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Dear Teachers:

Before your arms are extended in despair
over the planning and writing of individualized
educaticnal programs, certain assumptions should
be clarified. .

. 1) The purpose of the IEP is not to cause -
: teachers to "wade through paper";

2) IEPs do not need to have "pages and
pages of detailed writing";

v ~3) All of the good things you have been
doing for children are needed in
implementing any program for children;

4) /[The IEP is not something new - it is
a plan designed to fit the needs of
an individual child;

”S) The mere writing of an IEP does not ’

insure successful programming.

‘ Your task then, will be to translate

o information into ;arformance objectives and
program experiences which will increase the
opportunity of imeetin eeds of children.
You will theh document your planning, your
continual assessment of needs, the hard work
of shaping behavior, and the model of self
that you portray in moving exceptional
children from levels of dependence to levels
of independence.

It is hoped that this document will help
reinforce many of the good things teachers
do for children. :

- | Good luck!
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CHAPTER 1 : _ 4

INTRODUCTION

(-4

Teachers have been assigned the task of assisting in the
writing of the individualized educational program and super-
vising the implementation of the IEP. Thé general goal of
this gooklet is to aid the teacher in the implementation pro=-
cess by: : o

,
{

-providing an overview of P.L. 94-142 ..

-providing strategies and resources to.aid in the assess-
ment and evaluation process;

-providing support in programming for the IEP based on
learning ‘goals and objectives; .

-correlating individualized activities, materials, and
strategies to simplify the ongoing .instructional -
program; | . N~

~providing mainstreaming strategies that are humanistic
in design ag well as competent in-operation;

-providing org3pizational strategies and individualized
material selections“that address multi-level, multi-

sensory planning.

The overall goal, then, is to provide programming éervices to -
children in order to meet prescribed goals of the individual=-
jzed educational program. When we talk about handicapped

. children we're implying a consideration for all children.. All

children have similar needs and develop similarly. The con=
cept of providing adequate educational opportunities for all
children means that an individual child is considered in re-
lation to wherever he ls along a continuum whatever his handi-
capping condition might be. An experienced teacher, Charmaine
ciardi (MERRC), clarified these terms:

"normal" - what someone else decided everyone else should
be
"handicapped" - what someone else decided everyone else
. shouldn't be . .o
"special child" - every child I know -
"regular edycation" - I don't know, do you?

An attempt, then, will be made to consider programming
for children. The following pages will address the major
points of P.L. 94-142 as well as the issues of implementing
the IEP with specific concentration on the role of the class-

room teacher.

I3
s
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Public Law 94-142 . ’ Y

The Education for'Allgﬂandica' ed Children Act has been

‘both acclalimed and denounced for its possible impact and in-

fluence on the structure of educational systems affecting ex-
ceptional children. The law specifies certain steps and pro-
cesses. as now mandatory for the implementation of an individual
child's instructional program. However, the exact wording of
the law and,regulations has causexi cqnsiderable confusion for
educators w who, in conjunction with parents, must develop the -
procedures that will put "theory into practice". This law, .
enacted November 29, 1975, is an extension and revision of P.L.
91-230, Bducation of the Handicapped Act and P.L. 93-380, the
Education Amendments of _1974. PuEIic Law 94~142 can be viewed
as nav1ng‘khree main parts: 1) It is a right to education bill
providing children and parents with procedural protection; 2).
it is a management bill, setting forth relationships between
the federal, state and local governments for the management of
zgrvxce delivery; and 3) it is a finance bill which provides
ney COntlngent upon the .above being appropriatelxsaddressed

P.,L. 94~ 142 guarantees certain procedural safeguards to
protect the rights of children and parefts. These safeguards
include: - . o .

\ 7

1. A Free Appropriate Public Education made available to all’
exceptional children between the ages of 3 and 21, Priority
will be given to those _exceptional children receiving no -
education and then to the most severely impaired within
each digability who are receiving an inadequate. education.

"Child Find" w1ll be a part of this safeguard.

2. Due Process - This is a series of steps which assure the
‘rTight of the parent and child to be fully informed and
included in decision-making at all steps in identification,
screening, evaluation, placement, instruction and re-
evaluation. These procedures apply in. any and all decisions
concerning the handicapped child's schooling and require
prior consultation with the child's parents or guardian..

3. Nondiscriminatory Testing - This includes the assurance
" that special education placement will be decided on the
basis of evaluation, materials and procedures appropriate
for such purposes, and that no single test or procedure
"will be used as the sole criterion f&r placement. The
test and other evaluation materials that are used 1n, '

placing exceptional children should be administered in ,//‘

such a way as not to be racially or culturally discriminr/
atory and presented in the native tongue of the child.

-

4. Least Restrictive Env1ronment - This provides the/aseurance
that exceptional children will be educated with non~-
exceptional children to the maximum extent appropriate.
Exceptional children should be placed in separate or special
classes or schools only swhen the,6 nature or severity of the

19
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- .. exceptionality is such hat education in regular classes
. ~ cannot be achieved satisfactorily. , . 1- '
' 5, Confidentiality' - This provides the aséurance that any.-
. Information contained in school records will not be, re-
leased withoug.the permission of the parent.

6. Individualized Educational Program - This is a written

. | , 8tatement %Eat %s developed by school officials, teachers,

. parents or guirdiah and the child which includes the child's
present achievement level, the long and short-range amnual
goals, the extent<of participation in regular programs, a

", timeline of the service provisions and a plan or schedule
“for checking the progress of the child and the achievements

-

Ny or needs for revisionms.

RN S o
. | Public Law 94-14
& ' Areas Addressed . ' ,"‘ How *
1. Unisérved and Underserved Prioritization of Free
« . . Exceptionalities Appropriate Public
e Education . .
- 2. “Identification/Location ;Child Find, y
© 3, Bssessment , . Non-biased Appraisal
é\, . 4. Placement R ~ Least Restrictive
) LT ‘ . Environment
'5, ‘Evaluation/Programming T Individualized Educational
// Cs ' » » ° Program '
* 6. Corrective/Supportive Related Services Provi-
- Services ‘ gsions :- .
7. Limitations/Schedules . Timelines/Monitoring
/ 8. Parental Rights c Confideptiality/nue Process
9, Child Protection Surrogate Parents
10. Full Service Goal : Funding Fé;mula T —,
’ ' : Personnel Development <:\
e | Ca ' -
B The 'ultimate goal, them is to provide a free appropriate
L public education to all exceptional clhijldren. With the enact-

ment of the legislation, the approvel of the final regulations
. and the provision of funds to state and local education agen-
. - cies'only W part of the planning has been addressed for an
- appropriate pubfic education. Perhaps the most important area
“ of focus is the implementation of the'IEP by teacher(s) and

parents.

e .

. .‘ 2 | ) 11



4

The IEP in Action® ' =

-~ ~

Many teachers have'beenlawed'by the term:Individualized
Educational Program, the requirements of which must be viewed
on at least two levels, the administrative development plan
and the individual plan which make the Total Service Pian.

'The Administrative Dévelqgmeﬁt Plan includes procedural'
requirements of: :

~  Appraisal (i.e., identificatioh, screening, assesament,
: nstruments/procedures, training/development, evaluation/
~monitoring); T

ment, specific component.s, monitoring, management,
.+ procedural safeguards, parental involvement) ;

‘Placement (i.e., team development, seivices continuum,
guldelines, mainstreaming procedures, personnel develop-
ment, resource coordination, community involvement,.
materials, facilities, speez;l services, monitoring

and evaluation); | - : ' :

;mplémentatipn of the IEP (i.e., planning, personnel
development, related services, methodology, management/
evaluation, parental involvement); . '

\
Evaluyation-of  Child Performance (i.e., procedural
safeguards, coordination of services, materials,
information systems, resources/instructional media,
administrative planning); - - ' :

Review for IEP (L.e., procedural deVeprment, planning,
guldelines, policy development/revisions, training,
management); T
/ =
These six areas are a part of a Total Service Plan.

The Individual Plan for IEP implementation involves the

teacher on the more specific level of daily interactions and

includes objectives, strategies,. procedures and. activities 4

- fon a Totgl Service Plan.

The individual plan, with which this document is concerned,
offers nothing new, no magical formulas, no novel recipes,.
no bag of tricks, not even new terminolegy. It does,

" however, offer something competent teachers have always -

used - "common sense" programming.

. 12

IEP Development (i.e., team development, program developQ'



- Fears can be replaced with confidence in knowing: that

' kids have not undergone a metamorphosis because of the
passagehof a law. All of the workable theoretical designs,
strategles, techniques, procedures, etc.,, that have proven of
value are still exigent, they will only be transferred from
"heads to papers and forms". ' ' - RIS :

L

Components of the IEP

The first step in implementing a plan is understanding
the plan. The individualized educational plan requires: .

1. The child's present performance level -- which is an
indication of these functions, fo B .

L}

-cognitive -physica
. =social/emotional -percepgiqg
e _ ~-medical - . : -adaptive behavior.
-motor ‘ . =language )

. 2., Annual Goals - These are general statements of long range
expectancies based on the performance level, prioritized
needs as ascertained from assessment data, parental
'iniut, and teacher appraisal. Areasd of attention: and.
gu

delines of expectations are addressed.

3. Short-term Objecii¥es - These are measurable statements
based on. the ann®al goals. Tﬁey are determined by °
diagnostic inquiries and become the major focus of '

implementation. . ' S

LA

P

4. Specific Educational Services - are those services which
are related to the achievement of the annual goals
N (without regard to availability) and are needed to meet
- unique needs. They include: transportation, speech,
‘ - " psychological sqrvices, counseling, therapy, physical
T education, medical services, recreation, or any other
developmental, supportive or -corrective service deemed
necessary to implement an IEP. .

5. Extent of Regular Classroom Participation - This is
‘ Based on- the principle of "normalization".  The extent
to which the environment is the least restrictive will
¢ determine the placement and/or participation of an

atypical child in the regular setting. : :

6. Projécted Dates of Initiation and Duration of Services

!
7. Evaluation Criteria - Determination of goal accomplish-
ment 1s (at least) annually assessed: schedules and
procedures for review are noted. .

.
Q - . L . .{3 )



- Flow of Actrvitfes'for an IEP

The process of implementing an individualized educational
program (as shown in Figure 1) includes the following steps:
l, Assessment
2, Goals
3. Objectives
: - 3.1 Sequence of Skills
3.2 Task Analysis .
4. Instructional Media and Materials
5. Instruction - '
6. Review .
7. Evaluation w -
" -

l. Assessment

The initial assessment of a referred student is conducted .
by a team in accordancé with state guidelines. This initial
asgessmént ,providés information for pupil placement and .
subseguent instruction; however, the classroom teacher needs
adgitiongl information for programming purposes and design.

The assessment section that follows will delineate tests,
procedures and tips that may aid the teacher in gaining
additional information, .

2. Goals

These are defined and prioritized for identifying the
instructional format and sequence. The goals describe the
"intent of the instructional program. '

3. Objectives

These are measurable statements of what the student
is expected to accomplish within the school year period.
The objectives are related to the annual goals in that they
‘are a specific account of the manner in which goals will be
achieved.

3.1 Sequence of Skills

These are guidelines for determining the instructional
procedures for achieving the objectives. '



3.2 Task Analggis-

This is a process thfough which the objectives are
broken into components and developmentally sequenced ’
according to prerequisite skills. L | o

Al

4. Instructional Media/Materials

These considerations aid in the broad range of programming
in order to supplement direct teacher instruction. The se-
lections would include: print (books, workbooks); auditory
materials (tapes, cassettes, records); visual materials (films;
filmstrips, slides); manipulative materials (toys, games,
devices); and specialized equipment. S ' '

5. Instruction

This is an on-going development which includes all phases
of programming in order to implement the individualized edu-
cational program. It includes cyclical assessment procedures
for skill and behavioral development, identification of gspecific
needs, teaching for re-evaluation of progress, and re-defining
educational needs. ' [ '

_ 6. Review

On the teacher level this procedure would include an
‘updating of the instructional plan for ascertaining student
progress. The instructional plan (as outlined) can b
revised to concur with prescribed needs.

7. Evaluation

The effectiveness of the prescribed plan is tested.
Behavioral objectives are measured to ascertain achievement
of goals.

The following pages will review the components of the
IEP process by briefly defining each area involved and sug-
gesting means by which the component can be implemented.

Definitions of the various exceptionalities as
found in the Administrative Manual for Programs for
- Exceptional Children, Exceptional Children/Special
Programs Division, Delaware Department of Public
Insttuction are incluyded for your further information.

wal



Various Excggtionalities

Many children who have special needs can' function guite
w2ll in the regular classroom. Adjustments and/or supple-
mental changes may have to be made in order that individual
needs are attended. '

The law identifies "handicapped" children as those
children who because of certain impairments need special
educational and related gervices. ' These impairments are:

l. Visual I@pgirmentQ

The child's senibry vigsual impairment is such that he
‘or she cannot develop his educational potential without
special services and materials. A

a. A blind child is one who has a visual acuity of
20/200 or less in the better eye, with best
correction,’ or a peripheral field so contzagted
that the widest diameter of such field subtends
an angular distance no greater than 20 degrees.
- (Ophthalmologist or Optometrist) ‘

b. A partially sighted child is one who has a visual
aculty between 20/70 and 20/200 in the better eye
with best correction, who has a disease of the
eye or body that seriously affects vision.
(Ophthalmologist or Optometrist)

. 2, Hearing Impairment.

An impairment within the auditory system which may

- ‘interfere with, or preclude, the ability to consistent-
ly and appropriately interpret spoken language through
audition. A child may be considered for a hearing -
impaired instructional unit if the auditory impairment
hinders educational progress in a regular educational
program. However, admission to or the establishment
of a hearing impaired unit must be consistent with
Section IV. E. (Audiologlist) .

3. Physical Impairment.

The child exhibits a physical or health impairment of
such extent that it interferes significantly with his/
her learning and/or requires adaptation of the physical
plant. Under this definition are crippling impairments
resulting from interference with the normal fundtions
of the bones, joints, or muscles (orthopedically
handicapped), or due to lack of complete developmesit . or
injury to the central nervous system (neurologically
impaired) . '(Physician) .

12
.0
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4.

Speech and/or Language Impairment.

The child exhibits a disorder of oral communication
exhibited in articulation, voice, rhythm, or verbal
language to such a degree that it interferes with
self-expression, ability to comprehend the child's
speech, or causes the child to become maladjusted.
(Speech .and Language Therapist) - I :

Learning Disability. -

The child exhibits a disoxder in one or more of the
basic psychological processes involved in understanding
or in using language, spoken or written, which may
manifest itself in an imperfect ability to listen,
think, speak, .read, write or spell, or to do mathe-
matical calculations. The term includes such condi-
tions as perceptual handicaps, brain injury, minimal
brain disfunction, dyslexia, and developmental ' ‘
aphasia. The term does ‘not include children who have
learning probiems which are primarily the result of
visual, hearing, or motor handicaps, of mental retar-
dation, of emotional disturbance, or of environmental,
cultural, or economic disadvantage. (Psychologist)

A multi-disciplinary evaluation team may determine -
that a child has a learning disability if:

a. The child does not achieve commensurate with his
or her age and ability levels in one or more of
the areas listed below in this section, when
provided with learning experiences appropriate
for the child's age and ability dlevels,

b. The team finds that a child hag a severe
discrepancy between achievement and :
intellectual ability in one or more of the
following areas: '
b-1 Oral expression

b-2 Listening comprehension

b-3 Written expression

b-4 Basic reading, skill

b-5 Reading comprehension

b-6 Mathematics calculation

b~7 Mathematics reasoning

c. The team may not identify a child as having a
. learning disability if the severe discrepancy
between ability and achievement is primarily the
‘result of:

c-1 A visual, hearing or motor handicap

c-2 Mental retardation

¢-3 Emotional disturbance

c-4 Environmental,  ¢ultural or economic disadvantage

| I
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Social or Emotional Maladjustment.

The 'child exhibits behavior representative of conflict
between self and environment repeatedly and over time

to such an extent and duration that it significantly T
affects the learning process.

a. Acting out behavior such as unpredicted and
7 unprovoked hitting; aggressive, and disruptive
‘behaviors.

b. withdrawing behavior such as absence_of speech,
depression, impulsive and obsessive behaviors.

c. Defensive behaviors such as compuleive eating,

manipulation, or running away from home or
schonl. -

d. Disorganized behaviors such'as out-of-touch with
. reality, self-abusive behavior, lack of self
control. (Psychologist and/or Psychiatrist)

Mental Retardation S - T L

Eligibility is based upon the principal of the American
Association of Mental Deficiency (AAMD) definition:
"Mental retardation refers to subaverage general - i
intellectual functioning which originates in the - -
developmental period,and is associated with impairment ’
in adaptive behavior." All student assessment for-
level of retardation and educational placement, must .
be considered in relation to the asseBsed functioning
level in adaptive behaviof and the level of intellec-
tual functioning. Certification of eligibility shall
be determined by an individuai psychological eval-
uation of subaverage general intelligence and

adaptive behavior as defined by the AAMD. Examples
are: _

X- Educable mentally handica;ped shall range between

75 and 50 1.Q. points inclusive. Maturation ‘and
development up to age 5 may be described as
limited or popr social awareness, fair motor
development, ability to talk and communicate, need
for greater self-help skills, manageable with .
moderate supervision. Training and development
from 6 to 21: * Able to learn functional academic
skills; cannot learn general high school subjects.
(Psychologist)



7.
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" Mental Retardation (continued)

b. Trainable mentall* handicaeged shall range between

: an I.Q. points, Maturation and-development
from 0 to age 5: Speech is minimal; little or no
communication skills; generally unable to perform
independently. Training and development from 6 to
21: Can learn to talk and cormunicate; can. learn
elementary health habits; cannot learn functional
academic skills; profits from systematic habit -
training. (Psychologist) - '

Coe Severelg'megtall¥ handicapped shall be in the range
: elow I.Q0. points. Maturation and development

from 0 .to age 5: Gross retardation; minimal
capacity for functioning in sensori-motor areas;
needs nursing care. "Tra¥hing and development from
6 through 20 inclusive: Some motor development
present; is incapable of being trained in total
self-care, socialization or economic usefulness
and needs continued help in taking care of personal

needs. (Psychologist)
Autistic '

Autistic children are those who have been determined

by individual psychological or psychiatric examination
to have the specifié disability of autism. The
behavioral manifestations of autism include some
combination of the following: Inability to use
language for appropriate communication, a history of

inability to relate appropriately to other individuals

and continued impairment in social interaction from
‘infancy or early childhood, an obsession to maintain
sameness, a preoccupation' with objects and/or
inappropriate use of objects’, extreme resistance to
controls, and/or exhibition of peculiar motoric

‘mannerisms fand motility patterns. (Psychologist/
. Psychiatrist) ~— = T

Gifted or Talented

wGifted or talented person" means a person. in the
chronological age group four through twenty years
inclusive, who by virtue of certain outstanding
abilities is capable of a high performance in an
jdentified field. Such an individual, identified by
professionally qualified persons, may require differ-
entiated educational prdgrams or services beyond
those normally provided by the regular school program
in order to realize his or her full contribution to
self and society. A person capable of high performance
as herein defined includes one with demonstrated
achievement and/or potential ability in any of the
following areas, singularly or in combination:

19
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9., Gifted or Talented (continued)

a. General intellectual ability
b. Specific academic aptitude :
c. Creative or productive thinking -
d. Leadership ability
a e. Visual and performing arts ability
- £. Psychomotor ability

" 10. Deaf-Blind

'Deaf-Blind“ means concomitant hearing and visual =
.impairment, thé combination of which causes such severe
. communication and other developmental and educational
- problems that they cannot be accommodated in special
education programs solely for deaf or blind children
or other handicapping conditions without specialized
and unique intervention techniques indigenous to the
dual impairments. Additional handicaps of a physical,
mental and emotional nature frequently accompany a
deaf~-blind impairment and require aervices-related to S
- the condition(s). ' ‘£

L]

1ll. Complex or Rare

-~

A "complex or rare” handicapped person is defined as _ -
"a person in the chronological age group four through -
twenty years inclusive who is' found to suffer from
+ two or more_ of the defined handicaps, or who is so
severely afflicted by a single handicap, that the
- : total impact of the condition means that he or she
- cannot benefit from the regularly offered free’ .
_ . appropriate. public educational programs. - S - T
When an individual has a handicapping condition(s) that
is so severe or complex that no program can be pro- '
vided with Levels I through VII of the statewide
continuum of services available through the districts . - __
or any other public agency, the individual will be
eligible for consideration by the State Level Place=-
ment Committee who may recommend a unique or alterna-
tive program as documented by certification checklist:
(Section 1IV).
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CHAPTER 2

ASSESSMENT

Assessment, as it is used in thzs book, includes Ty

It includes

‘as well the ongoing, informal assessment utilized by the
classroom teacher to monitor and Reevaluate the progress
of the child and the effectiveness of the I.E.P.

Assessment Purposes

-To analyze and interpret

academic, social, physical,

and environmental strengths

and weaknesses;

‘To provide a framework

for individualized planning
relative to writing annual

~goals;

To provide 'a c¢continual
mechanism for planning
instructional strategies;

To aid in providing
placement that will
promote child growth;

To provide remediation _
information for programming
purposes, the "What to do";

To relate information on
intra/inter individual.
differences; -~

To provide as much in-

“formation to.the teacher
as may be available. This -

will' assist her evaluatlon

of her efforts,

To provi&e\more than a
cursory "Look" at a
child's total being.

- abilit}l:. T i

o C

-Not to report isolated
scores or'findings;

»
-Not to provide information

to "Fill-In" the IEP forms;

-Not to grovide a rigid
stationary diacnosis .

which is not subjact.to. - - — .

change;

-Not to "Pin a label" for

federal dollars;

0

-Not to gather etiological
data or list teaching
techniques,

-Not to compare children to
each other for the attain-
ment of unre.listic goals;

-Not to verify or validate
the teacher' 8 account-

-Not to exclude highly
trained educators,
psychologists and other .
specialists in the
diadnostic process.
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Present Performance Level and the Assessment Process

4

“

_ The task of ascertaining the present level of per-
formance is one in which knowledge of a child's develop-
mental, functional and attainment level is extracted for
placement and programming information. Knowledge of
the performance level aids in determining what is Kknown
and what is needed to promote growth (where the chIid
is and where she/he can be taken). The behavioral
objectives section discusses "what is needed to get him/her
there " . - - . M

Information relevant to present performance level can
be ascertained from previous data that*may be found in the
cumulative folder (and/or other information sources). This
data will aid in determining what is known and what additional

information is needed. New information can be determined
from tests, assessment data, observations, intexviews, etc.

Previouspdata may be elicited from:

-school record/anecdotal records
. -psychological reports
) -medical reports
-developmental history/scales -
-educational specialists reports
~language/speech evaluations
. =-previous teacher interviews
-conferences with previous student
contacts (i.e., principal, nurse,
counselor, parents, referring teacher)
<behavioral evaluations )
In order to .diagnose and prescribe for "what is needed® a
comprehensive assessment of the following areas is necessary:

-educational B
. -physical and- emotional strengths and weaknesses ‘
-general achievement for estimating growth, T
assessing strengths and weaknesses and level of
achievement.

These areas can be further delineated: .. _

-educational progress in specific areas
-achievement in subject areas
-learning/cognitive style
-social/adaptive behavior

-emotional predisposition
-psychological status -

22
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* o -medical assessment ' %
e -physical assessment \ : R
, . =motor/perceptual~motor :
A /,1 -general cognitive assessmen.
- -language assessment

In order to establish the present performance. level a = ==. = -
complete assessment of the child's abilities and disabili- : ‘
' ties arex~necessary. _ o SR
- s -
Assessment must refer to the exceptional ohild's prob~ !
lems in a way that has direct implications for the prescrip- ' T
~ +2tion of possible remediation strategies. . The ultimate goal
. of assessment ¥ to bring a child from a level of dependence
to a level of independence. .

The evaluator engages in assessment in order to determine
certain capabilities. of an individual without prejudging the
individual based on the category assigned to him/her by '
virtue of an apparent deficit or dysfunction. The intent
is to know more than a label. '

(1) where is the present functioning level? C e
) (2) what will be the objective? ,
L - (3) How will the objectives be met?

- - These questions aid in pinpointing the effect of the .
" child's impairment and in designating appropriate approaches o
for amelioration. The behavior that impedes development is ' '
identified and other behaviors are activated that accelerate
. growth.

" pifférentiation has been made between testing and LT T T

_assessment. Testing refers to the exposure of ‘an individual

to a predetermined device in order to measure/analyze/:

‘diagnode the skill, knowledge, intelligence, capacities,
© aptitudes or any other characterization for factual |

“{defitification. Assessment, however,.refers to the

ahalyzation and compilation of test results into some

- conclusion for prescription and amelioration. It is,

then, .an evaluative appraisal of a child's general °

performance. .

Donald Cross at the University of Kentucky has suc--
cinctly grouped the purposes of assessment as:

.~administrative - usually for recording or comparative
. purposes;
e -dig?ostic - this categorization sometimes -assists
acement but does not specify performance levels
T or how to teach skills to the child;
4 ' -placement - used as an aid for appropriate grouping,

retention and promotion, °

‘. . . :
* .- . -
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o " =gtatistical - the gathering of data for adminis- | N

trators, superintendents;-principals, supervisors,
etc. for a variety of functions (i.e., meeting '

N guidelines, funding, tax purposes). \ e
. ~_ =child find - (most critical) the gathering of L
et Informitfﬁn-for-chi%é-useii_“_”“_m_h__ e e
.dnalyzation of strengEha" and~weaknesses. D -

.implications for educjtional programming; T e

.Strategies for remediation; ' i

.knowledge in specific areas; . _ ~ 2

.learning styles;. . Sy

. : , +plan for individualization: 1 -

y -orientation to tasks - tests for specific identifiers Ot
of strengtis and weaknesses revealed in a functional-
breakdown (e.g., tasks related to areas to be tested):;

-task analyzation - a determination of ‘sequential, .

Iastructional programming, materials ahd strategies i

needed for success. _ _ : ?ﬁ

“‘M

This information rdélated to the assumption that assess~ . :
ment does not cease with the establishment of the present - g
performance level; ccntinual, on-going purposes are estab- o
1ished and a vehicle for program improvement is initiated.
Additional purposes for assessment have been cited
by John Salvia and James Ysseldyke in Assessment in Special
and Remedial Education: °

A~

~ =(generally) the provision of information to assist
im making decisions regarding educational develop-

ment; .

- ~identification of significant differences (positively .
or negatively) through screening. ' .
-placement; ke

-program planning to help in deciding what and how
to teach groups and indiviudals. 1It. is also an aid
. in individualization;
© =program evaluation (rather than the student) is
compared for effectiveness;
-monitoring of the individual progress of students
is used as aid indicator of growth or non—growth.

The purposes and/or uses of assessment data are
dependent ‘upon the specific communication needs. If
there are non inherent “messages“ in the information :
obtained, there has been time wasted in the acquisition
of the information. -

i

-

"




There is a need for°

‘=g, thorough knowledge of the child's current
intellectual and adaptfve Wenaviots:

~the condi‘tions under which and situatiofs in which

- these behaviors are demonstrated;

\

J point; .
- =the responses the child is capable of ing either
N through maturational training or chan in his.
\ milieu;

t

-knowledgée of what prevents the child from achieving .
--tasks (iae., sensory or physical limitations).

Other purposes of assessmenté'may.includez - >

-qualifiable and quantifiable scores which can
aid in meaningful programming;
..~remediation information for prescriptive réferences;
~-information regarding dgvelopmental levels of .
individual skills;
2infc -mation regarding descrip prs-of- behavioral
patterns; .
-knowledge of skills which may be goneralizable to';~-t.
" several curricular areas; -
. -guide for evaluation planning;:
-satisfaction of IEP requirements.

A

v

Some suggested areas of assessment might‘include:_-j.\"

L

1. Educational Assessment ‘ .

-academic skills (general)

-gstrength areas

-weak areas _

f K -style of learning

' .modality (ies) )

# " - .attention levels '

.motivators/reinforcers

.learning environment

- .typical assignments .

. » °  .productive levels .
v .feedback mechanism oy

~voca§ionai skill level ‘

2. Cognitive Development

-inteiligenoe level
-discrimination
- -general information

-
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3. ggzsicgi-nevelogggnt : ' . L o - .

> 18 T .

' | * i

.'/."v B

-vocabulary development : N , .ﬁi
-comprehension/gequéncing o - o o

/7 -relationships - o . L R
. -abstractions o o e

. =perception tests | . T ST

" .auditory _ L, L . R Y
.tactile ST o ' e

_eVisual -
-problem solving | ) P

3.. Language Assegsient : xS R ';*f' “j%'
-receptive/expressive level " . . A &
-gestures/non-verbal responses : o i
-dominant language | . Yov. e T Yy

4.. Behav&ora;/Social/Emotional Assessment

£

é;havioral obgervation’ . . -
- ,occurence (when) L

.duration ‘ - : , L
. frequency . . L S LT
) .environment (where) . ' - ‘ R
-self-concept > ‘ : o S
-gelf-help skills : . _ booo B L
-interpersonal skills - L -
"-adaptive behavior _ ' T A
.school . : ' . L,
.interpersonal relations i\' R
.selfshelp

-attitude and feellngs/affective areas

-~-developmental sequence : L
(psychological/physical) , . .

-value system - ' @ - ’

A

. -psychomotor (general) o ' o
-gross/fine motor ~ _ o
-sensory impairments , - -t
-physical impairments Vo

: -health related behaviors
-general health (medical)" :
\\\\\ -general vision, hearing, speech , , - ;
4 - ' {; o AT

If we believe assessment to be a continual process

for ascertaining needs and programming for the amelioration

of problems, it becomes encumbent upon us to use effective, -

dynamic techniques in gathering information, obsérving , -
performanceg., recording findings and p#égramming based

on our f£indings. One method for gathering this lnformation .

ig through the use of tests. o
<6



Certain‘ihformation rfust be obtained from any test.

%

The reason for choosing one test .over another ‘depends
upon the kinds of behavior sampled by a specific instrument
(i.e., recall, recognition, drawing, pointing, etc.). -
. Another reason might be the ease of error analysis (i.e.,
<, : consistency of failure, kinds of items failed, patterns).
+'" We seek to extract information that will reveal learning -~

'+ characteristics, levels of functioning, modality preferences, -
.~ ete. or just the confirmation of the -existence of a problem. ~
%.  Once a ‘problem is identified and delineated or areas of
: weaknesses are diagnosed, specific findings are interpreted -
.....-baged on the amassed information. After "the extraction of
.- assessment information, the data must be compiled into

:  usable Sorm. Needed skills should be prioritized and-goals

" and objectives written. o '

A Three criteria for diagnosing difficulties arer o
% 1).. how much a child can learn; 2) the circumstances under
which a child can’learn; and 3) the haterials needed for
_ - learning. Environmental variables and task requirements
are included in these criteria. - -

. A systematic/organizational schema might be devised .
. to aid or defihe the parameters of what should be involved
in the assessment process. Rather than develop one model
as opposed to another a brief discripticn of currently used
- models will be delineated. R o s

DiaqnosticpPrescriptive Teaching

The diagnostic-prescriptive teaching model-is a model
which is based on the assumption that children who are
experiencing learning difficulties can be diagnosed to
determine their strengths and weaknesses and intervention
techngiues can be prescribed (i.e., goals, methocds, strat-
egies, materials, etc.) based on a specific diagnosis. The
process involves the establishment of objectives (behaviors
to :ELassessed and developed); a dia%nosis~ofﬁbb}ectives B

attainhed; the writing of a prescription based on student
- capabilities; and a criterion measurement for objective
attainment. :

. Two assessment models utilize the diagnostic-prescriptive -
philosophy, the ability-training model an;/;he_task-analysis
. model.: - - S '

o The ability-training model's primary purpose is to -
= " identify those components in the diagnostic process (i.e., °
strengths, abilities, etc.) in order to intervene, compensate
or remediate based on the gathered data in the psychomotor,
cognitive, psycholinguistic, or perceptual areas.-’ :
. 5

~
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Task analysis models use a behavioral approach and
require the assessment of observable skills and behaviors.
Complex instructional goals are task analyzed (broken into
subskills) and specific skills that are components of the,
goals are identified as intervention strategies, The intent-’
of the task analysis<is to identify "skill-development"
weaknesses and design interventions to remediate the
weaknesses: e . L

Diqgnéstic-kemedial Pngggsﬁ

' . B. Bateman has outlined several principles involved in._f.“"k

programming for specific learners:

-~ the determination of the existence of a problem;
- a description of the problem; : o
- an analyzation of the problem; ‘

- a formulation of the educational hypothesis.

H kS

Ecbloq;cal Assessment

There are inherent weaknesses in both ‘systems; however

there are strengths which can be extracted. "Ronald Eaves
and Phillip McLaughlin have pinpointed some of the weaknesses

in the two models and proposes a systematic assessment approacpu

which sorts the many attributes, strengths, skills and weak=-
nesses of the child and his environment into a broadbased

clinical assessment, This approach assesses the child and -
environmental data. ' .

IS

Eaves and McLaughlin propose seven methods that can be

 used by assessors to collect information about a child and
-his c-environment. '

1. Inspection of Previously Collected Data - using the school

es/records for Information.

2. Informal Consultation - an unstructured information-
gathering procedure used to find out information not
previously known from resources.

3. Structured Interviews - requifes advanced planning
of purposes and lnterview guidelines. Information
about areas of difficulty and previously gathered
data. .

4., Screening Devices - these can be in the form of
questionnalres, rating scales, inventories, checklists,
etc. : .

5. Standardized Tests - provides samples of the child's
behavior for comparative measures and further inquiry.

. ' - _ 98 P
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6. Non-standardized Tests - similar to standardized test
with the exceptIon of the use of normative data for
comparative purposes and validity and/or. reliability
18 questionable. | -

7. Observation - a sampling of behavior based on spontaneous
' observances in the natural environment.

Other ‘proponents of the ecological approach cite the
fact that the environmental learner affects and is affected
by his environment. Information can be extracted by ob-
serving or collecting data through: :

-initial descriptive information -
-teacher expectancy
=behavioral descriptions

.present data

.past data

.environmental descriptions

, An assessment, then, provides some of the information
needed to determine what and how to teach a student. After

the data is collected, a determination:of the student's

needs are decided. Realistic goals are written and sequenced,

followed by the writing of short-term objectives.

Inter-individual Differences(Comparisons

. Results of a group test, such as the ‘Stanford Achieve-
ment, give information about how the performance of an -
individual, class or group compares to some ideal peer
performance. This peer performance, the comparative point
‘of reference, delineates the interinaividual differences/
comparisions between an individual, group or class. Inter
refers to a comparison between ‘ioups and test.

Some methods by which inter—individual differences may '
be assessed include:

~

-Standardized tests
-Achievement tests
-Developmental scales

-Formal tests

-Intelligence test
-Norm-referenced tests -
-Teacher made tests
-Developmental tests (screening)

s
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Intra-individual Differences/Comparisons '.u_ :

, Looxing only at the individual and making’ comparisons
based upon some expected performance of that individual,
is an intraindividual difference or comparison. Intra refers
~. to the differences within an individuval or within a specific
' " test. The comparison/differences are relative only to that
’_ individual. Self being the comparative point of reference,
~ peer performance is not considered. This method of comparison
is widely used in special education.

%

Some methods by which intra-individual differences may .
be assessed include._

-Diagnostic tests
-Informal tests
-Interviews
-Inventories
. =Observations
-Questionnaires
-Rating scales
-Checklists , )
-Teacher made tests . -

Assessment Terms

l. Achievement Test - A test which measures what and/or
the amount a student has learned. -

2. Asséssment - Includes information gathered under Iden-
tification, Sweep Screening, Screening. Evaluation and
ongqing classroom assessment.

3. Basal - Relating to the point or level at which the
- subject is assumed to have achieved knowledge or skills
beloy that level or that level prior to the first error,
mistake, failure.

1. Ceiling-- That level at which an individual can no
onger make ‘correct responses or progress. It is
assumed that no correct responses will occur beyond
that ‘point or level.
v
5. Chronological Age - Refers to the actual birth age in
. years and months.

6. Construct Validity - The extent to which a test measures
the trait or variable for which it was designed.

7. Content Validity - Indicates the extent to-which'a
test covers (sufficiently) a representative sample
of the behavior for which it w?? designed.




10.

1l.

12,

13,

14.-

15.

16,

17.
18.

19.

" g3

cOrrelation - The degree to which a relationship
exIeEs ‘between structures, characteristics. processes,
scores. or different sets of scores. )

Criterion - K" standard upon which a judgement of decision
may be based, level of. performance.

Criterion-Referenced - The. measurenent of a specific
standard set of skills relative to specific objectives.

Criterion-Referenced Tests- A test which.measures -
8 relative to specific objectives. ° These tests
relate to component tasks required or identified with

a specific objective. They yield information about - oo

task deficiencies, thus comparing a child to his own
potentialities. .

Developmental Scales’ - Presentation of a series of
sequenced i1tems or tasks which represent levels of .
skill acquisition which are arranged in the order of
acquisition.

Diagnosis - An investigation or analysis of the cause
or nature of a condition, situation or problem.

Diagnostic Tests - A test which identifies or distin-
guishes problems or patterns of errors. Provides in
depth a measure of skills and abilities that lead

toward remediation.

Level - That point at which teaching or learning
1 1s proposed; that pcint of entrance within a
eequence of skills. .

Educational Objectives- (Sane as instructional,

.behavioral objective) A statement describing th=
_intent of learning, the behavior the learner will

exhibit upon completion of the learning, the con-
ditions under which the learning will occur, and
the criteria for measuring the mastery of the
instruction.

Equivalent Form - A substituted test which has similar
Format, content, level of difficulty, and scoring
interpretation.

Evaluation - The gathering and analyzation of factual
information of test results concerning abilities,
characteristics, and other variables which lead to

a diagnosis, conclusion, and/or remediation.

Exit Level - The point at which representative skills
have been acquired. .

. ._ 3
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20. Formal Assessment - A highly structured process whereby
Tormal/standardized tests are used in the appraisal of
, sk111 acquisition or to ascertain pupil progress. '

" L 21. Formal Tests - Those tests which are standardized and

- administered in a specified manner, procedures for

@ . administering, scoring, and interpreting results are

= detailed and ate the same irregardless of the tester
.(to retain validity and reliabilityl. - - -

22. PFrustration Level - That 1evéf'of‘ski11 déﬁélopment
(reading] at which a child‘'is performing with 75%
.maqtery. Difficulty is usually apparent. =~ ..

23. Grade Expectancy - The expected academic grade level
ased on a ¢ ronologicgl age. ' :

24. In-Depth Testing - More than-a“screeﬁiné'or”peripheral
testing. Strengths, weaknesses, styles, etc., are :
ascertained determining the existence of a problem.

75. Informal Testing - An unstructured testing which does
not use standardized tests; use of standardized test
within rules, directions and guidelines for adminis-
tration are modified; teacher-made tests designed to
assess specific skills. ' . :

26. Intelligence Quotient - A numerical measure of
mental or intellectual development. The intelligence .
quotient is computed by using ratio of the mental age
divided by the chronological age, multiplied by 100.
IQ = MA/CA 100.

27. Intelligence Test - A test designed to measure mental
capacity or one's ability to learn. a

28, Inter-individual - A compariéon between groups or tests
fo some average performance; comparison of one to peers
(as a reference point). '

29, Interview Techniques =~ A formal or informal consultation
To evaluate aptitude or progress of a student. .

30. Intra-individual - Concept of comparing a person to him-
self within an individual or within a specific test
relative to the individual (self is the reference point).
Peers are not compared. : :

. 31. Inventory = A screening or noting of skills a child
possesses. '

32. Item Anaiysis -~ The analyzation of individual items
‘Trom assessment devices/tests; a noting of items pas§ed/
failed, and the abilities measured.

'TERiC‘ .
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34.

35.

36.

37.
38.
39.
40.
41.

42.

43.

44.

45.

changes in task. proficiency
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Lenguage Age = An- eeseeement of the development level
of language skills or age functioning of 1enguage
abilities. .

Mastery_Scale - An equal interval scale reflecting

Mastery Test --A test that aids in determining the.
extent to which 2 skill, concept, etc., has been
mastered. .

¢

Mean - A statistical term representing an average of
all scores obtained from a given population. It is

obtained by adding quantities togethér and dividing

by their number.

L3 .’ir

Median - The middle score in a set of ranked scores.:
the middle number in a given series, an even number _
lie above and below the median.

Mental ‘Age =~ The level of intellectual functioning
or development expressed in equivalents of age
(chronological); an expected intellectual functioning
.age. - |
Modalit - The preferred manner of receiving ‘'sensory .
eEimuIa%ion (i.e., tactile, auditory, visual).

Mode - That score that occurs most frequently in a

specific distribution.-’

Non-Standardized Test - A test using an unstructured
method of administration.

No;¥ - An authoritative, average or'designated.stendara
ypical/epecific performance of a given”population.

urgggreference Test - A test which compares one to a
Veh population; a test whose items are predetermined
to be within the capabilities of a majority.

Ohsgixetion - A structured or unstructuréd assessment/
ng technique that attends to visually noticing a
child, extracting information based on observing certain

¢haracteristics or behaviors and recording the information -

to aid in programming. ‘
gergentile - A statistical term which is an indication

- Of any of the points dividing a range of data into 100
eQual intervals and indicating the percentage of a |,

distribution falling below or equal to it; number or
percentage of children with the same or lower scores on”

‘& test instrument.

33
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46,

47.

48.

49,
50.

51, T
~ eliclts information and classifies it in some order. e

.52,

53.

54.

55.
56.
57.
58.

59.

60.

_Reliabilit -The degree of stability and the yielding
of the i

) - ALt
) . ');.':2

. . R Y
: S
. "
. . .
-

Pre-test - A test designed to measure the level of .
Function or knowledge and skills given before a R
program is implemented. A post-test is given after Ly
implementation. - o | RN

Profile - A numerical or graphic depiction of abilities, '&ﬁ
achievement which can be expressed in scores, equivalent R

'.scorei. developmental or academic ages.

Program Evaluation - An examination, -judgement, or. ~ - .
Jescription of the effeotiveneas of a given objective, RIS
program, idea, etc. S . . LR

Questionnaire - ‘An assessment techniques which uses a -
systematic series of questions prepared to gather B

information for analyeis. | _ - 'iﬁé

L

’geméee_gamzisn- A chance or representative eelectien fﬁ

rom a large population in which each member of the
population*hae an equal oppo:tunity for seleotion.

Ratin% Scale - A scale with a grading ‘or rank which

Raw Score = The number of correct reaponseai uaually, T "gﬁﬁ
the’ First .score from initial acoring. '

€ same résults over'"time; the z;elding 'of the
same teat"Score given two~teeting administrations.

'Scaled Scores ~- A means of converting raw scores from
Jifferent teats into a distribution of scores for »

direct comparipon.-

Social Age - A term used in social devlces to give
.E——-———E%— .

omparative mental ages.

Standard Erxror of Measurement - A measure of the amount
of error to be expected In a given score. The smaller
the standard error, the greater the accuracy of the
test scores.

Standard Deviation - A statistical concept that is a

measure of the variability of the scores in a dis-
tribution.

Standardized Test - A test which is administered with
pre-determinants. Specific requirements for adminis- "
tration are included.

validity - The ability of a test to measure what it -
purports to measure. -

Variance - The extent of deviation from the mean.
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Assessment cémgetencies'
. , | R ' o Fa o
following statements emphasize the diverse skills

which would aid the teacher in assessing for programmatic

urposes.

No single person is expected to be proficient

n all areas. :

1.
2.
3.

4.

5.

(

6.

7.
8.
9.

10.

11.

12.

- Ability to compare content ahd;inteng of :ofmul

and informal tests. o '
Proficiency in the administration of specific
test instruments for'a giwven population. f
proficiency in the use of informal techniques

S e O

-whigh reflect intent of standardized measures

for use in writing specifio;ba&avioral»pbdeétives\
Skill in designing and struct@ring operational,

objectives based on the translation of assessment

e

data [ ] - - & . . . .
Proficiency in interpreting/structuring plans

. based on various assessment techniques represented

by various models. \

-standardized test ’
-criterion referenced tests ‘ , -
-physical/orgahic tests ' ¢ :

;

-devg;opmental tests - ’ y | | S

Proficiency in the identification of appropriate
instruments specific to a given discipline fox
singular or interdiscipline models. o '

skill in interpreting dynamic information relating

to logistical considerations for assessment. . - :
Proficiency in ascertaining progress in educational
skill areas and in assessing strengths and weaknesses.

Proficiency in the identification of behavioral e

characteristics of a specific population.
Proficiency in determining legrntug styles for

programmatic considerations.

Skill is the use of periodic review for determining
progressive systematic recording for growth.
Consideration of the dynamic information included in
the appraisal process and techniques for "working
through" behaviors that give distorted profiles

.(i.e, attention spans, conflicts, distractibility,'

13.
14.

withdrawal, etc.)

Consideration of ecological factors for appraisal
process. ' o
Skill in the use of task analysis for seqguencing
skills and providing test items matched with specific
tasks.




._\

15, Skill in the use of the following informal strategies '
to extract pertinent information: o

,interviews ' .parental interviews R
.rating scales - " .observation - - - . 2
.developmental scales - .cumulative records ey
.anecdotal records " .questionnaires = - L%
.informal diaghostic - ..checklists - g

inventories ©« .7 Jlanguage samples Co
.informal tests : . .inventories. 3 . o

.teacher-made tests ' _ -

_xnthesizing Information from Assessment Data - o

“" Some general questions arise related to programmatic
considerations. after a child has been assessed. Much of
the information extracted by the medical profession, .
therapists; audiologists, psychologists, motor specialists,
etc., has implications .for the olassroom teacher.

# Information. provided by these gources may vary in .

" the divect impact on the child in the classroom, and- e

the resulting adjustments that would be required in the
instructional program. Following is a list of certain
considerations which may prove useful to you as a teacher o
of an, exceptional child. ' . . . , R - N

-treatable problems caused by medical aberrations; o T e
-physical problems which could be corrected by specific C
appliances (e.g., hearing aid, glasses);
-medical causes for behavioral problems; .
-specific management problems that may contribute to
medical difficulties and possible strategies to ensue; . .
-necessary restrictions involving play activities;
-specific management or programming techniques required T
for certain medical observations; ‘
-learning problems that may be expected from medications;
-gpecialized disciplinary techniques needed to change R
behavior problemsg; -
-emotional states that contribute to medical problems;
-predictors of articulation skills, stuttering, language
development.,, voice disorders, aphasia, etc.;
-~diagnostic processes fundamental to communication
disorders;
-conditions which maintain undesirable behaviors;
-functional relationships leading to effective treatment;
-description of specific reinforcers;
-precautions necéssary in movement;
~independent head control and adequate eye contact for use
of educational materials; level of presentation;
-balance and use of limbs;
-necessary positioning adaptations;
-adaptive equipment that might be needed; o
~activities that could worsen condition, precautionsto
consider; 3 6 :



n-activities that could strengthen physioal oondition: .
+ eprogrammatic -adaptations needed;

. =resources necessary to facilitate learning and adjustment,
o emajor. programmatic strengths;

*ﬂﬁ&f-environmenta changes needed for program adjustmant.

‘=deficit areas for considerations; g

-implications for curriculdr: adjustments;, - . . . .

'i -other services that might facilitate growth.-~

~immediate training recommendations;
~degree of hqaring loss and environmental adaptations

- necessary; |

-effect of hearing loss on programming’ oonsiderations; R
-appropriate follow-up procedures nesded; - ' =

. =type of classroom to beé considered: appropriate for
- mainstreaming considerations; .

-effect on speech and/or language development. =,; v;, S

' Infcrmal assessment procedures provide. the ‘teacher with
specific information and indications of functioning levels,
learning styles, social behaviors, learning processes, . °
preferred motivational strategies, and progfamiting paths..

There are many advantages that can be extracted from informal Y

assassment data:

N

~allows for programming strategies to bé instituted- S e e

-weaknesses and strengths can be pinpointsd more
accurately:;

-practical information is extracted;

-formal tests can be complemented;. - ‘ '
<can take less time than preparing for formal tests;
-allows the teacher to. see the student in a variety of
situations;

~points to the need for an understanding of learning
segquences;

~quick intervention can occur from the informal data.

The following strategies can be used to extract data ,
that will be invaluable for writing goals and objectives for
the IEP. These strategies may also he used as a means of

_providing continuous programming information and amending

the IEP acoordingly.

- =parental input ' -graphs
-anecdotal records -profiles
-autobiographies, blographies -~exhibits
-cumulative records -logs ,
~-observations -Juestionnaires

.unstruc tufed * -charts
' .semi-structured « _ -informal tests
.highly structured -case studies
-conferences . . -games
‘=checklists -interviews

{
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"‘data derived is used, and that it requires certain skills.

o~
e

oo . - —
-rating scales - | §\' .problen~-
-discussions L situation tests
.score cards . « ~+ .time studies
.self-rating devices .log, diaries .
.tape recordings j . .personal records
.8ociometric procedures ' ~picture B
.evaluation of reactions > interpretation
o o - .other projective
- o . S . ] : techniques

s
4

v . . OBSERYATION AS AN ASSESSMENT TOOL

L ]
. - A

Assessment may be viewed as a process for testing o
hypotheses. Hypotheses are first genepdted from observation.

.It 18 the initial clues picked up during observation(s) -

of student behavior that give rise to more structured .
follow-up ‘in the form of assessment in specific aréas.
Hence it becomes clear why observation is necessary, how .

g

Certain factors need to be cbnaidered ih'ﬁhing,

observation techniques. First the setting and its structure .

needs to be taken into account in observing student be-~
havior. By using the natural environment you tend to get
a relevant picture of the child. A question that needs
to be raised is to what extent is the pituation (limiting)
the. child's behavior? What environmental factors influence. .
behavior? . - o
Another issue that influences observation is the degree
of interactiqn.between the child and the observer. What
does your presence do-to limit/inhibit, or otherwise affect
the child? Can he perform with the observer~pr§sent? Does
he perform, or not do things with the observer present that

might other-wise happen? o

The internal proceesess within the child alsc need
to be addressed. Are there factors, emotional or physical,
that are impacting on the child's behavior? As both an
observer and a participant, trust should be established
with the child so that a true picture can, be obtained. -
Physically, any anomalies need to be noted.

In considering behavior, academic or social/emotional,
there are quantifiable and qualifiable aspects. Quantifiable
behaviors may include IQ scores, Frostig scores, math scores,-
and the number of timés a child calls out in class. Affect,
general cognitive style, and psychological learning style
are qualifiable behaviors. Assessment will need to reflect
a balance between quantifiable and qualifiable issues of

behavior.
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. In ueing observation, the degree' (issue of quality) : ek
and frequency (how often) of behavior needs to be obtained. LA
Behavior may also be observed for its dynamic 'nature (change : R
qualities) versus static. (standard, unchanging) qualities. o

Observation will fall into two categories: systematic . A
and nonsystematic, Inh nonsystematic observation the observer o
will: record general behaviors (academic, environment/child, . . : i
teacher/c¢hild, child/child) in an anecdotal format. Ona . LT
needs to be carefil that the records aren't subjectively - e

"written., Ffor example - "Johnny's paper is messy’ might : e
better be stated as "Johnny erased his paper so that it had R

* 3 tears in it". : : N x ‘ S
: i ' | . . . .

' In tekms of systematic observation, 'specific behaviors R
are observed that havé been defined so that others are clear Y
as to what is being viewed. Stating that a child is silly = ' e

' might better be defined as the child is giggly, making faces, o - . %
making noiges. ‘Here specific behaviors are clearly delineated. ' o F
soclated with systematic observation are spécific_gechniques. &

~ Time samplés are used in which specific behavior(s) are observed S i
over days, in an attempt tp delineate patterns. .One can also . R

gerve at other times in an attempt to verify patterns or .- ' o
eir inconsistencies. Rating scales.and checklists may . - - . c oo
1so be used for observation of behavior. Rating'scales will et
ndicate absence or presence of specific behaviors.; Either PRPENE
mmercial or'teacher=made checklists or rating .scales can -
- be employed. The advantages to using teacher made tools
include their low cost and applicability to the -current
classroom setting. - = = . '

It should be remembered that biases will influence ' »
observations. We see what we want to see. One needs to be _ B
aware of self-fulfilling prophesies that might impact on obser- A
vations., It's incumbent on the observer to be aware of . . . o
personal and professional biases so that objective obser- . L
vations may result. ' o

. Some useful references are:. *

. 1
. Observation ' ¢
- . .
Beegle; C.W. and Brandt, R.M, (Eds.) Observational Methods in
the ‘Classxoom. Washington: ASCD, 1973. . -
Carroll, A., Guriski’, G., Hinsdale, K. and McIntyye, K. ‘
~Cultuna%ly Appropriate Assessment: A Source Bobk for
ractitioners. Los Angeles: California Regional
" Resourcte Center, 1977. C )
3\9 . ° ’ ) * -y



: . . . -
Cartwright, CHA, and Cartwright, J.P.

Skills. New York: McGraw Hill. 1974.

Fox, R., Luszki, M.D., and sGhmuck, .
, Learning Environment. Chicag0° SRA,

Peter, L.J.

Remedial E ucqﬁion.

stalling, 3. Learninqrto Look. Belmont, CAlifornié:

wadaworth , 1977 J

_wStubbs, M. and Delamont, &, (BEds.)  EX

Observation. London. Wiley, 1973.

Boston: Houghton=-

S b
Devalgp;ng ObserVation

}

Dia ndsigg C.assroom -

1 |

w»

lordtibnsfin Classroom

wWallace, G. and Larsen, S.C. Educational Kssessment bf'*

Learning Problems: Testing for Tea
/bacon, §§7§.

Weinberg, R.A; and Wood, F. H;,(ﬁas N observation of Pu il
and Teachers in Mainstream and Spegial Educatlon ings ¢

dEI:g Boston: AIIyn

-
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f'The foliowing examples are inéluded as outlines or guides
to assist the teacher in compiling and organizing the assess-
ment data. : -~ - - '
-~ . '
Y REFERRAL FORM FOR CHILD STUDY
' " TEAM EVALUATION '
| Childig Name i' - D;te of Birth d
Dat;jof Referral Qhronoldgical Age
7 ) ' ~ Mo, Yr.
Grade Address_
Referring Téachér . B .
'Piéent's Name_ . Phone | T
®I. MEDICAL BACKGROUND :
A.V'Alle;gie;'
B. Medications
C.\_Hospitalizations
D. ‘Vision_‘ i 7 \ ;
E. Hearing :
F. Has child been seen by a specialist? Yes_No__
1f yes, Who 7
| ,', When R If
” Where /
For what :eéson_ /
1I. PROBLE;'I;AREAS LEADING TO REFERRAL
ggggkl - Comments
_;_peading; ‘
___Math
____Motor bobrdingﬁion
- ___Fine/Handwriting
\ ‘o -

1
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i Referral Form For Child Study Team Evaluation (continued). _

Gross . ' - o

- ___Spelling :
;' . ___Language
___Social Emotionai Development
. ___Following Directions o
'—.Others | 65
III. PREVIOUS TEST RESULTS
" Intelligence " o . ¥

Name of Test Score - Date ‘ | Q?

Achievement

Name of Test - Score Date . ‘ ' 'Hﬁ

Others
IV. ATTACH PERTINENT CLASSWORK SAMPLES . o

LY

42
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TR AL
FaiARio

.~ OQUTLINE FOR COMPREHENSIVE EDUCATIONAL EVALUATION

3

NAME OF CHILD: ' ' SCHOOLs o
DATE OF BIRTH: GRADE: B
AGE: ' -DATE TESTED:. L
' EXAMINER: #

‘I, REASON FOR REFERRAL
II., BEHAVIOR IN TESTING SITUATION
III. TESTS ADMINISTERED '
IV. TEST FINDINGS AND RESULTS
' V. LEARNING STRENGTHS AND WEAKNESSES
VI, SUMMARY
5. VII. RECONMENDATIONS . .
VIII. SPECIFIC EDUCATIONAL RECOMMENDATIONS(instructional -
' '~ gtrategies, o

suggested
materials)
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PROGRAM PLANNI
For the year 19___

STUDENT DATA:

Name:

Grade:

Type of Class:
Birthdate:.
C.A.

SCHOOL HISTORY:

Grade Type of Class

DATE

CHILD STUDY TEAM

NING REPORT

School:
Parants:
Address:
Phone:

-EVALUATION HISTORY:

Date Evaluated By Whom

_SUMMARY OF DIAGNOSIS:

PROGRAM PLAN:

-

Dates in Class

mo(xr tO'moézr

Child Study Team Members Present

’
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Date of Staffing

CHILD STUDY TEAM STAFFING SUMMARY

Child'as Name C.A, Grade

Staffing Participants:

Test Results:

Iptelligence:
Achievement: ™
'Learningistrengths E Weaknesses

Recommendations for placement:

Specific Educational Recommendations:

Signature of Recorder
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CHAPTER 3

' GOALS AND OBJECTIVES ~ ;

o

4

There are various modee and procedures ueed to inetruot
generally, and techniques have been developed and refined to
aid specifically, in the achievement of objectives\ . Appro-
priate objectives and teaching strategies may be: applied to
facilitate learning when an ettempt to. underetang the proceel
of learning is pureued.

Before attempting to list requisites for writing goale
and objectives, it might be important to lcok at learning in
general. To understand why a specific objective should be

" written must be. attended o be ore an attempt is made to-
write goals and objectives. is reason the reader is.

urged to consider the meterial in Appendix B for background
on learning theories and stylee. : .

The aohievement of annual goals ie dependent upon the

quality of the goal content, procedures used in the acquisition

process and the evaluation of schema prepared to aeoertein
attainment. . L A

The prooess through which activities flow in the
attainment of goals include:

éregaration of Objectives - elements included from the
assessmant data and translated from other pertinent
information. o ' - _
Analysis and Sequence of Skills - Use of task analysis and
sequentlal planning for skill acquisition. |
Development of Instruction and Materials - Strateozes for

program development; materials needed based on leerning style,
need, strengths, weaknesses, etc. -

Iastruction - Strategiee used to aid students’ ecquieition
of skilils.

Review/Feedback -~ Information used to provide information in
cyclical fashion in order to reprogram for goal achievement.

46
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a one year period.

Writing Annuafweoala'”

Annual goals are general descriptions of educational

performances in specific skill areas to be achieved within

_ These general statements descrike 1) the
area of attention: 2) guidelines for expected attainment;

3) and, a measureable framework for th

or short-term objectives.

for defining the per
to the. following: ' - . .
" a. actions of students which indicate achievement

Objectivés, (derived
measireable, terms.

et

for a mildly impaired child.
functioning, however,
the developmental sca

Annual qéalS“hhbuld be written in a way tha% the criteria '
formance will address and lend credence

of the goal; '

non~achievement:;

c. “basis for recognition of goa
d. an ideal representation of the achieved goal
through terminal pehavior (exhibition of =

" competence) .

The assignmaent of goals is derived from the assessment
of the present level of performance. Goals, alone, are not
measureable because they describe the intent of performance.

from goalrs) describe the -intent in -
The goal, however, must be written in a
- way ‘that allows for measureable objectives to be w¥itten.

Review the present level-of'educationai perfbrmance.

Review the assessment data'inclﬁding telt:resﬁlts,

Compare the information obtained with~the.developmenta1

Review the data and proceed to determine what the child
can do and what the intention or expectations are.

Write the goal based on the cqllected ‘data. 'Ask if there

are indicators to show what is to be accomplished, how
and when it will be achieved. '

4

b. a basis for separating achievemenﬁ-qffgcal“ind

‘Gouls should be appropriate for the learner; théy should
require a change in behavior; needs should bé correlated to
the number of goals used;.and they should bé realistically
achieveable by the end of the school year. Realistic goals
for a severely exceptional child will not approximate goals
Limited improvement in overall
may be achieveable. The position on.

la, then, will aid in the determination

of goals.
1. educ
. Include all measurement and evaluation égta.
2. _
observation input, records, scales, interviews,
questionnaires, etc. '
3. .
level of the child.
4.

*y
4

e writing of apecific

1 achievement;
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i

6. Determine how narrow or how global the goal should be by.
-idontitiying clusters of behaviors that are related. 3

7. Check to assure that the goals are not so vaquc that
© problems will occur in the translacion to short-texm
objectives. _

8.. Check to see if change in the child's bahavior can bo f
detected £rom the goal statements. : )

9. Prioritize the goal (from the most important to the
leaat important). . '

10. Make a list of observable perfomances that would faorm
an operational definition of the goal (an aid in -
avaluation/measurament).

-

1l. Review the steps.

Somé " examples of goals written in ths manner might
include: _ = .

- John will dress himself properly by putting on inner
.and outer clothing.

- - = Mary will improve her in-seat behavior when given
assignments. by the teacher by staying in her seat,
raising her hand before speaking and attending to

: the assignment.
v - Bob will assemble parts of a carburefor and name
’ the parts and functions.
- John will learn to lay a brick wall and verbalize the
- steps.
: - Sally will be able to compute four different types of
- ., story problems in arithmetic.,

..... ~

Goals, then, provide the direction in which we wish
performance to occur and should be written in order to
sat!sfy questions of achievement. Goals reflect expectations
for the child's growth. _

To begin individualizing a program, implementing an IEP
or engaging in daily instruction one should be cognizant of
what is to be achieved, how it should be achieved and an
evaluative measure of achievement. Translaced for IEP de-
velopment one would:

l. Prepare meaningful goals and objectives. X

2. Develop lessons and materials to implement the
objectives.

3. Determine the extent to which the objectives were
met and use the feedback to improve the program.

- .
ERIC | *




55 Goals are only ‘a pa:t”bfhtht“IEflfrbcoul.~ avery - :
. -important part. There is no magical number to include; :
howaver, théra should be a match between needs and

.- abilities with thé goals developed. N |

. To reiterate the methodology of writing goals would

. sexrve no useful purposé¢ since much ‘has. been written; rather,
some additional, selected references are: - o

' Goals - | | e
. blomberg, Isabel E. Goal séteing. Waterford, Conn.: Croft .
Publications, 1976. o ' PR T <
Remp,.Jerrdld'E. ;Iﬁstruction&l.nnsi
- course peve;ogggu . elmont,

ﬁagér,~nobert_r.'and Pipe, Peter. " Anal zin Phrfbrmance

Problems or 'You Really Oughta Wanna . imont, Ca.:
earon shers, iInc. : A

Mager, Robert F. Goal Analysis. Belmont, Ca.: Fearon
Publishers, Inc., I§7! o - :

Mager, Robert F. Meaauring ;nstructional'lngght or. Got \
a Match. Belmont, Ca.: Yearon shers, Inc., i s

Padensky, H.R. and Gibson, J. Goalguide: A Minicourse in .
" Writing Goals and Behavioral - Yor Bpecial

3
14

o

' pipe, Peter. Objectives - Tool for Change. Belmont, Ca.z.
Fearon Publishers, inc., 1978 - o

L : : :
Popham, W. James and Baker, Eva L. Establishing Instructional
Goals. Englewood Cliffs, -N.J,: Prentice-Hall, 1970.

»
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L Writiny Behavioral Objectives _ : \\\\.'

Behavioral objectives are specific explanations of a
goal statement. Mager has defined an objective as a statement
that is descriptive of an intended outcome of instruction. ..
It defines the terminal behavior expected of a learner by
stating what the learner will be doing while demonstrating

.achievement, the conditions under which the behavior: will

occur, and the criteria ot acqeptable performance.
D
iehavioral/pertormance objectives aid the teacher in
planning instruction, guiding performance -and providing
acceptable measure for evaluating the cognitive (knowleédge
and intellectual) skills, affective (attitudes and values),

~and psychomotor (movement related to mantalractivities)

domains,

& .

A teacher'exerte untold physical, ménta1~and emotional

- . energy during the process of teaching; reasonably, a conduit

to express the results of expended energies is needed. The
manifestations . of these efforts can be expressed and measured

\
L
.

in student behavior; hencé, behavioral/performance objdctivas. 1_}

Many writers of books on behavioral objectives:have said
"there is no basis for teaching if you don't know what to
teach, Or, if you don't :know where you' re going, you don't
kncw the best way to get there. ' .

. Goal. statements specify intents w-behavioral objectives
interpret these goals in precise terms. Several components
are included in the translation of goals into short-term
statements.

Objectives include:

-the person doing the action;

-the behavioral task (stated in action terms);.

-the object of. the action (product of the behavior);
-conditions under which the task will be accomplished;
-criteria of acceptable evidence of task achievement.

BEHAVIORAL OBJECTIVES

THE STUDENT ) WILL LABEL "PARTS OF A MALE" DIAGRAM

(Boer of) (Behavioral) (Product or Object)

Action Task of Action

BY WRITING (FROM MEMORY) ' AT LEAST TEN PARTS ]
(Conditions) (Standard of Achievement)

The above list can Be shortened to-include three
components: a behavior or performance, the conditions, the
criteria for evaluation.

90
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‘pehavior/Performance; = . s

' The short-term cbjective must include a description of :

i  the expected parformance that determined whether an objective

.. has been achieved, This achievement should be observable, '

B so it can be measured objectively. . Precise terms are used .
. to specify the observable behavior (no "dead man" criteria)’:

TRACE - READ . . CIRCLE

POINT DRAW " SAY
WRITE : SMILE - HOP'
/ The behavior or performance task specifiles what the
. student will do as a result of instruction. niheie :
behaviors/performances should always be-exprqgsed by the = ...
use of verbs which show action !se§~hehav£ora ~ Terms) .,

% -\\ N

Conditions L { ' ,
* Conditions specify what will be imposedlgr what the ,
student will or will not be given while demopstrating the
-+ desired behavior to show mastery. Conditiong may indicate:
Pt ' ) . : . ’I y .
-what can be used or provided; /
-conditions under which behavior will gpccur; C
-what.will be denied; = _ , '
-how the behavior will be achieved; '
-Instructional variables which can be manipulated by
the teacher. S .

-Conditionbycan be stated in a varieéy}of ways:

-given a list of cities... _

-from mMEmMOXy... - .

-without the aid or use of...

-using the number line...

-after reading the following and )
given four written questionms... i
Educational media and materials or methodology can be

provided for the sutdent as a condition of expressing mastery:

equipment . charts
' places references
instructions books
objects examples
people positions
informﬁtion . environment
////

54
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: conditions can be imposed that specify the ciroumstenoes
under which ‘the student will be observed while performing the

tasks: T |
' working alone - jumping L i
. . writing . . - speaking
V- -listening ' viewing -

P Enough desoription should be inc¢luded in the objective
in order that everyone will know what is expected of the .
student. The intent. is then oommunioated to othere reading

the objective."

Criteria

' This component indicates the level of aoceptable
performance or how well the teacher wishés the student to

perform. The criteria is the standard°by which performance -

1is. evaluated, the yerdstick by which achievement of the
objective is assessed (Mager, 1975). This standard in-.
dicates when the student has achieved the task at a satis-
factory Tevel. It indicates a minimum of acceptable per-

formance. Instruction can then be tested against this level

to determine if the. intent of the goal has heen Qohieved.

Criteria can be described in terme of time, accuracy
and duration. A criterion should be chosen that matches -
the behavior to be demonstrated. For éxample if the desire-:

is to improve the speed of reading, the time oen e meaoured

in words per minute with less than = errors nute., If
accuracy 48 the meesure

ercentages. If duration is the measure, the length of ‘time

e criterion can be expresse using

or the performance can be considered, e.g., for thr iinutes.

If a chain of behaviors is to be performed, a -minimum
of trials from a meximum number might be oonsidered as the
criterion. ‘ )

Standards can be.expressed.in many ways.  Some examples
might include: ' :

-within ten minutes

-all must be accurate within %&,

one minute _
-without any errors .
-with no more than two ‘ )
incorrect ' _
-without a need for Lo
repetition
~-as well as described in

*  checklist _

-three out of four correct
-90% accuracy ‘

. ‘\m“\ . ;Sga
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. % Objectives should be measured frequently to ascertain
mastery or the need for more effective teaching techniques.

Most teachers are familiar with the components needad

,ffin'writing good objectives. ‘A bibliography is provided for
.'additional study. o L o E

.

+:0ne quick way of writing objectives would be to list the
annual gcal and write the applicable phrases under ‘the correc

,heading. Example-'

:
. 7

ANNGAL GOAL - o
BEHAVIORAL OBJECTIVE T
BEHAVIORS - CONDITIONS - CRITERIA -

’

Examples of some short term objectives might be:

.Without the aid of manipulatives, the student ‘'will writ
the sums of the following with ten ocut of twelveé correct.
~ . .On a numbexr line, the child will write numbers from.one
to ten. =
.Given an oral- description, the child will draw a figure

.with at least six parts.

The instructional/behavioral objective will be the

4

t

mechanism by which annual goals are achieved. They will '.'.

_ be ‘listed in sequence (prioritized) and contain behaviors,
" ¢onditions and criteria for evaluation. Dillman and Rahilow

(1972) Mave listed other points for specifying ahd clarifying
objectives from the idea stage of each objective to the final
editing' ,
:.levels of specificity
.principal performance ,
.overt behavior ( 4
. .-method and process .
— .,evaluation or performance criteria
.ralevant conditions
.appropriate reading level and vocabulary -
" )
Behavioral objectives. are classed in the psychomotor,
cognitive or affective domains and can be categorized
according to levels of learning; therefore, a knowledge

;" of what the learner is to do will benefit both the child
+ - and the teacher and provide a basis for evaluating an.
yindividualized educational program. -

/." | - 53
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Objectives Are Re resentative of the Clarit

. Between .Instructional Intent~un&*?r&ctide7
: _ . — ———

Objectives Do

-Represent an eﬁh not a means

~Describe the performance

or behavior of gtudent
(or change in behavior)

~Pescribe conditions AL
under which terminal -
behavioxr is performed

o

-Include the level of
performance

~Clarify instructional

incent

-Involve teachers in the:r .
methods as well as the
eva;pgtion process

~Restrict ambiguity and
| are student-directed .

-Produce measurab;e results

-ProVidewfor participation
and feedback.

-Provide a plan of action
/
-provide standards of
acceptable performance

-Providing appropriate
vocabulary and/or
reading level.

Yy

-Specify- teacher b avior

‘.

. 4;;eot£Ves Don't

-Present general: inntmuc- -
tional criteria (ahould -
assist instruction)

-Speeify teaching poihts
{learning activities for -
achieving 'objective )

(ndt principal per ormance
skill) - i | #

-Present ‘a number of . .
possible alternatives -
to the goal

~Preclude the use of L K
‘nebulous terms if oy
followed by a deacrpiption' '~ ...
of the desired performance . -
(L.e., understanding, o
comprehens iom), .

A



2.
3.

S T

6.

7.

8.

9.
10,

11.
12,
13.
14.
15,
16.
17.

18.

. clue Words in Objectives

Analyze ~ to find the main ideas and show importanoe
and re! ationships .

A3 ¢ o

Compare - to show both the similanitieé and differences -

Construct - to make or form by combining parts by
arawIng, writing, etc.

Contrast - to compare by showing the ddfferences o

Critioize - to make a judgement or give a reasoned
opinion of something including both good and bad points

Define ~ to give a formal or precise- meaning by dis--
tingulshing a word from related terms

Describe - to write a detailed account, give a verbal
picture or represent by a figure or model of somathing

Diagram - to make a graph, chart or drawing that can
expgain through the use of labels and/or explanations

Differentiate - to ‘show unlikeness, differences

~

‘Discuss - to describe by g1v1ng'details, pros and

cons of a given concept

P . .

Enumerate - to name and/or list -

Evaluate - to give an opinion, judgement, or an

“expert's opinion of the truth or importance of a
concept. It may include advantages and disadvantages.

Group - to assemble objects, ideas, concepts, etc.,
as a nnit with common qualities

Identi¥ - to determine the sameness of quality and
distinguishing features of something

Illustrate - to explain or clarify by concrete examples,

.comparisons or analogies

Interpret - to give the meaning of something by using

examples and personal comments to clarify

Justify - to give a statement of personal reasons for
a statement or conclusion

List -~ to produce a numbered list of words, sentences
or comments

35
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19,
20,

21,

22,

23,

24,

25,

27,

28.

29,

48

Locate -. to determine or indicate the pl\ce. site,
1imits of something Do

- - kR
Match - to place in a.set items possessing equal
or Earmonizing attributee

Out;ine - to give a- general summary with a series of - . - .-
main ideas supported by secondary ideae to show the S
organization of ideas .

Predict - to foretell, or ¢i:lare in advnnce-on the a?
basls of observation, reason or experiment : L

Prove - to show by argument or logic that a concept is
true; to ascertain the validity of by evidence or.
demonstration . .

Relate - to show the connections between things by | . ﬁﬁ
establishing a logical or causal reference :

Review - to give a survey or summary in which important
parts are criticized .

Select - to choose from a number or group by preference o
with regard to specific cheracterietics . L

dtate - to describe the main points in precise terms, -
usually in formal, brief, clear sentences withcut o
details

Summarize - to glve a brief, condensed account of the
main idea without details

Translate - to change from one state, form or appearance
to another; transcribe into one's own or another's
language - \
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¢ , Weitin ' Behavioral Objectives

vl Terms to Include , . Terms to Avoid
o To analyze To accomplish : M
. To choose | - To acauaint | S
= ~ To cbmparé . To ac . uire . S
E ‘To construct ' " To apply ' o
To contrast - ' To appreciate R
, To oriticize To ascertain e
To define To assert &l
: To describe S : : To attempt x
" To diagram : . To be aware -
/f To differentiate To believe 3
‘ To discuss 7 To combine q
To draw ' ' To communicate &
To enumerate ' - To comprehend
To evaluate ' To conceive
To formulate To consider
To group _ To cultivate _ .
To identify . To develop ~° . B =
To illustrate _ ‘ To discover : ¢ 5
To integrate _ To educate : &
To itemize S To enlighten g
To interpret : ' To experience . S e
. To justify | To familiarize ) C
P To list : - To feel i
e To ‘locate : To gain insight _3§
K To match . | To guide | hg
SO To name ' : To have hindsight . a8
- 7. To -organize ) To impart _ s
To outline To inform .
i To plan - . To improve : 3
p To point : To. keep abreast E
: To predict ' - To know
" . To prove . To learn :
To relate ' To master ' ' ‘
To review . To note '
To select - To observe
To solve . ' To perceive
To state _ , To plan N
To summarize ' To realize
: To trace : To recall .
e To translate ' To recognize
To write To represent
' To reveal
To think
To try

To understand
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Developin -and'Writin " the Ob eotive

These steps may aid in preparing objeotivee that are h*',3~
useful and eva, uatives J Do

l. Decide (from assessment data) the tralits, oontent '.
and ¢ tencies you wish the studenE to poeheaa al
_ a reeuge o! IﬁaEruction. . ~

2. Compare the data with the goale you have written. J'

_ _ - 3. With a clear view of the ohild'a learning atyle L
‘ . and needs in the cognitive, psychomotor and/or RN
affective domain, select the &rea of riorit 3
(from goals) and content area. = .- .-<:_-

4. Select an: appropriate behavioral term from the
cognitive, psychomotor or affective checklist. :
Be certain the verb is compatible with. the. ohild's
ability to perform and is measurable.

5. Include the learnin& conditione or oircwmatanoee e
‘under which the task or behavior is to: bs performed - .
or accomplished. Include the conditions.under which
the child will be observed while performing the e

task.

.- " 6., Write the acceptable level of erformanee which 'fi':f';?. i;,
i o indicates when the task has been satisfactorily SRR
achieved. This is a minimum level of evaluation. ye e

This standard can be expressed in time, aoouraoy,-. : *.
percentages, duration, etc. e : N

7. ,Check your objective to test the com atibilit of Lo
the objective with student need, ESIEIty, Tearning Ty

style, learning rate, amount of pressure, motiva-
tion, physical environmént required and time
required.

8. Note if your objective can be read by another person
' and interpreted correctly:

e conditions for testing
e measurable behavior
e totally clear evaluation criterla




The individualized educitional program has added to

i, ~-the “paper tasks" in which teachers must engage (admitted).

One writer said, "It's hard to smile through tears," but,
- there -are advantages of keeping a record of changes in -
behavior (or lack of change in behavior). The Portage
Project Parent Guide gives an excellent example of the need
for recording results of dieting, The goal, of course, is
to loss: weight. Measurement 1s done in order to know if the
desired change is taking place. The measurement may be in
the following forms: = Coe |
_ *
. 1. estimation of the amount of "extra" fabric
. in a specific article of clothing
2. scales for detecting weight loss
. 3, recording of baseline data to assure the
- weight loss with comparison over a time period..
An analogous relationship exists between the Portage
Project's diét story and measuring the -effectiveness of
the prescribed goals and objectives of the IEP. The
testing of children can be a relatively easy task; -the
~ follow-up, assessment, which involves the sorting of test
results, inEervIaw statements, developmental diagnoses,
ratings from scales, etc. is. perhaps the most important
part of extracting meaning and planning an intervention’
program, - T

Once the program is operative a teacher would wish to
see the "fruits of his/her labor". Documentation of progress
(or lack of progress) will subsequently aid the teacher, .
student and parents-to assist in revising the IEP.
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Some additional, selected references are:

‘OBjedtives

Dillman, Caroline, M. and . Rahmlow, Harold r.~*w:£ting
Instructional Objectivos. Belmont,-pa.: anrog,,
8 OIB, nc., * H -

Mager, Robert F. Develo ing Attitudes Toward Le&rnin .
Belmont, Ca.: Fearon ‘ :

Mager, Robert F. and Pipe, Peter.
Problems or 'You

ﬁearon FuBllshars

Preparin Inatrudtional ob ectivus.
shers, .Inc.,

,'Mager, Robert F.
Belmont, Ca,: Fearon

Objectives - Tool for Change.
| 1shers, Inc., I§75. .

- ang.. nstruction.
What Kinde?

‘Pipe, Peter. Belmont,

Ca.: Fearon

Kibler, Robert.

c1assroom uestions:

Sanders, Morris.:

Popham, James. W.

-

The Uses of Instructtonal Objectivess / - .
A Personal Perspective. Belmont,‘ﬁa.. ‘Fearon shers, o

Inc., 1973.

N ;
.

h ‘w Analyzi Performanco -
Really Oug ta anna'. ge!mon1 e .
nO.' . ' ) .-

| Weigand, James, E., Ed. 'Develoging Teacher Competencies.
Englewood Cliffs: Prentice Hall, Inc., . ;
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; Task analysis, when ‘applied ‘to educational. assessment

v .-and programming, is one.of those’cfiten neglected ‘tools that

;  enobles a.good teacher:to teach bétter, permits an artistic

- teachsr to inject soms “science” ‘into. the teaching process,
and helps the flying-by-the-seat-of-the-pants teacher avoid
80 man{ crash landings. We presuns- that pre-service teacher
education programs and at least one systdm-wide in-service -
program a year explain, exhort the use of, and drill.practice-
teachers and teachers in the use and nmastery of task analysis.
If that is the cade, reading ‘the next couplé of pages can be

& turnoff, but...maybe it wouldn't hurt to do a little check. o 'ﬁﬁ
- ¥ 1If you are willing, answér the following ten questions, ' If L
-+ the answers are obvious to you and you feel no need to turn : L

- to the key at-the end of -the explanation to check yourself,
~. @é'est la vie. BUT...if you have some curiosity about whether
~'  you are corract in your choice of answers, or don't know
from Adam if you are even close--read it.

-~

" Task'Analxais:'Pre and Post Test Bt

l. When performing a task analysis, what three basic T
actions must one consider w?th all necessary subtasks? ug
B} a) ' - b L ' - ' B
C), < Y ‘ . ““-'...; ' " . | .&:_.
2. Task analysis directs one's attention primarily tog' , 3 o ﬁi
a) the child; b) the teacher; ¢) the objective; : : :
d) the environment. : ' ' S : :
3. Circle the true statement:
f . a) Taak'analysis is a standardized diggnostic procedure. .
3 that yields valid diagnostic information. G
e .b) Task analysis is an informal diagnostic procedure
which does not guarantee, validity. _
4. All steps in a task analysis should be stated in words
that represent: _ o ‘
a) observable behaviors; b) processes;
c) relationships. . _
5. What is the formula-for describiné the necessary sub-
tasks? _ , Plus
3. Task analyais is used in determining which mental
v processes are involved in an objective. 3
True or False " | ‘
61 :
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A child was gived.fho'tgliowing éompandr* "Ryan,'puwt
on your pants.® ... . T * -

1 hd ,

13

7. Which 6f the !glloﬁing;wquld“ggg &pgiar in a task

analysis of this objective: .

) L : . . : \ 3

a) can attend to the task; Ve '

b) can put one foot into the leg-hols of his pants;- -
@) can discriminate between his right and left leg; -
d) can pull his pants f£rom ankle to calf of his leg.

~ 8. Which of the !ollawinq'woula;ggg_gppci:'in a task
' e ‘-

\

analysis of this objective:

a) ‘can pull pants from calves to knees;

b) can pull pants from knees to mid-thighs;

c) can pull pants from groin to waist; |- '

d) can repeat the” directions: “nyau.'puﬁ on your pants."

9. Which of the following would not Qppoariln a task
analysis of this objective: - _

a) can identify waist, knees and legs;
b) can attend to the task; - . '
c) can grasp his pants;

d) can pull his pants from mid-thigh to groin.
10. To use taak;analySis diagnostically, you:{

~ a) analyze the child's intellectual ability;
b) construct a checklist with a test item for each
' subtest; . B _
c) determine the child's best’ input or output mode;
d) gather information regarding other diagnostic
‘workups completed, by physicians, social workers,
physical therapists, etc. . | ' _ ,
Task analysis is an informal diagnostic technique that
helps us gather the information that assists our decisions
about what specific tasks to teach the learner.

one of the basic principles of teaching any child with

"mild to severe learning problems, is that the learnhing tasks

we present to him should be broken. down into small, sequen-
tial steps. Breaking tasks or objectives into small,

_sequential steps is task analysis. 'Barbara Bateman, in

"The Essentials ofiTeaching." ?e;eribgsitask_gna%yiis "as
the process of a) isolatin b egcribing and ¢) sequenc-
ing all necessary subtasks which, when the child has
mastered them, will.enable him to perform the objective"

(Bateman, 1971, p: 33). Teachers, consultants and so forth
use task analysis as both a diagnostic and remedial tool.
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”ﬁzin this explanation, we will explore the use of task analysis |
 as-a diagnostic technigue. . . L. o oL -

o To use task analysis diagnostically, you a) specify an
instructional objective the child .is. having difficulty meet-="
ing; b) break it into subtasks; ¢) construct a checklist with

° a test item for-each subtask; d) -administer the checklist;

&band e) teach the child the subtasks he doesn't know.- When

‘! the child is able to do all the subtasks that are part of

/s the objective, he should be able to complete the objective.

“w
et

.Y
¥

There are two things to remember whén you're . doing task
analysis. First, pretend you are a strict behaviorist. You
are interested only in behaviors you can ohserve--those that
.. can be seen, heard, measured, or counted... You should not

attempt to make inferences about what goes on "inside" the
" child. For example, let's not use a term like "visual dis-
crimination." A term like that doesn't.tell us much.. There
are many definitions of "visual discrimination.™ It is hard
" to measure Or calculate the extent of the problem in the
area when it is gtated as "visual discrimination." However,
-1f we state the term in more cbservable language such as "can
match a teaspoon with another teaspoon when a tablespoon is
present,” then we can see the child perform that task.
We've changed a statement of a task from something we were
guessing went on "inside" the child“s brain to a task that
is observable. So, concentrate ohly on the observable sub-
tasks the child needs to do in order to complate the objec- -
tive. ' Ask yourself gquestions like: "Does the ‘child need to
do this subtask to meet the objective?" or "Is it something
I can see, hear, count, o¥ measure?" It will also be helpful
to remember that when we're trying to do a task' analysis
using observable behaviors we can use this formula: .

‘Action verb plus object.

/ For example, an action verb is "pick up" and an object
is "Kleenex." "Matches" ’pictures" is another example. The
second point to remember when using task analysis is to con-
centrate on the objective you're trying to teach the child.
At this time, we don't need to concentrate on the child
himself. If you did consider a specific child each time you
task analyzed an ohjective, it would greatly increase the
amount of time needed to do task analysis. It would mean
that each time you taught the objective to a child with a
different handicapping condition, you would have toc re-
analyze the cbjective. It makes more sense to decide what
tasks are involved in the objective that the child must com- .
plete in order to finish the objective. Then, when it is
time to teach the child the objective, modify only the sub-
tasks that are necessary to change in order to individualize
for the child's handicapping condition. ' ‘
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- ih‘the tbllqwing pages, wa are going to apply'tauk -

lanalylil to a specific non-academic task and discuss it. We. :
will use ‘as the example a pre-academic task of the sort a .. . .
" person would be teaching to:a seversly;, nultiple handicapped |

child. While task analysis is an effective infoimal diagnos-
tic'and_preccriptive'groqramminq*toehniQQp.tc'uoa with any \
child, there is an enormous lack of appropriate and readily
available diagnostics for that particular group of children.

- Remember though, the process is the ssme when you analyze any

task--only the objective or task being analyzed varies. It

will be helpful to keep in mind that: a). task analysis in- -

volves isolating, describing and sequencing- subtasks; b) task
analysis is action verb plus object; and ¢ ga.k,gnalyliurin-'_

| volves only observable behavior.

Let's say we wanted a child to remove hip long pants com-
pletely withcut assistance. He couldn't do it so we decided

.to gather some informal diagnostic information about why he

couldn't by using task analysis., Our objective .is that Peter
will completely remove long pants with an elastic waist, with-
out assistance, when given the command: “Peter, take off your
pants." The task analysis of removing long pants is: -

a) Attends to the teacher and task. _

b) Grasps waist band of pants with hands.

c) Pulls pants from waist to groin.

d) Pulls pants from groin to mid-thighs.

e): Pulls pants from mid-thighs to knees..

£) Pulls pants from knees to calves.

g) Pulls pants from calves to ankles.

h) sSits down: B
1) Graps one pant leg.

j) Pulls the pants from one ankle and foot. v
k) Pulls the pants from the other ankle and foot.

" This coﬁpletés the first and second steps of task analysis.

' We have listed a specific objective we want the child to achieve

and broken it into small subtasks. The third step is to con-
struct a checklist with a test item for each- subtask.

Task Analysis Check
a) attends to teacher and looks at teacher for 30 seconds
task while teacher demonstrates task;
b) grasps waist band of knows where waist band is;

pants with hands . © grasps waist band -

. 4

@
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If we wanted to check to see if the child was attending

to the teacher and task, we would first define what attending -

was in observable terms. Let's say it meant looking at the
teacher for 30 seconds without looking away while the teacher
says: "Peter, take off your pants" and demonstrates the task
for him. By defining it in this way, we could .teach him to
attend because he would need- to do this subtask in order to
complete the objective. A way to check to see if he could
grasp the waist band of his pants would be to see if he could
grasp and if he knew where the waist band of his pants was.

To check out the remaining subtasks, you could remove

‘the child's pants completely except for the subtask you are

checking. For example, you would start with his pants at -
his waist then say: "Peter, take cff your pants." You would
pull them down to his knees allowing the child to finish.

If he can complete that subtask, you would check to see if
he could remove the pants from his mid-thighs. If he could
not, you would know that you might have to teach him how.
However, don't stop checking the subtasks just because you
find one he can't do. Check to see if he could remove his

pants if they were at his groin. For some reason, he may be ...

able to do this yet not be able to remove them from his mid-
thighs. . If you found this to be true, you wouldn't need to
teach him how to remove them from his mid-thighs. By check-
ing the subtasks in this manner, you would determine which
subtA#ks mist be taught in order for the child to achieve
this self-help skill. The entry behavior of "attending" is
almnst always included. ' It is a good idea to always list
this, where appropriate, because it is so important for the
campletion of every objective and unless we list it we often
forget to check to see if the child does attend..

When you're teaching the subtasks to the child that he
didn't know, remember to check for generalization. Some-='
times, when you're teaching a child one subtask, he may:
learn ahother one automatically. So, after teaching the
first subtask, administer the test item from thé checklist
for the Rext subtask you're going to teach him before start-
ing to teach it to him. It won't take long and it may
prevent you from teaching the child something he already
knows.

Chapter 3 of "The Essentials of Teaching" provides
excell#lt background and depth to an understanding of task
analysis. Some points the chapter makes are:

1. In all teaching, it is important to begin instruction
on the appropriate level of task difficulty. 2a
thorough task analysis enables the teacher to deter-
mine quite precisely where to begin instruction.
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2.

3.

I~y

Task analysis provides an efficient means for assessing
what skills the child needs to learn to complete the
objective. B ‘ ~

The uses of task analysis include: s

) a) Assessing Entering Behavio’r

A meaningful assessment of entering behavior requi:es
that the teacher: ‘ )
| .
l) specify instructional objectives for the
tasks to be taught;

2) ligt the essential subskills and/or prerequi—
sites to each task;

3) construct a brief checklist of test items
represent..ng the subskills;

'

w

4) administer this checklist to the students.

This procedure rather than relylng on normative tests,
interviews, or other so-called diagnostic data will:

. provide the teacher with a meaningful assessment of

content-related entering behaviors (Bateman, 1971,
PpP. 42-43). ' :

b) Grouping *for Instruction, and \
»

l) The teacher makes a brief checklist of the 10
~or 15 specific educational objectives considered
most vital for the children to be working toward
during the first portion of the school year.
These objectives might include such specifics as
reading maps, solving long division groblems, “or
writing.

2) The teacher conducts a sample lesson pertinent
to each of the ite@s on the checklist, keeping
the entire group together for the sample lesson.

3) On the basis of the childrens' responses to the
lesson, the children who have the most to learn
before reaching objective can be readily identi-
fied and formed into a group. The second sample
lesson can assist the teacher in finding the
next group. This procedure could be used to.

' select as many groups as necessary, remembering
that when it begins to be difficult to make
discriminations among the remaining children
they can probably be grouped together, at least
temporarily.
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4) Often we must remind ourselves that some children
will come to us with entering behaviors already
nigher on some’ task ladders than we have envisioned
for most of the group after instruction. 1If a
child can write a ninth-grade lavel composition «
in the fifth grade, it would be inappropriate and
unethical for us to require him to punctuate sen-.
tences in a fifth-grade workbook. Such sample '
lessons as we are processing for grouping purposes
‘should alse be uged to-find these children for
whom no ‘additional instruction on a task ladder is
appropriate. Such children can then-be shifted to

¢ - more advanced work; perhaps by individualized in-

‘struction or by being ntbved to a higher grade
" (Bateman, 1971, p. 44). | '

¢) Ra2adiness

In any discussion of entering behavior, the term
"readiness" is bound to arise. Our contemporary society
is quick to coin new terms whenever they seem helpful or
. otherwise catch our fancy. Thus, our dictionaries get
thicker each year. We are somewhat less gquick to drop
' terms that have lost whatever utility they may have once
‘had. "Readiness" may be a prime’ candidate for the lost-
utility file, should we ever construct one. Everyone @z\
\ is always ready to learn whatever comes on the next rung V“
' of any task ladder we might construct. If Robert is on
rung 17 of the self-dressing ladder, he is ready for
rung 18, If Mary is on rung 1, she is ready for rung
2. Since schools have traditionally begun their rela-
tionship with children at age five or six rather than
at birth, we have not extended our ladders down into
the skills and concepts ordinarily learned prior to
school. Sb, in effect, our school reading ladders
(and most other task ladders, too) begin at step 10
(or any other number we prefer) rather than step 1.
When a child comes to us at age six and is on 'rung 4,
instead of ten, 'we have tended to say he "isn't ready
for reading.! What we“really mean is that we/haven't
thought about how to teach rungs 1° through 9 ‘and so we
aren't ready for him! He has further to climb than
most of our six vear olds to reach the instructional
objective of beiny able "to say the appropriate spoken -
equivalent for visually presented groups of English
letters." Therefore, he is the one who is wost in need

1 CR

Quoted material from Barbara Bateman's Essentials of
Teaching, Dimensions Publishing Co. Permission to reprint
is from Arlyce House, Adapt Press."
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f of teaching. And yet he is the one most frequently told
to wait a year until he is ready! If a child is to

' catch up with others who are ahead of him, we must teach
him more and. faster (Bateman, 1971, pp. 45-46). "

With this for background, it's your tur