69
13)  (impervious) -~ sensitive .67
14)  empathetic - (aloof) .81
15) (anxious) - comfortable .58
16) 1likable - (n?t very likable) .67
17). competent - (incompetent) .61
18) (inattentive) - attentive «60
19) (formal) - informal ' .69

-y

The second factor was predominantly composed of items that give
the general impression of being directing, structured, confident,
and formal. It was termed Directiveness, similar to Dominance
on Scale I, though implying more activity. S

Observation Scale IV
Yactor 1I: Directiveness

item '
1) structured - (unclear) -1}
2) Tapproval seeking) - self-confident .56
3) directing - (loose) ' .94
19) formal - (informal) .69

[ L e ] | — b o ———

A person with a high score on Factor III might be considered struc-
tured, congruent, consistent, effective, open, trusting, sensi-
tive, comfortable, likable, competent, and attentive. The factor
may be called Congruent Openness.

bservation Scale IV, Factor III: Congruent Openness
.5 1) structured - (unclesr) .66
v 8) (misleading) - congruent .75
'+ 9) consistent ~ (inconsistent) .87
10) (ineffective) - effective .63
11) open - (closed) ‘ .67
12) suspicious) - trusting .49
13) (1,perviouo) - gensitive .56

/ L - continued
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15) (anxious) - comfortable .68
16) 1likable - (not very likable) .56
17) competent - (incompetent) .57
18) (inattentive) - attentive .60

« Second~order factor analysis. By factor analyzing the
factor scores for all 28 subjects on each of the four observa-

tional scales, a second-order factor analysis was obtained. The
analysis was done to explicate the relationship among the various
scale factors. As can be seen from the tables below, the second-
order factors are Responsiveness, accounting for 21% of the vari-
ance; Openness, accounting for another 15%; Dominance, adding 12%;
Relaxation, with another 9% of the variance; Casualness, adding

8%; Confidence, with 7%; and Calmness responsible for 6%.
total variance accounted for by the seven second—order factors

was 78%.

Factor Analysis of Scale Factors

The

Second-Order Factor 1: Responsiveness

Scale I Factor I Interpersonal Responsiveness .85

Scale II Factor I Open, Warm Involvement .85

Scale III Factor I Clear, Reinforcing Communication .89

Scale IV Factor 1 Likable and Competent .62

Scale IV Factor III  Congruent and Open : .59
Second-Order Factor II: Openness B

Scale I Factor III Facial Engagement .76
.. Scale II Factor III  Patience .51

Scale III Factor II  Conciseness 46

Scale IV Factor I Likable Compecence _=.48

Scale IV Factor II Directing T .43
Second-Order Factor III: Dominance

Scale I Factor II Dominance -.74

Scale II Pactor II Body Tension -.79

Scale IV Factor II Directiveness -.62
Second-Order Factor IV: Relaxation

Scale II Factor IV Relaxation .86

Scale IV Factor III Congruent Openness .66
Second-Order Factor V: Casualness

Scale I FactorV: Appropriateness of Head Gestures -.66

Scale II Factor V Casualness .76
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Second Order Factor VI:

Confidence

Self-Confidence

Scale I Factor V .82
Scale III Factor II Conciseness -.63
|
Second-Order Factor VI: Calmness
Scale I Factor 1V Calmness .92
Scale II Factor I1I Patience .51

The similarity of factors actoss scales implies that the affective
variables which are consistently important in the response of one
person to another are those dealing with: attentiveness or re~ S
sponsiveness to another; need to _control the other; confidence,
calmness, relaxation, casualness, or expression of positive feelings
gbout the self., The complex relationshipsbetween these areas have
been dealt with repeatedly in myriad theories of behavior. Our
task here was to affirm'or reaffirm the existence and operation of
these variables in a relatively natural setting, based on a reln-
tively natural affective response.. \
It was encouraging to find affective factors in response to a
teaching situation which were so similar to factors found to be
important in therapy and other "helping" roles: genuiness, ac-
curate empathy, nonpossessive warmth (Truax and Mitchell, 1971)
and the issue of interpersonal control of relationship (Haley. 1971.)
According to research on such interperson skills in relation to.
the process and outcome of therapy, it has been shown that these
affective areas of behavior can be brought under voluntary control.
Affective skills can be taught because they, in themselves, are
responses which can be modified by feedback. The first require- |
ment mentioned in ‘the. in! roduction for voluntary control of af-
fective style has been me a technique for feedback as to whet ¥
messages are being pred ately perceived by others from one 's “~
behavioral cues.
|
1
\

Once it is accepted in teaching (as in other fields) that nonverbal
cues are as important as verbal cues, specific changes in the in-
stitution can 'be initiated. The scope of changes implied and their
relation to behavioral theories introduced at the beginning of

this paper will be fully discussed in a second working paper, as

a sequel to this gtudy. For the present, we can only report on
the degree of success in predicting from attitude constellations
(bias) to nonverbal cues.

Third Analysis: Initially, it was intended to have area super-
visors turn in rankings for each of the Ss. These rankings
were to serve as additional criterion measures against which the
predictive power of the test variables could be checked. These
would represent the "affective style" of the § as judged by an
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official evaluator over a period of time. It was feared by some
that one sample of videotaped behavior would be misleading, al-
though there is research indicating that people habitually

exhibit only a limited variety of affective communication styles
across situations (Ekman, Friesen, and Ellsworth, 1972). Due to
the pressures of the end of the school year, etc., not all rankings
were obtainable, however, and could not be analyzed.

In the canonical analysis (which is roughly a factor analysis of two
sets of variables rather than one set of variables) relationships
were determined between patterns of test data and patterns of ob-
servation ratings. Such predicting from patterns to patterns is
difficult to interpret, but logically more realistic than pre-
diction from one variable. Certain strong trends did appear, re-
volving mostly around the issues of affiliation tendency, self-
disclosure or openness, and experimentalism. Predictions are re~
ported from measures of these traits only to the nonverbal areas
of body gestures, vocalizations, and general impression. Statis-
tical complications indicated the omission of Scale I, Facial
Expressiveness.

Canonical Correlation Pattern I

‘DBF .78 Closed Body Orientation . .95
CW (Tot) .64 Infrequent Touching .96 .
PB .54 Genuine Touching .88
Involved .81
S$im -.81 Moving .63
Intense .58
Straight Neck Position\\\ .50

i
One pattern emerging from the analysis seemed to describe the ex-
perimental or abstract person as explained in the introduction.
High scores on measures of experimentalism (PB), disclosure to best
friend (DBF), and flexibility (CW Tot), with.a lower sco¥e on
fluency (Sim) correlated with nonverbal cues of infrequent, but
genuine touching; active, involved, but physically closed orienta-
tion; and straight head angle for listening, which is indicative
of a symmetrical relationship rather than an approval-oriented
or authoritarian one. In other words, a .teacher who was fairly
open, flexible, curious, unafraid of change, etc., would be ex~
pected to convey interest, involvement, genuineness, without
necegsarily using physical closeness. From the theoretical
backgrounds provided by both Harvey and Brown, this would be ~
expected.

Canonical Correlation Pattern 2

DBF -,56 Sensitive 3.01
MA " -~ 40 A_lOOf 2 » 26
‘ o continued
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Comfortable - 1.67

Closed 1.60
Trusting 1.28
s Misleading : .99

Another pattern showed that a person who was low on sglf—disclosure
to both best friend (DBF) and caual acquaintances (DCA) was seen
overall as aloof and closed about themselves in general, -and same-
what misleading, but still sensitive, comfortable, and trusting.
This would not necessarily mean that a low-discloser was, in fact,
sensitive, comfortable, and trusting. \

Theoreticaliy, Jourard might disagree. It does suggest that a lot
of verbal output is not the only way to create a positive impact;
that people tend to attribute such qualities to one who is rela-
tively quiet. (This possibly stems from such folk culture as
“"gilence 18 golden," or "still water runs deep.”) Other hypotheses
could follow the line of reasoning that low disclosers typically
experience situatioms where they learn to behave in ways which are
generally interpreted to be sensitive, comfortable and trusting.
On the other hand, low disclosers might actually be more sensitive,
comfortable and trusting, and therefore not as anxious to manipu-
late the environment verbally. Such causal relationships cannot
be examined here. The most that can be said is--for whatever
reason--low disclosers were seen in this way; or, conversely,
people who were seen in this way were frequently low-disclgsers.

Canonical Correlation Pattern 3

cw (1) 1.22 Inappropriate 3.01
DCA .60 Disruptive 2.65
Sim .53 Effective Touching 2.01
"~ Adequate Touching 1.88

DBF -355 Stiff 1.39
Genuine Touching 1.26

Maaipulative .09

Contrast was provided by a third pattern, which indicated the corol-
lary of the low-disclosure patterns. Those with high scores on
disclosure to casual acquaintances (DCA), high verbal-fluency

scores on two measures (CWI, Sim), but low disclosure to best

friend (DBF) were rated as being able to use physical touch ade-
quately, effectively and genuinely at times, but also using it
disruptively, as well as using contextual cues of distance, body
lean, orientation, and movement in an inappropriate, manipulative,
stiff manner. This suggests some inconsistency in the ability to
read environmental cues (possibly the "babbling brook" syndrome).

It might possibly suggest, also, a homeostatic relationship be-~
tween the verbal and nonverbal channels. Low verbal contact results in
high nonverbal contact and vice versa; a purposeful inconsistency
between messages on different communication channels might exist.
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Canonical Correlation Pattern 4

DCA .74 Not likable 1.34 \
Af£11 .59 Directing 1.09 !
Trusting 76 )
CWI -1.07 Rigid .75 .
T Prac ~.55 Patient .62 N
Aloof .61 ‘ \
Misleading . .59 \

To complicate conclusions, a fourth pattern emerged, simjlar to the |
casual high-disclosure pattern just reported, but with the addition

of high affiliation tendency (Affil), high fluency (Sim), low

experimentalism (T Prac), low flexibility (CWI), and low disclosure

to best friend (DBF). 1In this case, affective perceptions of the

S were not at all clear, being described as patient, but rigid;

trusting, but also aloof; especially directing, misleading, and

unlikable. Apparently, too much glibness combined with the need

to be accepted and low flexibility and experimentalism is a. disas~

trous affective combination, resulting in much channgl discrepancy

and predominantly negative impact.

Canonical Correlation Pattern 5

DBF .62 -~ Enjoying Self / ©1.64

Affil 61 Unnecessary Verbalizat/ion 1.19

. Disruptive Verbalizat/ions .98

Emp - 67 Confusing Verbalizations .53
Negative Verbalizations ;53 1

Canonical Correlation Pattern 6

Effective Touching. 2.60
Affil .74 Tense (Symmetrical) Body Position 1.78
Inappropriate Touching 1.61
Emp -.86 Relaxed Body Position 1.54
Disruptive Distance 1.40
Cool Distance 1.02

A possible explanation for the negative effect of such a combination
might derive from the final two patterns (5 and 6), both of which
combined high disclosure and high need for affiliation with low
empathy. Verbalizations of Ss'with this pattern were responded
to as unnecessary, negative, confusing and disruptive,, although
raters thought the S was enjoying himself. Body gestures were
again inconsistent, with manner of touching being rated both as
effective at times and inappropriate at times; distance rated as
disruptive and cool; and body position rated as both relaxed and
tense. Again remembering that causal inferences cannot be drawn,
it might be hypothesized that this represents a situation where
motivation to meet a given need (affiliation) is so strong that

381

€}
JO(;




-l

35.47

17

35.17

jle

or 25.71

TOTAL: 36.22
o 24,16

ERIC

r
Full Tt Provided by ERIC.

Affillacige Semsigivicy So Bel-

AW:IM!S O TEST SCORES FOR SUP AREAS IN SPECIAL EDUCATION
AN

\
S

"ﬂ'll’l 1 .
Espathy Del. Gap \gg_y_n Disc/ CA  Flsx. As. 71, Id. ?l.y Ilds I;.?

'

1.3 34,13 19.19 20,8 11,30 19.06 2331 24.06  22.68

\
<1129 45.06 18.18 26.83 1.90 19,53 30,12 23 16,94
9.0 [/ W% 13.80 21.80 1.1

PR 34,86 17.29 26,40 14,57
.\ .
6,99 .85 17.83 - 21.63 12,28 19.00 26,87  22.28 18.%0
20.85 23.9 .39 3.03 6.60  4.40 643 1031 s.12
PR
wi)

o S



€8¢

. -
] // = \
wt - .o.... \

y

24 Empathy

24 Affiliation

/24

\
o N

e ) .

AVERAGE TEST SCORES (AFFECT) FOR SUB-AREAS OF SPECIAL
* EDUCATLON
\\r}

. Figure 2 \

-
/ ~\.

e /" ,r’//’ Disclosure \\\\\

to Best Friend
///;elief

K Gap DiscH

to Ca

[ A

KEY: MR — —
Total
w ces v o

. / *  BD —-




L9

AVERAGE TEST SCORES

Figure 2

\ :
(AFFECT) FOR SUB-AREAS OF SPECIAL
EDUCATION

2\

/’ N

P / Disclosure> /\

to Best Friend

@

A i

. Senmsitivity \ /o Rejection
\

\ /'

SN
Belief .
. Disclosure
Gap to Casual
—Acquaintance

KEY: MR — = —
) Total
w - o S50

BD - —

DF —e—




12°13

3o 1T

™ . KEY:U) YR XX
e .’ Total e
M —~— -

BD ——— o ——

Associational
Fluency

: Ideational
Verbal ' Fluency
Flexibility ) (Creation of Words)
\ 14
r
‘ (s

AVERAGE TESTS SCORES (VERBAL) FOR SUB-AREAS OF SPECIAL EDUCATIQ

Figure 3




KEY, LD [N XN
‘ Total emmeuw
MR - — -

BD — - —

Associational
Fluency

Ideational .
Verbal F luency
Flexibility (Creation of Words)
i Tdeational
] Fluency
/ (Similies)

i ‘ ‘l\
AVERAGE TESTS SCORES (VERBAL) FOR SUB-AREAS OF SPECIAL EDUCATION

i

Figure 3 /

/

oo
—_—— N
oo




c8¢

&
I «
Individual Feedback Chart (Example Only)
/ : Figure 4
% 7 ¢ KEY: Group Nomm
Individual
HO B
B A2
sd -~a4 % )
> 2763
3D~3.9y
_ . Belief 540 3
2e Gap D;c’;)}&re
/ h /7.43 to Best
il N sb-539 Triend \ Disc
70 /
Affiliation ;.-;-J-P‘b Cas
N z

i”"0

= A04

' , Z i ’
\]..L.n ' !

sd-20.95 ;

/../7 !

Sensitivity to Rejection . ;




Individual Feedback Chart (Example Only)

/ Figure 4

. KEY: Group Norm —
Individual Score -—

——— —

3

Belief ac

N

4
Y

\

Disclps re
to Best

sb-y.35 Friend Disclosure to

’ \ ,2.2¢ Casual AcquLintance ,'
3h- 6.6 !

\ -

Affiliation

+ + 4 / +
\\/ v
sh-20.95
\

-7
Sensitivity to Rejection




TABLE 1

Correlation Table for Written Test Material

\

AFFIL EMP S-R T PRAC P BLF . BF CA TOPICS WA SIMI

AFFIL T4
EMP .49 .71
S'R 012 016 065 1
T PRAC 020 |16 '009 061 v
P BLF . .05 09  -.38 <46 .70
BF .21 .3 .03 .07 -.15 .77

w CA -.05 .08 .03 .19 .00 .19 .81

® TOPICS -.07 -.22 .00 .04 .08 =17 .12 «63

D wuaA -.03 .02 .23 .39 .33 .04 .11 -.09 .61
SIMIL -. 14 .08 .13 -.05 -.03 .27 =31 .21 -.09 .6
cwl .09 17 .13 .17 .13 .16 -.15 .29 .39 .3
CW TOT .05 .10 .10 .11 .03 18 -.17 .43 .28 o4

¥t

e f




1

FFIL EMP
74

.49 .71
.12 .16
020 016
.08 .09
.21 ) |
’005 008
007 '022
.03 .02
.14 .08
.09 .17
005 010

S-R

.65

"009

-.38
.03
.03
.00
.23
.13
.13
.10

TABLE 1

Correlation Table for Written Test Material

T PRAC

.61
46

007 -
. 19'

.04
.39
-.05
.17
.11

P BLF

BF

CA

TOPICS

WA

SIMIL

cwl

Cw TOT




Table 2

Rotated Factor Matrix for Written Test Material

A

Factor 1. Factor 2 Factor 3 Factor &4 Factoq
TIB -.25 W57 .22 .10 -.08
AFFIL .01 -.11 .8 5% .01 -.01
EMP -.05 04 N T -.13 -.39
S$-R -.26 -7 1% .23 .18 .05
T PRAC -.06 49 AR .40 .09
P BLF -.02 W7 9% .21 -.,03 .19
BF -, 16 -.09 .18 .15 -.83
=4 CA .15 -.02 -.13 B 6% -.20
~ TOPICS -, 60% A -.02 -, 13 -.03 .51

WA -.36 . 506% .07 .40 .03
SIMIL -.55% -.04 -, 14 A -.38
CWl : -, 84% W17 .16 .04 -.07
Cw TOT -~ 39% .00 .00 - 12 =, 09
Eigenvalues °* 2,67 2. 14 1.90 1.19 1.05
Accumu lative Percent

Variance Accounted -

for ° 20.55 37.04 51,67 00.82 66,90}
Accumu lative percent

common variance 29,83 53,76 /4,99 &6.27 100.00




Table 2

Rotated Factor Matrix for Written Test Material

Factor 1 Factor 2 Factor 3 Factor 4 Factor 5
/
-.25 YA -.22 .10 -.08
.01 -.11 .85% .0l -.01
-.05 .04 Y X Ly -.13 -.39
-.26 -o7 1% 23 .18 .05
-, 06 o 49 RS .40 .09
-.02 W79 .21 -.03 .19
-. 16 -.09 « 16 .15 - 83*
.15 -.02 -.13 .56% -.20
- 60% -.02 -.13 -.03 o51%
-.36 ¢ 50% .07 .40 .03
-e 95% -.04 - l4 - 407 -.38
- 84% o 17 .16 .04 -.07
-.89% .00 - .00 -.12 -.09
alues . 2.67 2.14 1.90 1.19 1.05
lative Percent
nce Accounted
20.5%_ 37.04 51.67 0C.62 66.90

lative percent
on variance 29,83 53.76 14,99 £5.27 100.00
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ERIC

Aruitoxt provided by Eic:

1 .85%
2 .88%
3 - 79
4 LT3
5 A
[ - 73
7 .10
8 - 15
9 -. 19
10 .11
11 -.03
12 -.28
13 -.62%
14 .81
15 . 90%
16 -.84%
17 -.05%
18 .70%
19 .« 00%
20 .27
21 ~.2b
22 Lal
23 . 63%
24 T.83%
25 .82%
26 .35
27 .14
28 .24
29 b4

Eigenvalues:

13.65

Accumilative percent variance accounted for:

47.07

Accumu lative percent comron variaace:

57.6

Table 4
Rotated Factor Matrix for Observation Scale I
-.09 -.09 -.07 .13
-.0% -3 -.19 .03
.02 .30 .33 .02
- 07 -0 33 -.25 .08
.0, -. 1o -.38 .05
W13 .32 .06 -.07
TG -.10 . W11 .63
.18+ -.22 -.05 .23
-.80r - 10 \ -.01 -.01
.50 -.06 -.07 ST
-.82 . 10 \ .20 .02
o307 .0, \ . 58%* -. 18
K .10 -.28 -.21
Wl -~ 30 .24 ~.02
.23 -.01 -.18 .07
-.02 W21 .02 ~.06
-2 .09 . 48% .03
.10 024 - .31 .12
.o -.08 -.10 . 06*
9 L T -.06 .15
-.07 .92 .13 -.07
.08 -.85% ~.07 -.02
.12 W37k .15 -.21
.05 - 17 -.29 .08
. 3¢ -0 27 -.13 .08
.l - 53 a24 -.30
ot 40 -.06
.22 .21 .04
.Qc -. 14 ~17
).
3.94 2.31 1.16
00.05 8. 60 7 18,07
Tayds £3.97 95,56

8(’3{)

.25

.03

.00 {
.50
L 79
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kL
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Table 5

correlation Table for the Twenty-Three
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Table 6

Rotated Factor Matrix for Observation Scale II °

1 -.79*”
2 o . 71%
3 & -,85%
4 «84%
5 -.88%
6 -, 715%
7 T e 83
8 . 92%
9 -.87%
110 - 56%
11 - 67%
12 -005
13 '077*
14 .82%
15 .. - 17%*
16 - 79%
17 025
18 .31
19 ) .16
20  -.81%
21 -.0l
22 -.14
23 ,=e69%
Eigenvalues
12,78

Jd4 0 -,38 -.14
.20 .54 L .02
.04 -.12 - .08
-.03 W45 .10
-.13 -.18 -.00
-.48 .16 TL12
S A .11 .08
.18 -105 -.13
-.17 -.09 .22
-B5% .03 -.06
-.06 . .26 .31
-.06 S-,02% -.15
-.06 .07 .40
016 '012 ‘023
-.10 . =07 .24
-.18 .03 W42
-.07 -.04 .03
.02 12 -.12
-.05 .13 -.91%
-.11 .21 . =425
-, 83% -.19 .22
- 77% .26 -.33
-.17 -1 .05
2.27 1.64 . 145

N

Accumu lative percent of varience accounted for:

55.55

65042 72.57 ' 78.87

Accumu lative percent common variance

66.22

77.98 86.51 94,02

di3

A3

22
- 16
«32
-+ 10
.22
.08
.26
'014
.20
o3l
.06
-.01
+43
'037
44
.31
-.88%
-.81%
-.06%
‘005
-.20
.05
.34

1.15

83.89

100. 00
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Table 7 B : )

Correlation Table for the Fifteen ILtems of Observation Scale III

ay .
*

1 2 3 4 5 - [ 7 8 9 10 11 12
t
1 . +80
2 A .43
3 -e52 =27 ¢ ,57
4 17 -.05 .35 .81 )
5 L3 .06 .39 .92 .90 - °
6 .23 .03 .31 -.77 -.85 .87
w 7~ .10 elS =43 .63 76 .81 .79
v 8 #.02 -.08 .37 .50 .66 .71 -.79 .60
9 -.16  -,22 .45 .72 .85 -.81 -,90 .75 .87 &
10 ‘.04 .12 -056 _‘078 ‘.86 080 .84 -.81 ‘.83 86
11 .08 -,05 .39 .74 TT =74 =76 .63 =74 -.79 .74 .
12 Y S A | .28 $27 <22 .38 .16 51 -.29 .37 .55
13 -.05 .19 ..52 -.91 ..88 76 .70 -.59 -.79 .78 .73 .32 |
14 010 --04 .53 085 081 ‘082 '070 .60 .71 -0_78 076 026
15 7l =041 .29 .41 -.37 49 04 =09 -.06 .19 .28 .42

i




Table 7 . :

Correlation Table for the Fifteen Items of Observation Scale III

)

3 - 4 5 6 7 8 9 10 11 12 13 14- 15 Rl

2052‘ '091 -088 .76 .70 -059 -.79 .78 -.73 -032 083
:53 ’ .85 081 '.82 -070 060 .71 .078 .76 '.26 -091 083
029 .‘;41 -.37 .ﬂg .04 .-009 -.04 .19< -.28 .42, 026 -}40 083

LY



- E TABLE 8
- ) .
E ROTATED FACTOR MATRIX FOR OBSERVATION SCALE III
1 2
- - 1' '. 11 .89*
2 .\ =06 «66%
3 047 . -060*’:‘
é «89% .09 T
‘ 5 : 095* .04 . ;f .
6 - 92% TS -
7 '086* 023 4'
8 o 76% .12 7
. 9 088* "029 /
10 bt 4 92* . 14 ‘
11 086* -003
12 .31 - 67%
13 = 91% .08
14 ¥ «91% .03 -
15 “e 36 '-084*
Eigenvalues —
8042 . 2087 A
’ Accumulated Percent of Variance Accounted for
56.10 . 7?.22
Accumulated Percent of Common Variance
7 74.58 100,00
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| 1
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E, 1 .73
2 -
E . 3 54
3 > 4 -.29
E s '-“
E :; 6 .14
E . 1 .03
' ' 8 -, 62
E 9 .‘09
E 10 --60
E 11 40
12 Y
v 13 -.56
‘ 14 43
15 -.“
16 49
17 «66
u --60
19 07
"
o yey
 hy

o717
-.54

-53—“;65‘

.69
-.‘8
- 51

.59
‘-M

o72
--57

«65

+65
--61

.64
'-7‘
.-71

o712
-20

.93

‘-36
=.00
-.05
‘-26
.30
--“
<12
’ng
--35
27
-e 11
«36
29
--“
.51

<66
.71
--68
--65
«53
-e 33
.58
bt 56
«52
64
=73
.58
--61
"-66
.59
«55

84
-.30
--65

.73
-.40

o76
‘-63

.80

.76
--80

«65
73
- 74

74

W42

-84
-.55
.24
--57
.65

.-70
-'77
'057
.64
.38
‘055
=+ 65

84
- 69
.81
- 76
82
<76
-.70

.70
"-75
o76
&0

TABLE 9

9 10
.77
--66 -86
.5‘ -.71
-y 51/ -75
--60 -32
b3 =76
-156 -70
571 .57
153 --80
=81 .90
- 16 -35

11

.82

:_‘--75

--8‘

74
.86
-.80

.69
..71
-.56

12

74
67
=77
77
.88

-.67 *

«70
o435

13

14

had ] 78
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CORRELATION TABLE FOR THE NINETEEN ITEMS OF OBSERVATION SCALE 1V

15

--71 -1



TABLE 9°

CORRELATION TABLE FOR THE NINETEEN ITEMS OF OBSERVATION SCALE IV

3 4 .35 6 7 8 9 10 11 12 13 14 15 16 17 18 19
+93
04,66 o
’036 -71 .8‘0
--w '-“ 'an -81 47 e
05 -.65 {i,;65 079 .84 .
-.26 3.53 _‘3173 '-“ ~e 55 -8“ ' t"‘

-30 "-33 '060 -38 -2‘0 ‘-69 .77
'-‘6 .” 076 : --62 --57 .81 "-66 -86
. -12 '056 '-63- .65 -65 '-76 -5‘ --71 .82 ¢
"529 052 .80 -, 77 '0“ -82 .-51 075 --15 74
'\35 -“ -76 '067 -.70 -16 '-60 .82 -.310 -61 .53
-27 "-73 --80 .77 .77 . .-70 1‘05 -.76 -1“ .-77 -.Qlt .8‘0
'Ill .58 -65 ‘.6’. ’057 .30 '056 I7o '-86 -77 -66 -.72 -79
-36 '-61 --73 -61 -“ -70 057 057 -.80 -3,8 '073 '-90 -81 -83 ° a
-29 '-“ -.7“ -61 Is‘ --75 I53 -.80 069 :_-67 “.79 .70 '-11 -70 .77
‘-“ 059 o714 -.“ ~e 55 076 '-61 .90 '-71 -70 «83 -, 78 73 --85 ‘-82 -6“
-51 .55 -42 '-62 '0‘5 0‘0 - 1“ 035 '056 -“5 " -“ 'c“ -51 '-‘3 -.42 039 -“

£
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TABLE 10 - -0 -

e ’ _ ROTATED FACTOR MATRIX FOR OBSERVATION SCALE IV i
: 1 2 3 . ' ‘ -
H . P . o o oy Pl 3

1 - -.06 o564 . 66% i

2 .61% -.56% -.28 %

3 .01 , 9% .19 |
y 4 - J18% .00 -.22 |
‘ 5 c19% =34 - . =31 |

6  -.86% -.07 .26 \ g

7 =90 ° -.10 .12 . '

8 .51 . -rll / -.75%

9. -.11 .09 87%

10 . 58% -.37 -.63 :

11 | -.61% -.04 .67% :

12 * .69% - 17 -.49

13\ .67% -.264 - 56%

14 -.81% .17 .39 "
# 15 .58% .00 -.68% -

16  -.67* .25 . 56% ‘

17 -.61% .28 " J57%

18 60 .36 < . 60% _ -

19 .69% .56% -.20 o A

7 ~Eigenvalues . “ oo /
\ioU 195 2.40 1.01 = .

Accumulated Percent of Variance Accounted For , ;

Accumu lated Percent of Common Variance
77.77 93.40 100.00
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"073
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024
.64
.07
-.40
.26
%60

-.12 l
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.TABLE 11

S1F2 S1F3 SiF4 SI1F5 S1F6 §2F1

065
.00
.00
.00
00
.02
«26
._028
15
-.04
.05
- 17

" =s05

.34
-.09

-64
o0
-00
.00
«25
.05
.20
023
-.04

‘-007

24
.25
.21
.06

',36

'.00 :

.00

.18

-.0“
.31
-.16
= 12
-.02
.07
004
=35
.01

076
.00
-.28
003
’021
"028
.07
‘,010
-.32
e 11
-.05
-.05

© .69
=.26
.14
-oll‘
.18
'=.09
-e15
-.34
-.17
.11
009

.86
.00
ow
.00
.00
-.63
022
+48
-024
-+50

S2F2 S2F3 S2F4 S2F5 S3F1 83F2

74
.00
.00
-00
-.01
-0“0
.09

obb . -

- 12

=18
.00
000
.32
.39
.02
.14
.12

.85
.00 .68
L[] 26 L 19
.17 .01
26 =10
. 03 --03
.so .;7
/
/

CORRELATION TABLE FOR THE OBSERVATION SCALE FACTORS (16 FACTORS)
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IS1F2

- .65
.00
)
-+ 00
.00

.02
F «26
~'028
- .15
=04
* .05
Te 17
'005

'009

o34

TABLE 11

10N TABLE FOR THE OBSERVATION SCALE FACTORS (16 FACTORS)

S1F3 Si1F4

64
00 .86
.00 .00
.00 .00
.25 .18
05 =-.04
.20 .31
«23 -.16
<06 -.12
e 07 - ._QZ
226,07
.25 .04
«21 =.35
.06 .01

)

{
|

iSIFS S1F6 S2F1 S2F2 S2F3 S2F4 S2F5 S3F1 S3F2 S4F1 S4F2 S4F3

.76
., «00
-.28

.03
-.21
-.28

.07
j=«10
-.32
el 11
-.05
=.05

.69
-.26
.14
-.14
.18
-.09
.15
=34
-.17
.11
.09

.86
.00
.00
.00
.00
‘063
.22
48
-.24

=.50

74

.00
.00
.00
-.01
-. 40

.09

.78

.00
.00

.32

.39
.02
.14
.12

1

.85
OM
«26
.17
.24
.03
«50

.68
.19
.01
“e 10
-.03
.27

.89
.00
-5
.33
.64

.80
.37
.08
.09

71
.00 .9
.00 .00 .88
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S

the very skills required (empathy) to achieve the need are
overlooked. Or possibly the ambivalence inherent in a strong de-
pendency on affiliation with others is coded through low empathy
and 1nconsistent verbal messages.

In short, this section seemed to indicate that the written measures
of experimentalism, disclosyre, affiliation and empathy had the
most predictive value. e ‘advice to be drawn from the results
might be stated-as—"Kéep your mind open and your mouth shut if you
want to have a positive affective impact on others." - More .
seriously, the data do seem to. call into questiocn some of the
recent propaganda advocating closer physical contact and sharing

of self-revelation as techniques to enchance affective communication.
1f these ratings are to be believed, the naive observer prefers -
more self-containment and genuineness with his warmth. The most
channel discrepancy was found in combinations of high needs for
affiliation with low experimentalism and openness, or low empathy.
Possibly this represents & "belief gap" or ambiguity in feelings
about others which:lessens the person's affective impact.

In summary, we have found that (1) students in différent specialty
areas have differing profiles on certain affective measures, at least
to some extent; (2) factors emerging from written and behavioral
data corroborate other findings (Mehrabian, 19?22 that affective
variables are influential in three main areas.of ‘responsiveness

to others, power or control over others, and positiveness--especi-
ally about the self; jand finally (3) patterns which combine a ,
degree of self-disclosure with a degree of open-mindedness
(experimentaliam) and degrees of affil ation|and empathetic tep-

dencies best predict the affective response created in others by

one's nonverbal behavior. With this, we have fulfilled the second )
requirement mentioned in the introductibn for the voluntary control '
and training of affectiye behaviggf a greliminary 1nsight us to

patterns of bias which distort the sending of messages.

needs at this point are for further explanation of 1ntetre1at#on—

ships among these variables, and further study of their effects

in an ongoing behavioral situation, both of which are planned.
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S1F1

. S1F2

S1F3
S1F4
S1F5
S1F6
stg
S2F
s2F3/’
S2F4’,
S2F5\
S3F1
S3F2,
S4F1
S4F2
S4F3

Eigen-
values

ROTATED MATRIX OF SECOND-QBDER'OBSERVAIION‘SCALE

&
FACTOR 1

'.85
" =.05
"c12
-.07
06
17
~.85
-.05
.28
.01
.18
.89
-.05\
-.62
.35
«59

3.39

\
»

FACTOR 2

" .05
"024
76
-.02
«10
«.09

. 10
.18
51

14 .

-.05
.02

.46
.48
.43
.14

2.36

P

TABLE 12

- - ——— e e,

!
[

FACTOR 3  FACTOR &
.05 | =.03
R VN -.12
’, "006 N ‘017
TL06 .03
07 «23
-12 -.36
T =05 .03
%79 .04
.09 .20
-007\~ ‘0\86
=03 =17
‘012 ‘121-
.36 .01
004 } ‘027
-.62 .17
c16/ -066
195

1.42

Accumulated percent of variance accounted for

.21.18

35.91

48.00

Accunulated percent of common variance

27.15

46.03

61.52

56.91

72.94

FACTORS

FACTOR 5

.22

.12
-.01

. '.-02 b
) «11

-c66

.16

-, 12

"002

-.08

76

«01

.23

.10

-.11

022

1.27

71,58

64.84

83.11 91.75
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TABLE 12

ROTATED MATRIX OF SECOND-ORD%R OBSERVATION SCALE

Y

FACTOR 1
»

o 85
.OS
. ea12°

o
TS YA
/ -85
T v=.05
- .28
.01
[ .18
.89
'::A .-005‘
- - -062
. ©  «35
T - .59
k3

- % 3.39 -

21.18

lated percent
27.15

FACTOR 2
.05 .05
{ ~2h | -
X 76 ., -.06
5 -.02 .04
\ .10 .07
I -.09 12
010 '005/
.18_ =79
51 .09
.14 -.07
-.05 -.05
-.02 -.12
-« 46 .36
§ 48 .04
«43 ~.62
.14 .16
-»
< 2436 1.95
lated percent of variance accounteé%for !

35.91 48.0Q

of common variance o v
61.52

46.03

/
i

FACTOR.3 ~ FACTOR 4

'003
-.12

"017 ’

" .03
.23
-.36
.03
.04
.20
-.86
-.17
b} 21
.01
- 27
«17
-.66

1.42

t56.91

\
72&94

et

FACTORS

FACTOR 5

22
.12
-.01
-.02
.11

e 66 .

.16
V- 12
. =.02
-.08
.76
.01
.23
.10
-y11

022

1.27

64.84

83.11

FACTOR 6

.00
~e11
"'05
{331
.82
-.29
«26
-.23
37
«25
-.18
17
.63
' .10
17

-.03 "

1.08

vl

/
71.58
\\
\
L 91.75

¥

FACTOR 7

.02

109

.00
-.92

006\'

-.03
-.18
-.08
-.51
.11
.00
-.09
.04
.05
.38

%..08

1.03

78.02

100.00




T\\_REFERENCES

Brown, Bob B. The gggeLimen¥51 Mind in Education. ' New York:

"Harper and Row, 1958.
, raul, Ftiesen, W;V., and Ellsworth, Phoebe. Emotion in ° -
the Human Face: Ggidelinea §%£ Researeh and Integration of -
Findings. New York' gtess, Inc', 1972.. '

i

Gordon,‘fhomas. Patentngggctivenesa Training. New York: Peter
Hc WYdﬁn, Inc.’ 197 - > -

J —_— .

\

’E’P and Schroeder, H.M. Conceptual Systems
i “ and Pets nality Organization. New York: John Wiley}and Sons,

-

| : |

Jourard, Sidhey M. Self-Disclosure: An Experimental Analysis of ~-

. the Transparent Self. New York; John Wiley and Sons, Inc.,
1971: i . .

Mehtabiau, Albert. Nonverbal Communication. Chicago: Aldine-
Atherton, Inc., 1972 .

Randolph, Norma, Howe, W;, and Achterman, E. Self Enhanéing

i

Education: A Ttainigg Manual PACE Project, Title III \

ESEA, 1968. | | \
|
|
\

LY

Taylor, C.W., Ghiselin, n., and Yagi, K. Exploratory Research on
Communication Abilities and Creative Abilities, Technical

Report, Grant No.' AF-AFOSerAb-ﬁS Ditactorate of Information .
Sciences, Office of Aetospace Research \L967.

Interpersonal Skills in Relation to Process and Outcome."

In Allen E. Bergin and Sol L. Garfield (Eds.), Handbook of
Psycholtherapy and Behavior Change: An Empirical Analysis.

New York: John Wiley and Sons, Inc., 1971. o

|
Truax, C.B., and Hitchell K.M. "Research on Certain Therapist \
|

. T4
Watzlawick, Pauls An Anthology of Human Communication. Palo
Alto, California: Science and Behavior Books, Inc., 1969.




Exhibit L.1
DESCRIPTION OF WRITfﬁN MEASURES

I. Measure of openness about disclosing personal information;
Self-Disclosureé Questionnare (SDQ). § answers true or
false to preyiously rated items of intimate content, accord-
ing to whether S. has or has not truthfully disclosed that
information tp a given target person. Target person may be
defined by th expe7imenter, and is usually designated as
"best friend of the same sex," or "casual acquaintance of the
same sex," or both,\if comparison is desired. S is rated as
a high-, medium~, or low-discloser according to toal number
of "true" anewers. Studies have determined related behavior
patterns. .

II. Measure of consistency between beliefs about people and the
world in general, and injunctions about proper teaching
practices: Belief-Gap Questionnaire, given in two parts as
Teacher's Practices Questionnaire (TPQ) and Personal Beliefs
Questionnaire (PBQ), respectively. Objective tests
where S agrees or disagrees with statements of metaphysical
or educational belief and classroom practices. Score is the

- __.-subtraction of one total from the other, and represents the

. width of the $'s "belief gap," or incensistency in thinking.

« - Studies show that large belief gap teachers are less effec--

' tive than are small gap teachers, regardless—of belief
contents--.. _ . e

)

III. Measure of structure of belief systems in terms of rigidity/
flexibility: This I Believe test (TIB) is an open-ended,
short essay. test in which S responds to several referents
such as religion, immorality, myself, people, etc., in terms
of his beliefs. Content and process of beliefs is scored by
trained raters on a number of dimensions, including rigidity, ‘
flexibility, evaluativeness,.cynicism, integration, etc.

Studies relate patterns of scores on these dimensions to
behavior. Cumbersome because of the need for two or more
raters and inter-rater reliability criterion.

IV.\ Measures of empathetic tendency toward others, sensitivity

to rejection, and affiliation tendency: Measures of the

same names drawn from studies by Mehrabian (1972); sets of
direct questions concerning preferences for certain responses
over others in given eliciting circumstances. S rates
preference over the stated response on a bi-directional scale
with reversed items. Total scores after items are re-reversed
indicate level of that factor of that S. Related to defiped

1
i

sets of nonverbal behavior by research. .
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V. Measure of ease of verbal and ideational associations and
fluency: Four measures were drawn from.research report
carried out on Air Force.personnel in 1967 by.Taylor, et al;
Similes, a measure of ideational fluency; Word “Agsociation,
a measure of associational fluency; Topics, a measure of °

flexibility; Compound Words, also & measure of ideational
f%yency. Speed tests of four to six minutes each, wherein

S vrites as many appropriate responses as he is able., A
behavioral-test of verbal skill only.

DESCRIPTION OF OBSERVATION SCALES

I. Facial Expreéiivenesp{ Twenty-nine bi-polar, semantic dif-
ferential-type items were rated on a five-position scale.

Four items described amount and type of eye contact. Two
items each described amount of observation of the child by

the S, and head nodding or shaking, for approval or disap-
proval. Nineteen items described the observer's feelings in
response to the general facial expression. Viewed without

sound. _ .

ITI. Body Gestures: Twenty-one items were distributed as follows:

five focused on the amount and type of touching; four on the
amount and feelings of distance; three items on degree of
leaning; four items on body orientation; four items on body
relaxation; and one item on frequency of body movement.

Viewed without sound.

IT1. Vocalf%ation-Verbalizations: Fifteen bi-polar semantic dif-

ferential items were rated as to the observer's affective
response on hearing the voice without visual picture. Focus

on sound only.

IV. General Impression: Nineteen items rated as to the observer's

overall attitude concerning the target S as a person. Rated
without a repeated viewing, after a pause between this and

the previous scale rating.

-
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