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Throughout this book, the pronouns he and she are- both used. This is
done to avoid the common stereotype that all hgndicépped children are males -
, Or that only females .teach handicapped children. . - " I
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' . The Educatian for- Al1 Handicapped Children Act of 1975, Public Law S
9%-142, assures handicapped children the right to equitable educational
opportunfities.” AltHough Public Law 94-A42 builds upon previous legisdation,
it mandates key provisions whick, prior to its ‘passage, were not routinely

+ accepted by.all states. ~ For instance, all handicapped children must have.

an individualized-educational program (1EP), which includes educational

goals and objectives jointly developed by parents and school officials. Pub~
lic Law 94-142 also indicates that Handicapped.children must be educated in
the least restrictive alternativg. The educational placement options, there- «
fore, must be varied and suited.to the individual needs of each student.

F ) g ¢ . : '

.o This education bill of rights for handicapped students also broadens .
the traditional definition of special education. Whereas previous views.

of the term special education have spoken to thg academic needs of the stu-

dent, PL'94-142 defines special education as including not only traditional

" classToom instruction but more. N

-

~ "Special education means specially designed insfhuction, at no

. cost to the parent, to mee? ‘the unique needs-of a_handicdpped .
thild, including classroom instruction, instruction in physical .
education, home instruction, and instruction in hospitals and
institutions.” - ' . . . -

Fortunately, handicappeé children can no longer be denied access to programs
such as physital education which have traditionally beén available to non-

handi capped s.tuden'ts.- Pr L

. . 7 N
. . . » g -

' ﬁﬁﬁysipal Educdtion . .t

'\ . \ - -

_ .The mandate that physicak education services must be provided for
handicapped students has denerated a gréat deal of discussion among edu-
cators. Some have argued that the physical education program should be .
the same as that offered to all other students, While it is wrong to arque

_that placement in the regular physical education program is not sultable
for some handicapped students, it I's equally wrong to argue that this place-
ment is appropriate for all handicapped children. This is particularly
true for .those students who™are severely handicgpped. Serious motor defici-
encies and/or fqi1ure_to respond cognitively to even basic game structure

-

prevents many severely handicapped students from pmrticipating in a tradi-

tional physical education curricula,

-

'
¥ -, -

‘' Recognizing thistproblem, Oregon StatE‘Unlversity,.in conjunction with
Teaching Research, has_developed a data based physical education curriculum

" foF low incidence severely handitapped students (seei Appendix A for examples). ~
This ‘curriculum has been successfully employed wi'th severely handf capped
students, enrolled In the Natiohdl Model Program Yor Severely Handic¢apped
Children conducted.by Teaching Rgsearch In Monmouth, Oregon. y .

o « L
-
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Curriculum Overview .

The curriculum is divided into four sections. The first section, '
Movement Concepts, deals with movement through space in one's immediate per-
sonal environment to movement skills in more cgpplex environments. Section
two inctudes skills found in many of our popu elementary games. Physical
fitness skills essential for survival in modern society are Included in sec- s
tion three. The last section focuses on some popular lifetime Jeisure skills.
it is belleved that this curriculum provides a bridge between therapeutically
oriented motor programs and the more advanced physical education experiences -
which include highly organized game, sport and physical fitness skill. The
ultimate goal is to equip severely handjcapped students with essential pre-
requisite skills to enable them to use these skills in more normal settings.

. The 0SU/Teaching Résearch curriculum is systematic, data based, and consis-

tent with the definition'of physical‘education in PL 94-142. Unfortunately,

in the area of physical education, there are very #éw curricula which are '+
specifically designed for the severely handicapped (Geddes, 1974}, and those
+  which have been reported are either geared tod high or are engirely thera- .
peutic in nature. Wessel's (1976) | CAN program, fo: instance, while very A\
successful with the trainable mentally retarded is not suitable for low
functioning, severely handicapped youngsters. * . —

RN

-

/ - - - R 'Ll .
.Curriculum Phi losophy . . o’ . A
) \'-\_ .

The design of the QSU/{EQching Research Physical Education curriculum
Is consistent with-the procedure employed successfully by Teaghing Research
for several years and described in A Data.Based Classroom. Concepts whitch
forlm the foundation of the model include the following: , .

.

1} Every student, regardless of handicapping condi tion, can learn.
If a student is not learning, the fault lies not with the studdnt
but with the educational setting. The student will learn at his
maximum rate or potential if the teacher has identified and \M. .

If

utilized the correct combination of environmental factors.
the student is not learning, the teacher must experiment by ‘modi-
¥ying either the cue or tgnsequence or by .reducing the behaviors
. desired to smaller steps (task analysis) so that the student is .
able to achieve. These modifications to the environment must be
done systematically. The data‘which result from the student's .
. attempt to perfdrm the desired task should be carefu}ly recorded s
, so that an analysis of effects produced by the various chdnges .in
~ cue, behavior and tonsequence ¢an be made. ’

L] - - '] -

2) Handicapped students learn in accordance with the same learning \ .
principles as normal students, only usually slgwer. Bécause . <y
handicapped students learn more $lowly than a pormal student, they ‘

. require more extensive and intensive education to compensate for o
their slower learning rates, This implies a longer period spent o,

* on education wctivities, but because it is generally impossible <

. to extend the time of the school day, the extended per.ied of '

R4 ‘" ¢ducation must be implemented in the home with the parents assuming
. responsibility of conducting part of the instruction. '
vy . :
\ w ",
v 2 .
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* . 3) . There is 'no way of .determining the extefit to which a student will ,
.t progress. Therefore, ho ceiling'is placed on the currigulum; the' |
o teacher must be prepared to take the student as far and as fast
‘. as one can go. Thus, the curriculum extends from very basic skills

such as executing various body actions while standing to more ad- .
- vanced game skills such as catching and throwing.

' 4) Because the range of (individual abilities among a handicapped 1 //
. ) populatibn is usually greater than the range of abilities among
. a "normai" population, the physical education teacher of the

severely handicapped must conduct individualized programs. All
materials must be sequenced to meet the wide randge of individual
needs. . . o
» s - .
5) Because of the wide range of individual differences in the severely
handicapped population and oftentimes their unmanageability due
: * to previous ineffective training, effective ihstruction can often~
times only be achieved in a one-to-one relationship. Therefore, . .
) the utilization of paraproféssionals to prévide individualized
- instruction in the classroom is considered mandatory. . )

-

' ) No student is refused admittance into the gymnasium because he,
is non-ambulatory. Suggestions for modifying activities to .
. accommodate orthopedically and neurologically impaired students
are included with the physical education curriculum. .

*

T

" . 7) Physical education is an integral gomponént of the educational
) curriculum for severely handicapped students. As an important
¢ area, it is essentia] therefore, that physical education turriculaf |
' - matersils adhere to the same standards expected of other academic
. . areas. ' Instructional pfograms should be sequenced, task-analyzed,
anqldata based so that performance changes in physacal education
. skills can be'determlned. v

Summary ) - ,

Within this chapter, a brief introduction to the QSU/TR physical edu-
cation curriculum and tht Teaching Research model has been provided. The
intent of the curriculum is to provide severely handtcvepped students appro-
priate physical education experiences. Emphasis is placed on. the importance
of individualized and data based instruction. The instructional system may -
. at first seem overwhelming, perhaps not realistic, .to educators and adminis-
trators who are accustomed to physical education classes of thirty-five or
more students. Volunteers, parents and paraprofessionals are absolutely
essentlal to the entire management of accountable programs for students with
severe learning needs. The physical education environment is not an excep- .
tion to this rule. [In essence, realistic physical education outcomes for
severely handicapped students can be achieved only in programs that are
. individualize&and implemented .with the.assistance of aldes and v?lmteers.

. -
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Chapter 2 , . '

* LEARNING APPROACH

Introduction

- &

The basic¢ approach which under}}eg\::ny effective instructional pro-’

, grams for the moderately and severely handicapped is known as behavior
——modlfication. |In other circtes, the general strategy is called operant

conditioning or reinforcement therapy The essence of this approach is
that the instructor systematically makes maximum and efficient use of the
envlromment to assist a student in learning -a behavior or: to assnst a
student in extnngunshing an undfsirable behavnor

) A single chapter such as this is inadequate to discuss all the prin-
ciples and ramifications of behavior modification and its accompanying
teaching methodologx. A complete discussion of the theory and its metho-
dology written for parents and teachers previously unexposed to this in-
formatidn is contained in the book Isn't It Time He Qutgrew This? by
Baldwin, Fredericks and Brodsky {1972) and in pamphlets by Vance Hall’ (1972)

Hore detailed discussion for those interested inmxpanding thelr knowledge
about behavior modification are contained in Bijou.and Baer (1966); Millenson
(1967); Ullman and Krasper (1965); VUlrich, Stachnik and Mabry (1966 1970,

1974); Verhave (1966); and Krumboltz and Krumboltz (1973). This chapter

provides only an overview which hopefully will allow the naive reader to .
progress through the remainder of this volume with a sufficient under-

standing of the learning approach and methodology utilized in the Data

* Based Gymnasium.

1 - . [ . . . .
" The foundation of behavior modification has three essential elements.
) the stimulus, or as we shall refer to it in this chaptef, the cue.
This is the instructjon or maferial presented to the student, 2) the be-
havior, or the task which the studént is to learn or do; and 3) the conse-
quence, or ,the feedback that the student receives after responding. These
elements will be examined repeatedly in relatnon ‘to their use in the Data

Based Gymnasium. ~ . .
»

Cue

The cue is the sign, signal, request, or information that calls for
the occurrence of a bé&havior. it is synonymous to the instructions or
materials presented t6 ‘the student. Cues are those things in the environ-
ment that "set the occasion for the student to-behave. ,For instance,

,''Come to me, Johnny" is a cue for the student to respond to verbal instruc-

tions and to move toward you. The pres&ntatlon of a ball which the student
is to throw is a cue. Thus, a cue can take the form of any instructional
materials, verbal, printed or gestural, that are presented to a student.
The concept of cue includes a}l the verbal Instructions by the teacher. It .
includes the gestures of the teacher. It can include the ringing of a bell

or the sounding of a timer if this Is the signal for the studént to act In

some way. it can rangé from the most elaborate set of purchased instruc-

tional materials to the sifplest teacher-made materials.-

b




N Most teachers cancentrate on cues. Their primary concern is the way-
in which they present a lesson to the student.  The building of cues is a
major industry within the United States. Educatlonal materials sold by .
sales people usually can be categorized as cues. Although cues are im-
portant, they represent only one-third of the learning model.

\.._1,/_J \ = . ’
Riles for Aﬁpropriate‘Cueing ’ .o .

- ‘ N
. “

Jhere are .some basic rules for approprlate cueing.in the Data Based .
s G mnaSium. Thetse will be sumarized here and discussed more fully in
-(~Chapter 7, Volunteers: Ttaining and Use. ~ 4 ‘ ot ‘.
*Each new behavior to be learned by a student wil] be preceded byna .
cue. In forma ,lndlvndual instruction, the cue will be specified on the
program cover gheet. Its wording should not initially be changed or re- b -

arranged since the student's receptive language may be tod limited to un-
derstand the, modified language. Thg language of cues is important; they ..,

*. .should.be delivered in a language style which the student is capable of ) ‘
understanding. Ensute that the <ue is specific. For instance, instead ’
of '""Gym is now over”, a better cue would be 'Go shower and dress'. The.
final guideline relative to Ianguage is to deliver the c¢ue in command .or .
request form unless one is prepared to give the student an option. :

. -

A cue shpuld not be repeated until A respomse is made by the student. .
. (An exception to this is durmﬁﬁ the correction procedure when the cue is .
. repeated. This procedure is discussed in Chapter 7. ) Repeating cues to
students teaches them to respond oply to repeated cues. The only time a,
cue. is repeated in this setting is when a student fails to respond or re-
sponds incorrectly. At that time, the student is informed that his re-
sponse is incorrect, the cue is repeated; and the student is assisted in
the completion of the task and socially reinforced. This procedure is -
known as the correction procedure. . -
¢ . . ‘.
The final rule relative to cues is that they should not be weak.
.This term covers a multitude of potential faults. The cye should not be .
verbalized in a voice foo low to be heard. nor shou)d a cue be delivered
without first obtaining the attentijon ofi the<Student. If total communica-
tion is belng used with a student, the que must contain both a verbaliza- . g
‘tion and a manual sign. The absence of either makes the cue weak. The
. cue must be dirgctive and not offer the s nt chqices. The following
are examples of. verbal cugs that are weak in respect, Y"Would you
. like to work?", "Time to riun around the gym, 0.K.?", "Can you find the
basketball?" lnstead the Verbal cues should be, ”lt Is time to work,"
UTime to-run around” the gyn'" and "Find the basketball." . :

~ -

-

.
~ ’ [
i - - -

' Behavior T . .

. b ]

The-second major element of this approach is behavior. Behavior is

s anything which a person does. It includes lifting a little finger,
’ blinking an eye, driving a car, of climbinga rope. 'In tha teaching of!
. students,'a behavior is a particular task which thé student is to learn.




¥

Beﬁavioc,can be something as simple as having the student extend his arms
or'as complex as having the student bat a pitched ball.

»

. -
¥ -
. .

-When teaching.a behavuor however, the teacher shoutd constantly
_keep in mind that most behaviors can be divided into smaller behaviors or . .
pieces of behavior. It is these pieces of behavior which make up the
teachlng sequence. Take for instance, battlng a pitched ball. Batting a
,ball is called.a terhinal behavior. Yef it is comprised of a number of ~

small behaviorg--placing each foot in proper position, grasping the bat w:th G
the left hand and the rlgg; hand, putting the bat back over the shoulder,
,faxlng the eyes on the pitcher, then following wnth the eyes the pitched \
ball and so on, step by step, through the- procedure until the ball is -
batted. The smaller or less. difficult behaviors are called "enabling't *
behaviors. The learning of them enables the s‘tudent to. learn the terminal
behavior. ) oo - -

* This process of breaking down a terminal behavior into the enabling

behaviors is called analysis of behavior. The physical education teacher
vas taught™ to analyze behavior--to bredk down.the behavior to minute se-
guences and to teach each part as though: it were a separate and distinct
behavior to be learned. With each new part that is learned, the student
must be taught to chain the parts together so they form a smooth floving ;
larger terminal behavior. (See Chapter 3 for a more detailed discussion ,
of aqalysis of behavior and examples of completed behavior analyses.)
bt

Enabling behaviors can be chained together either in a forward 3r .
backward fashion, and these are logically calied forward and reverse
chalns . . ' T

L]

A fd%ward chain 'is the sequence of enabllng behaviors that make up a
terminal behavior and are %aught in the order in.which they occur. For } -7
instance, usnng a forward chain sequence in teachlng a student to walk a ¢t
bglance beam (terminal behavior), a forward chain would require the_stu-
dent to step on the near end of the balance beam apd take a prescribed . N
number of steps, then be helped to finally step off the balance beam at
the other end.

. . , ¢ *
In a reverse chain sequence, the student is helped with Xhe beginning

of the behavior; in this case she is helped to step up on the balance

beam, helped to take the ten steps, and then she would be. asked to inde-

pendently step off the balance beam. When she.demonstrated that she can

do this task, the student would be asked, after being as$isted through

getting on the balance beam and taking the first nine steps, to indepen- .

dently take the last step and step off the balance beam. .Aftet demon-

strat;ng tHts behavior, she would be asked to take the last two steps, and

SO on, until she was*performing the entire task :pdependently \ .

+

As a general rule of thumb, for motor-behavnors the reverse chain

sequence is found to be more suitable for the moderately and severely .
handicapped. One reason for this ‘greater suitability has to do with’ .
consequences, for in a reverse chain procedure there is no need to move ,
the consequence from one part of the task to the next sincetthe conse~ »
quence is &lways delivered at the completlon of the task. t -
¢ :
t p (' ' hd ~ -~ 1 .
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"+ sHiverdd foligwing & behavior ’ incrgase the probabigity” of the behavibr

- A basic rule in the usé of”’consequences is to rely, if at all possible,

~ ., parent typically uses. However, wé may often times exaggerate these social .
conséquencts by being mpre-animated or forceful in our dellvery of them.

! ‘
Consequences are the third major element ‘of concern. Co sequences \
can be llkened to a feedback system.’ After the student performs a particu- T
lar behavior, hé receives feedback pr a consequence for that performance. ) C
Zhis consequence, fells the sstudent that what he did was correct &r incor- \
eéct. In a schpol setting, Qne might think of the student’ taking a test, - :
“the test graded, and that grade i$ a consequence oéiikg\answers he offered.
. That _consequence can either be pléosnng or.displed to the: person re-
cesvung Tt. A consequence .that is pleasrng*to a persén is called a reqn-
forcer, a consequence that is displeaslng is called~a punrsher. *The basic
corcept underlying the delivery of cqnsequences is that the réinforcers de~s !

.bccurrhng again; punishers dellvered follownng a behaVIor decrease ‘that
".probability. , .« . » . ' e ! ;

R . - N SN ‘ ' \e
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A réinforcer must be pleasurable to the one experlencing it.] -Because ) .
it is pleasurable, and, becawse the person desires that Jeasyré, apd assocl-,
ates a particular, behavior with the receipt of .the reanforcer, alreinforger
by definition ificreases the probability of a behavlor reoccurring. To a
student who is ‘¢oncerned about his grades, an-’ ”A” on anrexamnnation would .. Y
. be a reipforcer. The "A" tells him his answers.were correct and ac tqbie
and this is’pleasing to him. A reinforcer ¢an be a wife smiding at.

husband across the room as he Is expdﬁﬁdung at a dinner party. He knows -

¢

" she approves by the smile he receives and he enjoys and appreciates her® °

approval. The student who enjoys social praise may increase ‘thés quality
or quantity of his perfﬁfmance .after being todd, ''You're doing a nice job''. :
Consequentiy, reinforcers by def:nutlon must be individua)ized because
what is pleasing and therefore reifforcing to one person may not be pleasing
and reinforcing, to another. The@rinciple of individuatization also

. applies to punishers., A verbal reprnnmnd may be severely punishang (dlS‘\

pleasing) to, one stydent whereas another student may not perceive that same
reprimand as punushlng Therefore, punlshers, Tike rennforcers, must be _—

|n¢W|dualszed- - 8- / S U .

. - - ’ , = .

on the natural consequences of the epVironment. However, ‘with a handicapped
. student, the.natural consequences of the envuronment.areifreQuentlx fot : -
sufficient. Therefore, if gne wishes.to make an impact on the sfudent's |
behavior, .it is -often necessary to exaggerate ‘those natural coffsequences .
,Thus, we often yse other types. of relﬁfoggers, those which are exaggerated
or artlficljl to indicate to the child that we approvg af t,be behavior
ahd?that e-want the behdvior to occur again.

.
' . PR

Reinforcers most frequently used in training programs are categorlzed
“as, foilows. socjal, ,tanglble; and generallzed. N " .

- ¢
‘ B ] - "

j&ocial reinforcers include words or physical contact- *kisses, hugs, ‘sl
squeezes,, words of pralise or appreclatlon anything that lets the student '

kngw thaﬁ his.behavior was approved These are usually consldered natural ’
types of consequences because they are consoquenceg which a teagcher or

.




Thus, we make them somewhat exaggerated ¥h, order to ensure that the student
understands that we strongly approve of his behavlor..
; Tangible reinforcers include such things as food, water or juice,

_playing with a toy, time on the playgrOund, watching teleVisIon--any i tem .
“or act1V|ty which the student efjoys". *~ . . .

-

‘A generalized reinforcer is one which can be traded fqr either a
tangible or social. relnforter.. A student may be given a token-or a point
for performance of a behavior. At a specified-time, she can trade these
tokens or points for such things as food; free time, or social time with
a faVorite adult. Generalized rennforcers play a major role in our cul ture.
Adul'ts operate on one-;uch token system, money. ' . o

-y,

*
L

Punlishment, is another form of consequenck. A punisher is, a consequenc
delivered fmmeﬁtately fallowing a behavior to degrease, the probabal:ty of .
the behavior reoccdrrlng, The term puntshment is often avoided because of
ite negatlve cbnnotatlon. However, if punishment is defined as a process
that gives the student feedback that she should ndot continue a behavior,
then it is-easy to concludeé that punishment is necesﬁary in any effective
learning enVironment. For exdmple; by our definition, saying such things
ds "No, Sally, throw the bali here, not there”, or, taking away privileges, ,
or spanking a student are atl possnple consequences referred to as punishers.

" The ut;lization of both types of feedback Jpunishers and re:nforcers,
at appropriate times. has beén demOnstTated as being most efficient., How-
¢ever, the ratio of reinforcers to punlshers is also important. Our ex-
perience indicates that a ratio of ‘faur ‘reinfqorcers toyone punisher de- *
livered Yo an individual student or to a_class as a whole is a minimum
acceptable ratio. A ratio less than four to one creates an.environment
that is adversive to the student who may eventually learn to avoid the .
learning situation. A low ratio also indicates that the task is probably
too difficult for the student, causing her-to give incorrect responses.
Thus, a low ratio.should téllgthe teacher to further simplify ‘the learning

by perhaps déveloping detailed task analysis. Most teaghers
who have adopted the mode] ed herein use in their jdstruction, a
ratio ffom seven to.fnfteen\re nfo(,grs to each punisher. . .
s Time out is a third concept wh!ch should be discussed under the broad
heading of,’consequences. Technlcally, time. out is .consideMed neither re-
Inforcement or punishment. The term is a shortened farm of "time out from
positive rejnforcement.'' However, students who are in a time out conditjon
usually percelvevit as punishment,, and therefore, operationally it should
probably be considered a punisher, .

-

It can be assumed that the gymnasium is typically a relnforcing en-
VIronment for the student. By the“very nature of the activities in the
gymnasfum and the rewards or consequences which the student recelves, most
enjoy being there. Occasionally, it may be necessary because of the stu-
dent's inappropriate behavior, to put him in a. time out sltuation. What
this means i{s that the student has no opportunity while In that time out .
s!tuat;on of receiving any reinforcement. He is essenti;lly Ignored or not
allowed to participate. Time out Is usually adninistered for only a short
*period W§,time. For instance, it has been successfully used for students
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who begln to ""play around" or not attend.. It 1s quite’ successful with stu-
dents. who are acting out,  In a mbde | ‘program, time out has beem success-
fully used by placing the stddent In.an Isolated portion of the gymnasium.
Only in extreme behavioral dlsturbances has the student been ‘removed from
» + the gymnasium completely.

*

) -
~Rules fer: Appropriate Consequatijg - o ‘ P ,
» g ” -
There are some basi¢ rules for approprlaterconsequatung in the Data L.t
Based Gymnasium. Again, these will be summarized here and stcussed more .

fully in Chapter 7, Volunteers:* Training and Use.

Consequences, whether they be’réﬂnforcers or unishers, should be
'delivered immediately following the hehavior. elay of more than two )
-seconds In the deiivery of a consequence is c0n51dered too long a. time.
With severely handicapped students, the more immediate the reanforcer, the
more powerful will be its effects Horeoyer, if one delays in consequating,
a second behavior may be emitted by ‘the student and the consgquence, when .
delivered, may serve to reinforce of punish the second behay or rather than
the targeted behavior. _

. ’
] .

Tangible and generalized reinforcers. should always be delivered in
conjunction with social consequences. The redson for this rule js that .
we frequently are using tangible or generalized reinforcery to ‘exhggerate .
the feedback which we wish to give a student. However, it will be neces- ~
,'sary to eliminate those exaggerated consequences whep, the behavior has
.reached the desired level of performance. The social consequences, if not .
exaggerated, are considered- natural and may be used to maintain the be-
havior after the exaggerated consequences are ellminated. The.discussion .
on fading which follows describes the techniques more fully. , L

The final rule relative to consequences is/that they should not be t
weak. As with "weak" ¥ue$,.this term includes many faults. A verbal con-
sequence should always be joud enough to be heard. A tangibie conséquenée
must be presented so that the student has sufflcient opportunity to enjoy’ !
it. For instance, reinforcing a student with free play and removing it
two minutes later will rarely be considered as “relnforcement by the s tu-
dent. Hore 1lkely he yitl perceive it as a tantalizer and not necessarily )
as re;nforting Finally, If total communication s being used with a stu- .
dent, a verbal consequerice must contain both the spoken words and the

) appropriate manual sT@ns The absence of elther makes the conSequence
weak. . .

i -~

’ Shaplng and Fading

+ . ) " i
Thus chapter does not purporf to be a’comprehensive overview of be~ -

havioral principles. The chapter's purpose is to acquaint the reader

with the learning principles that are utilized.in the Data Based Gymnasium.

Thus, we have seletted to discuss those {tems of which we feel the reader

needs to be aware to,understand the remaindgr of the book. Other than the

basic learning paradigm, which has been discussed thus far In this chapten,

[ ,"
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. there are two add|t|onal contepts which need to be briefly descrabed,
shaplng and fadlng e - .
A ¢ p
T ‘ §haglng is a process by hichethe student is reinforced. for behaviors
« which are not quite at the i‘terion level the tpacher may desire, but

‘which begin to approxlmat that & terion levei in behayvioral terms,
thls.process is called the reinforcément of sqccess;ve approxlmatlons of
the terminal behavior. n the training of stéff in these techniques, the
term_shaping .is used. Let” us illustrate. Learnlng to throw a ball over-
“hand requires a certain mot | on and accuracy at a specified distance. In"
. " teaching the,student this ski}l, the initial teaching efforts are to de- °
. velop a smooth overhand throwang motion. After -that has,bsen achieved,
accuracy Is” obtained by haviﬂg the student throw at a target to_achieve a
"prescribéd degree of acouracy. The percentage of accuracy s gradually in-
creased at a short distance., Whep the prescribed criterion level of accuqf
acy is reached, the distfance. is lncreaﬁgaT"For shaplng to enhance the .
. ‘Iearnlng,s1tﬁataon, the eacher must be very precise as to what standard
‘of performance is acceptable ftom the student at a given time.
- Y L
o Hathln the Data Based Gymn35|um, the individual task analyses thCh
- comprise the’ curriculum are organized as shaplng procedures. Therefore,
the sentPre teachlng sequence fér each’behavior' is already embodied in thji

task analyS|s for that behqvuor by pinpointin the intermediate behavior

necessary-to be mastered prlor to learni e terminal behavior. In
cases where additional shaplng is necessary beyond that, “contained in the
. cufriculum, the teacher is.responsible for preparing thoie additional se-

quences. - This technique,,cal}ed branching, i< discussed in Chapter 6.

-

the reader should be familiar.

LY

Fadlng is another term-with whic

Fading is defuned a¢ the gragual elimipation of reinforcers or cues. For . .

. instange, in the déscussion*under conséguences, it was pofnted out that
as soon as po$sible, the s tudent should (sﬁﬁond to the natural consequences
of the envnronment Therefore, every effort is made to fade or ‘eliminate '
the expggerated relnforcers ghch -as food, ringing bells, and tokefts, -
leaving only the sgcial reinforcer or natural ¢onsequence. These exagger-
ated relnfdXcers are éhiminated .or faded gradually. Inltially,-the stu-
dent~may be rewarded with food and so¢ial praise every time she performs
the behavior, After the ‘behavior is established as part of the student's
repertoire of behavnors,.she may be glven food only every other time the
behavior, is performed althbugh social praise is received for each correct
response. Later, the food is” glven evSry third time, then every &ourth
' time, until finally the food is eliminated altogether, lea \lng only the’
secial praise, The tangible reinforcer (food_in—this case) is then re-
served for the teaching of new behaviors. Social praise given each time,
# a.student performs a behavior Is not really a natural consequence, bdt
rather exaggerated social’ praise. Tﬁ&s we also systematically Tade this
exaggerated sogial praise just as we do other tangible reinforcers. The
© end result would .be social reinforcers deliyered |nterm|ttently
Fadlng also refers to the fadlngfof cues. This. ;;}lng process, like
the shaping process, is usually Inherént within the curriculum séguence.
.For fnstance, when’ teaching a severely handlcapped student to touch his
“toes, inltlally the teachev may mode] For the student, give a verbal cue

" P " ’ . . e ’ L
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to '"Touch yobur toes'' and providé physical assistance’ to acgomplish the .
task. During the teaching procéss, the cue of physical asgistance is , ’ .
gradua}iy eliminated qequiring the student to perf mor the task .. |
. .indepehdently. After the physical .assistance is ompl&taly faded from . .

“ . the program, the model will.bé& faded, leavirf§ only the verbal cue.

L] . ]
L]
-

Summary ; R v T ' e
This chaptef, hasg provided a briaf description of the ba%ic principles
* underlying the behavior modification approach that is utilized®in the .
Dats Based Gymnasium. Cues, behavidr and conseqpences were discussed as -
were other terms suéh as fading and shaping. Rules for using cues and r
conseguences ,in teaching were presented. .THe reader.is again advised that
the chapter is not comprehensive. For somecne desiring more complete "
knowiedge of behavior modification and the ptinciples Involved, you ,
should fefer to some of the works listed as references fof this“thapter. 1
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] ‘- SOCIALIZATION AND‘ INAPPROPRIATE.BEHAVIORS ~ \\\\‘ -
- ” " . ' .
< Socialization * . ) . T
LA -

* Sacialization ingludes many areas that cannot be put into convenient
. 4 curricular, slots such as langyage’, motor, self help or cognitive skills.
Consequently, socialization becomes a catch-311 container for many aspects N
of curriculum. Yet, there is occasional overlap or at deqst' a strong inter-
. renationship with other types of the physical education curriculum. For
instance;, certain types of. socialazatlon, such as respondlng to others or '
play activities cannot be engaged in without the previous acquisition of .
either lapguage acevities n:jbr motor -activities. Therefore, when :
a training program is initiz in the area of socialization, the skills .’
which’the student possesses in the other curricular areas must be con-
siqered. S

-
. 4 L4

As the discussion about socnaltzatnon unfolds, individualization of
programming for students will be quite obvious. Soclallzatlon skills i
. cannot be prescrlbed in the same manner for all students. C(ertainly, the -
teacher can requ;re certain behaviors in the gymnasium which apply to all
f »students, such as responding when addressed, yet the degree of verbal:za-
tion and the type of response may. vary with each student. Parents generally
tend to desire certa:n behaviors. Most parents want their children to be
. "well behaved.'" However, when one examines the child in an individual. B
home, the definitions of''well behaved'' vary consaderably Some parents
.* are insistent on the utiligzation of ''please' and "thank you,' while others .
‘ never attend to these types of remarks. Thus, an ¥ndividual prdgram for |, -
each student in the area of socialization may have to'be prescribed. For o
“ some studend¥s, those who are ‘exhjbiting severe behavior problems, the
major emphasis of the entiré in?lnyctnonal program _is not only physigal
education but the remediation of inappropriate behaviors in all eduf’
| i ' envnr?nments. - A . -
Ahd so, what does socialization include: -

o -
L
.
A N

ational |

f .

ey s . Lo os : »
Soci.al interactibn. Socialization includes proper responding to ~
others~=family, teachers, schoolmates, bus driver and friends. Responding,
of course, depends upon the language ability of “the $tudent. With most

-

' students, however, rudimentaty respoiises can at least be elicited. For
gﬁfr/ instance, the student who does not know how to tatk but who does answer
. .t0 his name by lookang in the appgopriate direction when called cam be
-taught to attend when called and to wave his hand in a.motion of "hi" or N
, & vave his hand in a motion of ''good-bye" to various peocple. T ; i
Ao ™" A , « L

; Play activities. Socializatfon includes play activities. The
normal"eqb Id during growth first engages in solitary play, then moves
to paraf “play with otber children. Parallel play can be defined as a,
EEI}d plavlng with her. own toys but next to another child, perhaps imi-

ting each other but generally not interacting or cooperatfng tn any -
y ina play situation. The next step in the development of play ac*
"juvltnes s what is termed as Looperative play;-play where childan use .

s .
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. the same toys or engage in the same activities and exhibit some interaction.
Parents frequenfly become disturbed because their #hild is slow in reaching
_the cooperatiyve scage and go to counselors to determine how to teach,their .
child to, .engage in cooperative play. It is not unthinkahle that the same
problem may arise with handicapped children. Moreover, handicapped child-
fen are nqted for :behavior whi seems to perseverate--that is, they play
with the same toy or, the same object over and over in the same way day after
day.. Parents tend to become upsat, by this tendency and desire to extend '’
the range of their child's interests. The teacher certaanly should also
bé concerped if this type of perseveration in an act|V|ty or with one ob-
ject persrsts This tendency may certainly be demonstrated in a free time
" sitvation In a physical education program. S5tudents learn through play
and thus It is important.that they engage in a variety .of. play activities.
Consequently, those students who perseverate in one activity should be
encouraged to engage in other activities and may need an individual pro:
gram to insure that this occurs. Such a program would df course put the
.student in a situvation where he woupld have the opportunity to engage ?l’
these other act|vut|es and to be Hzlnforced for so doing. o

.

ae

Programming Socialization Behaviors. The principles for programming
+one of the behaviors described above are the same as those described below
under inappropriate behaviors. Somé examples of socialization programs
are included in the eXamples which follow to [llustrate that the same
data forms and techniques are applicable. When programming any type of
socialization behaV|ors, the parents of the student should be consulted.
Qunte often, treatment for a behavior should be conducted both at school

and at home. Iff so, coordination of that treatment betwegn the two environ-

ments is essential. . . . . '

, . * ' .‘

I¥appropriate Behaviors i

- 1

One of the major areas subsumed under socialization is the contro)
of inappropriate behaviors or.behavior problems. Behavior probiems are
as varled as the individual. The impdrtant thing is that each behavior
is pinpointed, baseline data obtained, a program established and modifi-
cations to the progrgm made as the data dictate.

‘ This cpipter cafnot discuss all the ramifications or techniques for
remediationf of Inappropriate hehavief's. What it does propose to do is
to provide /the general philosophy under which the data based gymnasium
operates—and to demonstrate the techniques for data keeping and data’
management of behavior programs in that envirpnment. A complete dis-
cussion of the categories of inqpproprlate behavior and the sequences
-recommended for their remediation is contained in A Cookbook for the .-

Remediation of Inappropriate Behaviors which Is being prepared by the
Teaching Research Infant and Chlld Center {in press) , .

{ypes 6f Inappropriate Bahavlors. For purposes of \discussion, In-
appropriate behaviors have been categorized into four major areas. The
first of these Is known as self-Indulgent which Includes tantrummlng, .
crying, pouting, sulking, Screamlng,' tapping, clucking and making non-
sense noises not usvally included under the definition of self~stimulation

‘ A
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The second behaviorpareqtincludes al'tforms of non-compliant be- .
haviors. These include the student who says ''no'' when asked to do some- .,

thing, the student who does not do somethang becalse she forgets, or the
student who chooses not to do what is asked. It includes the non-per?or-
mancé df ‘rovtine behaviors. It also encompasses the, 'student” who does the
required task but does it poorly, sloppily or lncompJetely, and the student
who does what she is asked but only after repeated commands or requests.
Finally, this behavior area includes the student who does what 'is asked
but only with much argument and hassle. . . .
. The third behavjor area is agdression,'both physical'and verbal. Such
things as hitting, pulling, pinching, striking, pushing, and destroying or |
taking property are included under this heading. Verbal aggression such . '
- as cufsing or screaming at someone can also be included in this area al- .,
though frequently these behaviors are included under the self-mdulgent $ .
label ‘ . . \ . [} .
. The fourgh category of inappropriate behavidr is self-stimulatory .
or self-destrtictive behaviors. Self-stimulatory behaviors such as :
filtering, rocking, playing with parts of the body,&nJ self-destructive ) i
behavinrs which cause damage to the person are the types of behavnors in- .
cluded in this category. .

Underlying Princrples for Behavior Programming. A student who re-
quires remediation of an 1nappropr|ate behavior usually has been engaging
in the benavior to be remediated over a period of time. Moreover, adults
who have‘tried to remediate these behaviors usually have tried various .
approiches for only short periods of time, none sufflc%entTy ong enough .
to allow any “favorable behavior change. Not seelng an immediate change,
they switched to a different strategy. Thos, there usually has been a
history of inconsistenty with the student. Therefore, one of the under-
lylng pringiples on which all the behavior programming.must be based is
the gainidg of consistency il the actions of the adult or adults to the be-
haviors of the student. "To insure that consistency is achiexed in the ¢
data based gymnasium after a program for inappropriate behaviots or social-
ization is inaygurated, it maintains for one week prior to consuderation
of change ‘of that program .

-

The secqnd major principle under which all behavior programs operate
«in the dat@ based gymnasium is that the end goal +is to bring the student's
behavior under the, natural consequences of the environment. Since this . . -
is the terminal goal, most programming starts with the utillzation of -
natur%l consequenges .Jin the envirogment such as soclal reinforcement, ig-
nor:ng or verbal gorrectjops. Tangible reinforcers or token systems are
usually only_ used after It has been demonstrated that consistent social
programs will not achieve the desired behavior. * ‘

»

]
SteEL for Behavior Programming. Al1 behaviér intervention programs \ b
and\a1] programs to Improve socialization have 5seven steps. ,1) Pinpointing oo
and accurately deflning the behavior; 2) Basellning the beh34ior; 3) Es-
tablishing a terminal objective; 4) Designing and implementing the be-

»
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and 7} Insuring that the behavior change maintaips over time. Each of these
Eteps arg discussed below.

Pinpointing and Accurately Defining the Behavior. There is a neces-
sity for defining precnsely the behavior idéhtified for possible treatment.
For example, a tantrumming student may be throwing hismelf on the ground,
screaming and kicking. As this behavior is treated, data indicated no re-
duction in the number or length of the tantrums. However, when observing'
the student, it.is noticed that the student has ceased throwing himself on
the filoor and now only stands and screams. The throwing himself ba the
ground and kicking which was part of the original definition of the tan-
trum has disappeared. Thus, it can be concluded that the treatment pro-
cedures which were used were effective in fhat they produced a less severe
form of the behavior. The teagher faced with this change of defnition mugt

proceed on the assumption that the behavior i5 now d|fferent In looking
at the orngnnal definition of the behavior, that of throwing himself on the
‘ground, screaming and kicking, that behavior no longer ocecurs at all. In-

stead, there i's a new behavior called standing and screaming. Therefore,
a rule of thumb’is that wheén a behavior has changed in definition, it
shouid be treated as a new béhavior with its own measurement'system and
treatment program. This rule necessitates bging very precise about the
identification and definition of the behavior to be treated.

o -
Baselining the Behaviot. After the béhavior has been identified, the
next step is to take baseline data oo the behavior. Duryng baseline, no
treatment conditions are in effect. Baseline data is taken for a period
of dne week. Figure 1 shows the form on which the behavior is tallied,
and'also shows an ‘example of baseline data being taken on four different
behaviors, tantrumming, noncompliance, aggression and greetings. The
data taken for tantrumming measures two dimepsions of that behavior, the
number and the length of each. The frequencz is totaled as is the total
number of minutes and a rate per day is established which in this particular
case is ]1.28 occurrences. Apn average length of time {duration) is estab-
lished by divnding the number of occurrences into the number of minutes.

In this case, the average duration time is 9.22 minutes. In computing
ritems such as compliance, both the number of compliances and number of non-
compliances are computed so as to achieve & percentage. In this case, the

total number of compliances is 22 ‘and jhe  total number of noncompliances
is 46;- the percentage of compliance is: R ")
22 or 32%. .
22 + U6 : : L
‘e .

A word of caution about taking baseline.data. |If data aré\not main-
tained throughout an entire day, then the period of time for which data

are taken must be monitored so’that a raté can be comput If only partial
daily data ‘are taken, it is preferable to tally that dat durnng the same
period of time each day. This will thién provlde an accurate picture of the
frequency with which the behavior Is occurring., In the case of such be-
haviors as compliance where percentage Is, belng tallied, the length of time
hat the data are taken is not a coficern. Sin the ‘data being computed is
a ratio orpa percentage, varied times of day can be used.

havior program, 5) Analyzing the data, 6) Hodifying the program as necessary,

*
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Child's Name: / B < N .
Daqe'hecording Inletated: /#7718
Date Recording Terminated: 7-22 »
BEHAVIORS MONDAY TUESDAY JWEDNESDAY{ . THURSDAY SATUROQAY
Tantrumml;g - - , ..
Rumber a - I ! gl ~"
Length S Mimin " | & 3. 2o ’
' . 4 2
. i ! .
Compljes T I ST 1 it | .
Does Not Comply. [JHT t11 | bt -dourr . | Liar
, N PV T ¥ S BT
Hits Peers .+ |1 l . ¥
Answers when | N ’
Greeted ~ ¢
Does not answer H LI iy | *
when Greeted
- - 'a-
b
- : —
* . © Flgure \¢ Baseline Data for Blll for Taﬁtrumm!ng,

Aggression, Non-Compllance ’and Appropriate Respon;e; to Greetings
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_initially conducted in the gymnasium will usec social conse§ucnces for be-

\gued Jed through the behavior, and then socially reinforced. This latter .

Self-stimufatory behavior can be measured in a number-of ways. |If
the behavior is of low frequency variety, then a frequency count can be
made. If the-behavior is high frequency, then the onset of each occurrence
can be tallied together with the length of each occurrence. Frequently,
" however, the onset of such behaviors are difficult to_identify or observe.
|he|efore a time sample of the behavior can be made, recording with a s%op-
watch the wmount of time the behavior occurs within a se't pericd of time. -
This can%en be computed as a satioc of stmulatory/non-sttmulat})ry be- (
havior and aralyzed much like compl;ozgg/data Ve

P - . 5

Establishing a Terminal Objective. After the baseliné data have been
computed, @ termifal objective 1s established for—each initiated program N
This objective is entered together with:the baseline data on the form shown .
in Figure 2 ang Figure 3. In the case of Bill, two programs were felt to
be serious enough to warrent treatment, command COmpPIango and temper
tantrums.. The obJecttve chosen for. command compliance was ''to increaset .
command compliance to 80% for threc consdcutive weeks'" (Figure 2). The
objective specified for tantrumming was ''to reduce temper tantrums to a <
mean af less than one m,inute duration and a frequency of .li per week for . .
three consecutive weeks'' {Figure 3). in the establnshment of both of these
terminal _objectives, the,parents were consulted not only about the obJec-
tive but also abgu&-the treatment.program described ‘helow, -t

&

.

Designing a Treatment Program. AS Jndxcated previously, most programs

v

haviors, in order to establish a consistent system of responses to the stu-
dent which in many cases may be sufficient to bring the behavior .under
control This approach is ea ro conduct and introduces no artificial A
consequences, there+s no n 4 tofade out the artificial consequences. In
other words, thq natural consequences of the environment will be, through

-
/

their consistent use, controliing the behavior. * o
. ‘v v 4 .
The furm used in the gymnasium for designing a ‘program is shown in .-
figures 4 and 5. Figure 4 shows a program for the remediation of non com- .

pliant behavior. Each ‘program is numbered down the left hand side and
instructions are prescrlbed as to what to_do.when the behavior does or does
not- occur. In this example, for each’ complxance, the student is to be, . R
soc:ally reinforced,'and for each nonycompliance, the student, is to be re- .

egampie oﬁgyourse is the standard correction procedusre.used in the ¢lassroom
which is described,in Chapter 7. Figure 5 shows a behavior program covér .
5heet for the reduction of temper tantrums. The progrdm is numbered. When
antrum occurs, it is to be ignored; when a tantrum does not occur ih .

th se instances when.it would normally occur Bill is relnforced socially. .
Inithls partlcular case, the tantrums occur when he wants something which .

he cannot have. 'Therefore, if he were to ask for sumething, be refuled, ‘

and not .tantrum, he would be socnal}y’reanforced .

.
-
< ’ -

Analyzing, the Data. Data,are gathered daily on the form shown in
Figure 1. These data are analyzed weekly and are compared with the data
of the previous week. If the data show an improvement over the previous .
week; thé program remains unchanged. For instance, Figure 6 is » datd -
sheet fdr increasing command compliance. During the first week of the
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Name o'f Child: -Bi.ll ) " Date Program Startetf: 7-22-77 .

F) L ’ - .
Prbgran’ Conducted In: Home ( } School (X)' Both () Da#rminated: . v

o

Program Obiective: To reduce temper tantrums to a mean of less than one

minute durption and’a frequency of .1k per week for thre{a consecutive' weeks .
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Baseline Data:
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Behavior tb _be Remediatéd:' To (ncrease command compllance to 80%
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for three consechitive weeks.
ot o ‘(Compl'iapce} . °. (Non-Compl iance)
Program No. When. Behavior Occurs do This: | When Behavio_r Does Mot
; Occur, do this:
. ol P— e . |
1 ~ ., QSocially Reinforce. ) Say no; re-cue; lead
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. . L reinforce. .
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.Behavior Program Cover Sheet
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havior to be Remediayed:

1
To reduce tantrums to a mean of. less than

+

—

one minute duration and a frequency of .14 per week for three consecutive weeks.

Y

]

\ -

- , » . w
(Compiiance) (Non-Compiiance). .
- when Behavior Occurs do’ This: §When Behavior Does Not '
Program- No. |
g Occur, do this: S
Lo i Ignore it. " h .{Tantrumming occurs wheén o
. ‘ .- Biil is requested to do. .
’ . something. Therefore, -
L . % o . the will be socially - .
PR . . reinfdrced each time he, - ,
. ' complies. See compli-
* ) . ance program. . .
. . , " - . .
$ T
: ) 7 ~ ° ! - -
. . T, o . .
. 1
4 . _5( [ - ) .
- ' -
-. L4 " . .
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. * Figure 5. Behavior Program Cover Sheet . -
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v - program, that dated 7/29, the compliance ratd. increased to 39%. Notice
thagyonder synopsis of program thegnaumber of the program is edtered which 7
- . appedrs on the program cover sheet Figure 4} R e
. *

. During the oeﬁf/::ek of the program, 8/5, the compliance rate was °
38%2. This shows a slight decrease from the previous week's 39%. Therefore,
there 1s a.requirement on the part of the..teacher now'té change the program.

; .That chang& is entered on the.behavior program cover sheet. The.program dey
. cided upon is labeled Program.¥2.- Under the heading of ''when behavior
e occurs, dgo: this', the teacher enters ''socially relinforce and give Bill a
SN raisin''. For-non-compliance, the consequence has not changed._. It is ''no",
3 racueing, lead the child through “the® behavior and socially reinfbrcq, Cn
‘August 12, the data as%hown jn Figure 6 increased to 522 with Progrom #2
and on August.19, it increased ES‘ilZ\fith Frogran #2 and om August 20, it .
ingreased to 74% under Program #2. As long as tht program .is showing con-
tinual gain as the behavior appr9aches the criteridn level, the program is ' .
not changed, ‘ _
o .
. "An exception to the rule which says that the program should be
changed if there fs rno improvement over the previous week's behavior occurs
- when an 3natysis of the week's data is made. For instance, overall data o
for the week may ndt show improvement but may for the week begin té show 2
trend. Ehis‘will be most qften manifested in those instapces when a new
program shows an immediate increase in the inappropriate behavior. As the
t+ student rea}izes that the program is going to be administered in a consis-
tent fashion, .one begins to demonstrate a decrease in that behavior. The
behavior moét‘oftqp cited in the .literature for which this occurs is
tantrumminy which, when initially ignored, would usually increase in length
and frequency before it begins to.decrease. Howaver, our experience indi-
cates that this phenomenon ogcurs in other behaviors such as non-compliance
" and aggression. Therefore, {hé weekly data need be examined to Jeter-
. mine whether Qr nét a reduction-is occurring aftec th¥s spontaneous Increase.

-
s

. There are gfher exceptions to the rule“of changing a program if po im-
. provement is noted. Unuspml circumstances may be present ail week or for
part of the week. If so, the teacher should not respond to the data. For .
i instance, if a teacher is sick and a substitute teacher is emptoyed, during
- this period of time, the prpgram i< not conducted as consistently as should
- . .be and consequently, the data reflect this inconsistent response. These
dgta should not be considered for program change. Llkewise, if the student L
N has been absent for periods,of time, it-is better to gather at least three '
copfecutive days of data befGre deciding to chgnge the "proggam. And of
couPse, in those behaviors in which two dimenslons are beifflg measured, such
a3 the tantrumming behavior shown in Figure 3 where both frequency and
length are being recorded, & ehange, may only be manifested in one of those
dimensions at a time. 1f such a change is positive, then the program
-should not be changed. T . / X
+ - - (
* 'Modifying the Program as Necessary. This entire process of analyzing R
data is based upon compaping the current weéek's data with that of the pre-
- ¢ vious week. A dichotomous decision is made. .If the data do not show im-
provement and do not fall Into the three categories of exceptions pre- N
viously described, == then the program must be changed. |If change is . ..

' t,

.
- "
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,z;/\\”grammlng and tracking occurs. .

N \ *

octlrring, then the prodgram can ::;;?F‘anchange&. * . -

When the program 7S to Le ¢hanged,. the general rule is to intrease
the power of the reinforcer, leaving the punlsher gonstant uhtil all reia-
forcéfs have been coqpletely‘explored. Generally, reinforcers will be
sufficient to modify the behavior without ever having to impose a punisher
mpre severe than social reprimand. . . .

Maintaining Tor Change. After the objective for a behavior pro-
gram is achieved for thd period of time specifled in the program data
sheet (Figures 2 and 3), the program is put on & maintenance schedule after
.al1 tangible reinforcers and high frequency social reinforcers have been
faded. The student should be responding to the natural consequences in
the environment before the program’is considered complete and placed on T
maintenance. For maintenance, the program is checked dt one month, three
month and six month intervals. This is done by retaking bas¢line data for

"‘one week at each of those times. |f the data indicate that the behavior

has not deteriorated, then no further action is necessary. If the data -
indicate that the deterioration of the behavior hds occurred to a degree
unacceptable to either the parents or the teacher, the behavior program
should be reinitiated.

. r

summary . v / ) .

This chapter has summarized the principles of behavior programming
utilized in the Data Based Gymnasium. It has iflustrated the forms used
for trackPng those behaviors, and has given somg examples of how that pro-
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Introduction L, . .

Physical Education Teacher .

.volunteers is therefore a gritical process.

- \\\\ Chapter 4 g

3 ' GYHNASIUH HANAGEHENT »

- L4 -
— .
.
' .

,

« Many readers may be familiar with the term~tlassroom management, but
few, if any, have used.or observed in print the m gymnasium management.
Essentially, the expression gymnasilum management synonymous with the
_term classroom management. The phrase is used to highlight the fact that
lea.ning is learning regardless of the educatlonal setting and that the:
gymnasium like the classroom must be managed to insure educational gains. ,
Gymnasium management ,1ike classroom management means that the teacher must
use everything at her disposal to accomplish instructiunal objectives with
students. These include people, setting, curriculum and the administrative

‘ tefhnique to weld them together.

’

-

The person responsible for teaching physical education to the severely
handicapped varies from school districi\o school district: and from state
to state. The options usually include onk or two persons, the special
edurator or the physical educator.. According to the Rules and Regulatjons
for Public Law 94~142, it could be argued Mat technically either person
is qualified. However, if the local *school district has physical educatois
available to instruct non-handicapped students, it would seem logical that
" these personnel should be 3vailable to instruct handjcapped students. In
the eventuality that a physical educator is available to teach physical
education to the severely handicapped, it is, essential that this person
articulate closely with the special education teacher. In short, it is
necessary for the physical educator to undefstand mot only the studept's
movement needs, but also basic information such as the student's reinforce-
ment schedule and language capabiltities. -

The teacher of physical education for the severely handicapped must
assume a role as manager of the learning environment. Students with major
disabjlities require educational settings in which they are instructed
indi?égtelly of in small groups.
the fedch®r has personnel who can assist with fnstruction.

%

K4
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Volunteer Roles

”

Successful implepentation of the Teaching Research Model, whether in’
the ctassroom or the gymnasium, requires the ilability of volunteers.
It 1¢ thTs person who is frequently the Indﬁiiiﬁal most responsible for
conducting the individual.skill*acquisition prégram. Selecting and training
Even in those districts where
physical educatogé teach the severely handicapped, the special educator

normally assumes{ the lead role In the training of volunteers.
\ . . N *

-

bowd

Such an arrangement Is possible only if
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_ open space found within gymnasiums may actually.inhibit learning. HMany ¢

L3 : .
- N ‘ ! - o * ——
The special process for the traiping and use of the volunteers™is .
found  In Chapfer 7. . ‘
' * P ';i .
Alde Role . ’ , . ¥ ] - -

Self-contained classrooms for the severely handicapped normally are

staffed with a special educator and a professional aide. The latter
individual assumes a varlety of Important ‘functions. The alde is frequéntly
asked to train and supervise the volunteers. In the absence of the tEacher,
the aide’ can be looked to as the teacher's temporary replacemeiit.

e, N\ < 4

. The aide can also play an" important part’in the conduct of the physi-

cal education program. 1n those districts-which do not have professionally
trained physlcal educators, the alde's physical education responsibnlity

would be detefmined by the special educatidn teacher in a:manner similar to
that for other program areas. The aide's fole in districts which do have
physical education .teachers would be primarily to assist in the transition .
of students from one teacher to a second teacher. The aide provides an
lmportant 1ink between the classroom and gymnasium settlog Not only can
the aide assist in the physkcal education énstructioral process, but ‘can v
also fulfill an important role i#® providing consistency in implementing the .
important language and behavior programs. Physical education teachers, al- * i}
though knowledgeable in subject matter, often find themselves at a dis-
advantage In conducting programs with the‘severely handicapped because of
the dnlque behaviors frequently exhlbited by such Individuals. The un- -
certainty about individual bahaviors coupled with the physica! educator's

- lack of information or experience’ with individual students can be corrected

by the presence of an alde who spends the majority of the day with the
students. . ; ’ .

. . .
v . . . /

Gymnas fum . . ] .

T@E‘presenc of a gymna;ium is not eskentlal for the conduct of
appropriate physical education programs. For some students, the large

of the rograms found within the physlcal education curplculum can be con-
ducted #ithin the conflnes of a classroom, hallway, or some other available
space. Regardless of the area uSed, the most important concept is to ‘
ldent]fy Individual teachlng stations so fhat volunteers can conduct the
Individualized programs without Interruption. For some of thé basic game
skills such as throwing and kicking, a larger area such as a cafeteria,
hallway or gymnasium is desirable so as not to dlsturb ‘or endanger others.

A sample list of.equlpment needed to-;onduét the physical education

programs |s Indigated below: .
mats (4' x 6') . L Basketballs .
* sets of shapes: . Baseballs, bats, gloves
circle (3' radlus) .y Softballs
square {4' sides) ' : olieyball'

' -
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“ triangle (4' equivalent sides) Soccer ball .
rectangle {4' x 2' sides) Tricycle
balls (4") b Bicycle ..
Jballs (BY"), . hula hoops
measuring tapes - . "7 tennis balls

classroom chairs

v

Objectives . ) -/ SO
7 - .
« Certainly the major element in gymnasium management Is the dgsigna-
tion of long and short range instructional objectives: for each stydent: :
These should be extracted from a curriculum with a detailed scope and se-
quence of behavioral objectives. A description and some examples of in-
structional sequences from such a curriculum.ar? containeﬂ'in‘ﬁppendix A.

s ? "

Curriculum, Assessment and Data Ke€plng
. y ~

-

L Y
To utilize~tKe curriculum ‘erly there must be an initial assess-
ment of the student. This agses¥nt includes a determination of the skills
in the curriculum which the student possesses and those which he does not
possess. This initial assessment is necéssary if the teacher is going- tq
conduct individual programming of students to the extent specified in this
model. In addition, the teacher needs an easy system of keeping track of
the student's acquired skills as he moves through the instructional scope
and sequence. Thus, a data keeping system which allows for initial dssess-
ment and easy updating of the student's.program i§ mandatory in a good
gymnas ium management system. Chapter 6 discusses that system in detail.

LY
LN .

The Pupils--Physical Limitations and Reinforcers L

.The_teacher heeds to know what physical limitations the student has
which may alter the teaching approach to the student. Sensory deprivation,
such as partial or total loss of sight or hearing must be determined—eas
must all physic¢al anomalies which may interfere with the movement capabitity
of the student. However, knowledge of the students in thS?classroom for
the moderately and severely handicapped also focuses on those activities
and things which can serve as reinforcars for the stugent. Thus, a rein-
forcer list for each student Is prepared and becomes an essentlal element
In the gymnasium management system.

-

1

Parents . .

A final component to complete the picture Is the uttlization of
parents who gre an essentlal part of the Instruction team. Much instruc-
tion can be carried out by parents In the home. Parents can serve not only
to maintain skills learned In physical education, but also can actually
accelerate learning. *Thus, coordination with parents Is an.essential ele-
ment In gymnasium mahagement. Chapter 10 gives the particulars of this
coordihation, ) . - .
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lipboard System ~ -
_The Clip ystem t/ . -
. All of these eiezsnts must be broughfatogethen,so that they become
a cohesive system, facilitating the instructional process of the student.
" The administratives device that accomplishes this coordination is the clip=,
board of the student. The clipboard tells the volunteer what to do, where
: to record the information tdata), and how to interact with the studerfd,
. it is the communication channel through.which all instruction to volunteers
. and-aides Is given and through which feedback comes to the teacher so that

the. student's 4ndividual program can be modified. .

fies all programs, including the physical educatfion program in which the
student iﬁ currently engaged. This weekly coved sheet has a space for the
. volunteer, aide or teacker to initial éach program as it is conducted on a
. given day. A circle inserted in any schedule means that the program is
.a high priority and should be conducted first. A student may be engaged in
» as many as five to a dozen ‘programs. The number of programs will be de-
p termined by the number of volunteers available since it is desirable to
conduct each program dail¥. : )

Each student's clipboard cont?l"ns the week:f cover sheet which speci=

A sample weekly cover shegt is shown in Figure ). “Robert, the student

W o for whom the cover sheet has been prepared, is scheduled for six skill N

_ acquisition programs: (1) Physical Education - umderhand throw; {2)

,  Eating - finger foods; (3) Writing - reproduces, ¢ross; (4) Language -
maintains eye contact; (5) Redding = finds colors; (6) Fine Motor -
picture puzzle. The initials. on the right hand side of the form show
that the program has been run and by whom. Blank squares indicate that
the program was not conducted. For instance, the chart represents the
gituation as of Wednesday immediately prior to the start of class.

. YReéading - finds colors' was not conducted on Tuesday. The circle opposite
that program on Wednesday indicstes that that program .should be condugted *

., first. , , .

X % Immediately following the weekly cover sheet on the clipboard is the

. consequence list, shown as Figure 2, which lists the things that are rein-

- forcing to the student. . This list provides the‘volunteer the necessary

information to choose reinforcers for thg student. On the sheet with;:;e

+

. consequence list is a section devoted to Behavioral Comments, which als
provides instructions on how to handle behavioral problems that may oec€ur

during an instructiopal period. r~
" .

The third page on the_clipboard is the language sheet. The language
sheet is divided into three parts: (1) receptive language; (2) expressive
language; and (3) new vocabulary. The receptive language section defines
the degree of understanding which the student has of spoken language. In
Figure 3; the receptive language entry shows that Robert understands simple
one-concept commands. . -

L]
Jhe expressive language section describes the degree of language com=
plexity which the student is able to emit. For instance, Figure 3 under .
© expressive language indicates that Robert says most speech sounds and will
‘imitate words by giving éhe initial sound of the word. -

Qo — 34.

)
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£, . 4 .
‘, * . ) - Teaching Research infant & Child Center , ) ’ ’
' ) ' . — L. .‘ ‘. 04;,: ‘4
WEEKLY COVER- SHEET : 1 - -
Name: ' _ Robert . ' e ' .
- ! ! ’ .
¥ Fr;:gram - - JHon ] Tues | Wed Ih_urs' Fri
- 1. Physical Educa!‘t'on.‘lndarhand throw : E 1
2. Eating - &inqe_rio_ods . wm o
3. ’h'iriting - reproduces cross ) TF | v s
4. | Language - maintains eye contact J¥ ) KL i \
5'. Reading - finds colors’ N MM O
6. Fine Hotor - picture pubn ' ‘UW | HL
g .
7. e
8. ‘. .
3. i
. 10. .
InS ) - .
12, : , ' 5
' 3. B v [
14, ) ] .
15. ! -
o T ] ’
117. - . .
- 18. - C o a ‘ .
19. - S ‘ ] ' I
20, | IR
‘M Slgnature of Volunteer . - — .
. - e ~— . *
) . ’ / ' .
.‘Fllgure 1. Sample Weekly Cover Shéet . ‘-
. — , . -
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- . (:"‘) i’ \ * . . A% *‘
" " L '
Teaching Research Infant and Ehjld Center ]
o : Consequence List S )
. :} . s ’ . 1 ~ . . .
' Lhild's Name: _Robert - ) ’
4 A * v - “
¥ * - [
§. Reinforcement List .
»~ ¢ N
" A, Social -7 . “ S .
- §. That's right! - N
T ’ Wik
‘ - .o ) >
2. Good (name task) i . .
’ \ s R . I i
T Wow!. T S o
. Good for you! )
1 ~ — T 5 .
e g, Lift in the air. .
B, Primary - Tangible ’// . ol _
}:  Vibrator = likes to be tickled onstummy. T . .
L] L] i »
2, Husic box - wind it up and hand it to him, ) ¢
3. Cookies ’ v N .
- 'l - _
) y, Juice . :
. \ . s B . ‘:...
‘ . 4 : :
. 5, Balloon = likes to throw in air, - a -~
~ . 6., Stars on pager -for writing program. s - .
i1, Gencral Comments oL . s
)

"1, Hake sure Robert Is attending to task before giving cue.f

e

-’ {;d_- .

I/

2__43{ he is not aftending to task, ignore him by looking aﬁay faor a pé}iod of 30

r

seconds to one minute, then resume task’

Figure 2.

N

Sample Consequence List Sheet




. nﬁ. » . - . . - * . .
‘ - . s : TEACHING RESEARCH INFANT AHD;LHILD CENTER .. . -
. . - . " M B ‘
.t LRt v Language File . A
’ ’ - ) L . . me : ' : - ¥
LI . thild's Name: 0 Robef‘, 4 i h - 4 . -
- . ) 1] . - ;‘ ] - - ) -
~ - - e - b ! -
}. ,Besecplive Language \"C._'/ . " ' * . -
: 1. lnderstands simpie one-conceﬁt commands il o £ t - . Q
- Tw . . .~ . .
: iy P . j . ' v * >
T S - 5 ' .
- ‘3. . N & ! v “ . |
o f — - . - = !
- - A. ~ - . - x . , _ * L]
. ] . N . » > -
‘5- v 3 . ’ - x ’ - .
¢ . = N
. -, . . 3]
" 11,. Expredsive Language . : “ .
R . * . ) - %\ * . .
. l. Says most speech sounds . " . : .
» . . . - R -f Fy P ) .
"! ) N - -‘I - . + ’
* ~ 2. Will imitate words by giving_initial "sound: e
. 3, . * & - -
o 3. Be sure Robert says the initial sound when rcpeatinh a‘word He can ,
o R L R “
. - - h.a ’ ‘ o . - ¢ v .
. - —=
4 L N . ",
» \l '- g. - . -
- ’ ' . - ] . ' N

RN v - — —
$ = |1z New.Vocabtm . TR . *

© e 1L 6. |1, | ¥ ) e o

» 2., oy ... 12,2 7. .

. ' ae .3 miik 8."" 13. 18. . - . .
: h. cookie 9, . lfl.-; Z 19. .
’ 5, 10~ 15, 1 20. ; i .

'
- b . - ' . -
. v A . s ! -
. , f ‘ . . L] N i <
'n. M 4 4 LY 0 -' ’ L]
. Y ’;- , I . * . A . . . ¥
) | Figure 3. Sample Language Sheét’ . . .
i . Lo * . ‘ . : . - v ‘..
- — » . . - ~
- - 1) " L - . s ' ‘ u
- . - . -
- . - [ N &
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The new vocabulary sections include new words or sotnds which the

. . student has acquired that need to be reinforced. In all programs, in-

. cluding physisal education, the consequence and language sheet must be
used by all teachers, aides and volunteers. Whether.in the gymnasium or

\ .in the classroom,,conalstency in behavior treatment and communication pro- '
* . cedure is essentual fgp*successful programming. . T
- -~ .
. Follownng the, Ianguage sheet are three sheets for each program listed
on the weekly cover. sheet = Figures 4, 5, and 6 - a behavieral sequence,
v sheet, a program cover sheet, and a data sheet. The behavioral sequence ‘
' . sheet (Figure 4) coritains the tasR analysis of the ski]l, and the program

cover sheet (Flgurq' 5) describes how an_ individual program is to be run.
in Figure 5, a volunteer can see what the verbz] and non-verbal cue is;

. . the correction procedure, materials to be.used, the reinforcement ratio o
and the criterion Jevel of success. All this information helps a volun- )
teer determine how, a program is to be run. The last form is the data
sheet (Figure 6). It tells the teacher how a stydent performed on a pro- u—ﬁ_-——"’

. _gram 50 that she can make update decjsions. The use of the dpta sheet! and. '

" "how one updates will be discussed in detail in Chapter 6 . : -

-

\ M f there are six individual programs for the studegt (the average
3 - number), there wil] be a behavioral sequence sheet, a program cover sheet,
. * " and a data sheet*fbr each of those programs on.the clipboard. A schematic
¢ o the entire cljpboatrd is shown in Figure 7.4

ummar
. £Tassroom management includes the welding together by a teacher/

.manager of the curricdium containing complete scope and sequence, a data _
keeping system, materialg and' reinforcers, aides, volunteers, and parents.
* Bunl into the agement system is a communication system that allows b
unst ions to easily delivered to the aide and volunteers and which
anV|de K] feedbafk channeil to the teacher/manag!r. This system provides

the ne essary Ilnkﬁbetween experiences in the classroom and gymnasium.

3
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Game Skills, Basic

B. Underhand Throw *

L3

Terminal Objective: The student, standing, wITI perform an "underhand throw )

. swinging the arm backward and then forward while step-
ping forward simultaneously with the opposite foot and
releasing the ball at the end of the swing in a manner
which-causes the ball to fly in the direction of the

’ tal"get /{

Prerequisite Skills: Game Skills - Basic, Skill A ’ .

Y

Phase | Withy the student standnng 5' from target and with knees
- 0 bent, student will swing arm backward and forward: re-
) leasing the ball at end of swing in,direction of the
N target. Teacher assists student in swinging arm back
and then forward.

ly

» - -
(Phase N With student standing 5' from target, teacher assists
’ “student to swing arm back and allows student to swing
. arm forward releasing ball at target at end of gwﬁng.
Phase 111 R _Mith student standing 5' from target, student will
|ndependently swing arm backward and forward, releasing
ball at end of swing and in direction of target. .

b )

. .

Phase IV With student standing S'”from‘target with one foot
forward and one foot back and knees bent, student will

- swing arm forward releasing ball at end of swing and
’ in direction of tdrget. . . v
. e

Phase V With student standing 5' from_target and with knees .-

bent, student wi.ll swing arm backward and forward |

releasing ball at end of swing and in the direction of |
the target while teagher is pushing student's opposite

foot forward.simultaneously with swing. .

Phase VI . . Student, standing,"will perform an underhand throw
swinging the arm backward and' then forward while '
stepping forwarde@imultaneously with the opposite foot
and releasing the ball at the end of the swing ina -
manner which causes the ball to fly in the direction
of the target. .

The following steps apply to Phase VI.

A . . K 1 *
7 Steps i : / . .

1. 7 _ o .
2. 120 )
) . X ” . .
° 3
) ~ ’ Figure 4.* Sample Behavior: Sequence
- ' . AV, ‘ -«

.39 L e

L]
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. Underhand Throw, Contlnued

(1]
v

»

Suggested Materials: Four, lnch rubber ball and a 3' by 3’ target placéd’
. on the floor. [ |

. ' N - *
.Teachlng Notes: 1., For those students in wheelchalrs, he underhand throw
\ can be performed with the student &itting in the .
) .- wheelchair thus eliminating the need for the above
' prerequisite body positions. J

2. For non-ambulatory stuJénts who are not in a wheelchalr,

o . ball rolling could be taught from a supported sitting
- I ' position. - . ~f
- ' " .‘ -
.
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Pupil- Robert ’ Program:  Underhand throw . ,
g "™ L3 . .l
Oate Started: Aprid 2, 1979 : {07
Oaté Completed: - , . *
! » ra - »
. Verbal Cue: “Robert, throw the ball at the target” Haterials. I, Hallway .
" 2. Physical education zime .
L -, - 3. 4 bald
; . - 4. Target -
. ' . ) 5. Reinforcer \ .
M . ) 1 ' . N
~ ’ ’ .,
N Mon-¥erbal .Cue: Teacher dexonstrates and pom.:s Reinforcement Procedure:
to the rarget. Glve soclal relnforcement upon .
. - completion of task, .
il . * "
, @ F] = -"
Correction: * "No. Robert, throw the ball at the Criterion: \ ) |
target.™ Physically assist him to Three tonsecutlye correct responses e
' « « ¢0 step correctly and sogially rein- before glven next step. \/
force. » . .
. LS
» L] - ,
_ ‘ , . , /
L3 . = [N
. - \‘
» L 2 P b . ’
. N R ]
s - . * AZ‘ v
- [ ] ’ ~
P . ] - ’ ¥ -
v ” »
. . * - . , - -
-— hd :‘ - ] ' *
- ’ . ¥ Figure 5. .Sample Program Cover Sheet .
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. . Teaching Besearch Infant and Child Center Raw Data Sheet . .
. . Y
Mame- Robert Program:__ Underhand* throw T
. . ' X = Correct + ' . . .
0 = Intorrect ' . .
. . w _ ] .
R i Trisls ¢ A :
Reinforcer 1Phase|Stepf1 213 1% |5 ] 617 48 {9 1o Cooments Date t |
. . % 1 3 1Z§7. 7 ,
Baseline | IV h/o | o/o bb/o x/x | /2 .
} . ) |
Soclal v 2 = x o [f x |x ofl olo /3 |
Soclal | w 2 o x |x lo |x |o of olo |
L4 r " R i
' . : T . ! i
B Al - ‘ .
+ 1
t - T
_ \ \
* X T
: / _ .
L] ' ] . W
.
Y
. * ] [}
. ¥ » -
N F ) . ) .
- * ! -
- : Wl
L . , '

“u N Figure 6. Data Sheet . -
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Weekly Cover Sheet . -
1 . * r 4
! L)
Consequence List,Language Sheet '
o . -
.Behavior Sequencé-brOQram 1 ’
Program #1 Program Cover Sheet
- 4
.. ' Data Shfet = Program } . :‘
. ) ’ Behavior Sequence-Program 2
’ ! - l::pgramﬂz Program Cover Sheet
- : . . Data Sheet-Program 2 ’
- ' * —
- . " (For Programs 3, 4, 5,6, etc.
. . - . * repeat Bghavior Sequence, Cover
’ . Sheet, Data Sheet)

Figure 7., $chematic of a Clipboard
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Chapter 5 A '

" GAME, EXERCISE AND LEISURE SPORT CURRICULUM

Historical Development of the Curriculum ’

This Game, Exercise and Leisure Sport curriculum is the result of a
“concerted effort between staff from the Physical Education Department at
Oregon State University {0SU) and staff of the Spetial Education Department
at Teaching Research. Its initial development began in the fall of 1977
when it became apparent that many physical education curricula for the
handicapped did not provlde adequate programming for the student who,was
profoundly or severely handicapped. Curricula such as the | CAN curriculum
are quite comprehensive in their scope but are fiot designed to deal with
the student who is severely or profoundly handicapped and.are not geared
‘Lo the low functlonaJ levels often found with this population: The se-
‘querces found in this curriculum are desngned to fill that gap.

The :nutial attempts to develop the sequenae were compieted by both
staffs from 0SU and Teaching Research. Placement testing procedures were
devised to articulate with the sequences and time was spent testing these
sequences on severely and profoundly handicapped students in classrooms
at Teaching Research. As a result, several revisions of the curriculum
occurred, including“extensive field testing of the curriculum ftems in
classrooms other than those at Teachina Research. The curriculum as it now
stands has been extensively field tested and the gurriculum has been shown
to ‘provide a guide for teaching seveiely handicapped students basic physi-
cal education skills, This curriculum will, of course, continue to be re-
vised .as more and more teachers have the opportuﬂity to use the currlculum
and suggest changes’in sequences.

b 1]

Rationale for the Curriculum

” -
Since the sequences and task analyses within this curriculum are !

written in the form of individual prescriptions for the student, it will
not be necessary for the teacher to write an iMdividual prescription for
each student. 1t must be emphasized, however, that no curriculum can
provide al] the needed sequences and task analyses for any partigular stu-
dent. Th sponsib?Ti:y for altering the sequences to fit the student's
needs is the responsibllity of the teacher in the classroom. It is felt, -
however, that given this curriculum and the skills to make the alterations
as necessary, that the teacher can provide appropriate game, exercise and
leisure sport exper!ences for handicapped students.

The_curriculum is a series of behavior analyses (task analyses) of
basic phn‘Tcal educatjon skills. The entire concept of task analysis is
based on the fact that for a student to learn a complex skill, it may be
necessary to break down that complex skill into more simple skills and to
teach each of those simple skills separately. This curriculum 1s designed
to.be used In a progfam where individual objectives are designed for each
studeQ}. The procedure of placing each student in the curriculum ls de-

\——- <" . .
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scribed in a subsequent portion of this chapter. Once the student is placed .
in the curriculum, it is anticipated that she witl be moved through the 3

various behaviors according to priorities establishea.by the teacher and
parents or surrogate parents. It.is anticipated that each student's pro-
# grams through the various steps of the curriculum will be tracked thfough .
a continuous data system as described in Chapter 6 of this book., The :
curriculum is organized into major areas, skills, phases, and steps. This -
' nganizatioﬁal pattern is consistent with other organizational patterns
ound within Fredericks, et al, The Teaching Research Curriculum for the
Moderately and Severely Handicapped, 2nd Edition (1980) and Fredericks,
et al, The Teaching Research Upper Level Curriculum for Moderately and
Severely Handicapped (in press). As an example, take the majoc area in
‘the curriculum called Game Skills, Basic. The first skill in Game Skills,
Bagic i6 the underhand roll. Within the underhand roll skill there are
enght phases {Figure.1). The phases are essent§plly task analyses of the
terminal objective listed for the skill of underhand roll. The higher the
phase ndmber, the-more advanced the skill. 5 —
One additional area remains in the curriculum--steps, which are further
_breakdowns of .a phase. Steps, for_example, may be either differences in
tength of time or di€ferences in,distances. - (\\
*

Although this curriculum is designed for severely and profoundly
handicapped students, many teachers will have a.majority of s&fdents who
are not handicapped. The curriculum, however, can still be used as &
guide. The detailed breakdown of phases will, however, be necessary. For
. example, in the underhand rol] phases of the curriculum, it is not neces-
.sary to take a nonhandicapped student sthrough each of the phases listed in
the underhand FoTlT—skill. 1t is, however, a necessary skill that many
students need to practice. NonhandicaPped students may be taught this skill
with the teaching emphasjs an more precision with regard to form and style.
The teather who uses this curriculum should always strive to have the stu- :
. dent acgomplish the terminal objective in the skill before attempting to
teach the phasds and should always be trying to have the student accomplish
! a patticular phase before teaching the steps in a phase. There !s no need
" to move every student through the curriculum step by step, phase by phase.
\_ « The student's movement through the curriculum should be dependent upon her
ability and the rate at which she can acquire skills Z: ' .

On the other end of the continuum, of coJrse; Is the student who is
. so severely and profoundly handicdpped that the task analyses for some

sequences provided in this curriculum still do not provide small enough

LI steps or phases. iIn these Instancesy it [s necessary to engage. in branching.
Branching means, adding additional steps or phases to one of the existing
programs. For example, when teaching the skill of striking, for a student
to move from Phase IV to Phase V, the teacher merely changes the amount of
assistance from holding halfway down the ‘student's arm to holding the stu-
dent's elbow., For some students, that may be too large a phase and the
program would have to be branched. In this case, the teacher would write
Phase Va which might indicate that the teacher's hand moves from halfway
down the student’s arm to three-quarters -of the way down. Thus, when the
studenpt is able to meet criterion at this phase, the teachef could move to
Phase V which is placing one hand on the student's elbow. Despite the fact

. b
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- ’ . -, Game Skills, Basic ’ .
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A. Underhand Rol)

- L

! 3 *
Terminal Objective: Student, from a standing position, will perform an
underhand roll swinging the arm backwards and then
forwards while stepping forward simultaneously with .
. - the opposite foot and, releasing ‘the ball at the end
of the swing in @ madner which causes the ball to
roll :n the direction of the target.

. %
Prerequisite Skills. Fine and Gross Motor, Grasping Objech with Hand _

., =

Phase | Student, while sittiﬂg in a chair 5' from.target,
is given a tennis ball; teacher assists stude
swing arm back and then forward, releasing bali

“ ward target.: qY

Phase 11 With studeat sitting in a chair 5' from target,
teacher assists |nsswang|ng arm back and allows
student to swing~ arm-forward, releasing ball at
target at end of swing."

Phase L11 " With student sitting in a chg}r 5' from target, stu-
. dent independently swings arm backward and forward
releasing ball at end of swing and in direction of
target. , -
. Phase 1V With student standing 5% frdm target and with kaees

bent, student will $wing arm backwsrd and forward
releasing ball at end of sWing and in direction of
= target. L

Phase V Mith student standing 5' from target with one foot
- forward-and one foot back and knees bent, student

- will swing arm backward and forward releasing ball
at end of swing and’in direction of target®

Phase VI With student standing 5' from target and with knees

- bent, student will swing arm backward and fdrward
releasing ball at end of swlng and in direction of
target while teacher is pushing student's opposite

rside foot forward simultaneously with swing {

Phase VIl Mith studeqt standing 5' from target and with knees

R pent, student will swing arm backward,and forward,
T releasing ball at end of swing and in direction of

. . target while teacher prompts student's opposite side s
foot forward simultanedusly with swing.

. Figure 1. Underhand Roll ' ’
- . c ‘
' . * b7 % ) 4
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A. Underhand Rol), Continued ° | . .
Phase V11! P Ssudent, from a standing position, will perform an

underhand roll, swinging arm backward and then for-
ward simultaneously with the opposite foot and re-
leasing the ball at_the end of the swing ip a manner
which causes the ball to roll in the direction of the
target. . +

The' following steps apply to Phasg, VIIl.

~ ’

SteES: / L. rd
| O LR . T '
2. 12t

. VoL
Suggested Materials: A tennis ball and a 3'"by 3' target placed on the
floor. Target should be 10' from student. .

» - 3 i [] -

Teaching Notes: 1. For those studefits in wheelchairs, the underhand

roll can be- performed with the student sitting in
the wheelchair, thus eliminating the need for the-
above prerequisite body positions:

-~ 2. For non-ambulatory students who are not in a
wheelchair, ball roiling could be taught from a
. supported sitting position.

x\ ”
’ L 4 e
1] -
1 - - - *
. 3 o

Figure 1 continued
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that branching .programs may at times be necessary for certain students,
the pasic ®urriculum provides a good foundation for these. WYsually, only .
a few branching steps need to be written and added to an exlsting program

to modify It and provide a Suitable prograf for even the most severgly .
handicapped student. This maintains one of the main purposes of the curricu-

lum, which is to save the teacher time.

| * It should-be remembered that many of the skills within the curriculum
) may be tqught simultaneously. A teacher with 3 severely and profoundly
handicapped stadent may be teaching skills and sequences in the, areas of

movement concepts, games, “and physical fitness at the same time. It is
expected that the teacher will have a particular student on several physical
///,9“Cation programs at the same time. :© » T e

Placement Testing, Baseline
- and Posttest Procedures
_ ~
Placement testing is the initial testing procedure used. It is de-
fined as the assesdment given to a student pn a series of skills or be-
haviors to determine the specific behaviors a student .already has and
those that he¢ does not have. It i1s designed as'a gross assessment of a
student's skills and involVes making a yes or no judgment. After this |
gross assessment, priorities of instruction are chosen in conference with |

. the pﬁrents . : - . |
ext, a baseline procedure is used to find at what step of a specific - ’
skill teaching should begin. _ For each skill, baseline is defined as data
. collected on a behavior before teaching is initiated. This baseline forms
. the basis for declsions concerning future movement through the sequences.
When a behavior has been taught to the criterion level specified,
a posttest is administered to determine if a student is able to maintain
the *skill witpout artificlal reinforcers. A posttest is defined as the
assessment given.to a student after teaching is completed to insure that
the behavlor has been maintained. .
“lan '
The following are procedural guidelines of placement, baseline and
posttest procedures: (See Figure 2 for a summaly of these procedures. y o

Geheral Procedures for Plaqement- .

The usual procedure for placement in a particular skill area is
to pinpoint as effectively as possible that point which differentiates
between the stydent's acquired skills and deficienctles.
, N o
. By dividing each area *into quarters, one can begin to bracket where
the student should be placed. For example, in Hovement Concept§)-@eneral
Space, one might begin in the middle of the section. If the student has
those skills, move to the end of the section and begln workimg back to-
ward the middle, |If the,student does not have the skills, move back to
the first quarter of .the section and continue moving back unti) you reach - . '

hg . L]




+ v N - ' - 4
) 4 . . L - ' 4
. . 7
! t ) . !/ - ’
- e . La . - - )
. Flacement Test Bascline Frobe Postlest  “ Haiatenance .
‘1. Relnforcement Procedures | Primary/ “{Same as Primary/tan- | Same as Same a5
tanglble or ?lacement glble and/or | Placement Placement
. sochal refn  |Test. social reln- | Test. Test. )
’ y forcement Is forcement is . .
- presented for | - —— [presented for . . - -
good behavior,|, ¥ correct
i.e., ottend= response. ,a .
. . - . ing, Sitting. .
' arc.% but not ‘ . ..
. spschfically . P -
for & correct ’ &4 4
. ‘ » rosponse. p ©
. Correction Pr&ceduu #o correction |Same as Same as Samg 35 Same as
procedures 1s |Placement Placoment Placement Placement .
presentéd for |Test. Test. Test. Test. . ‘
Incorrect re~ . . -~
sponses. . * .
ill.  Mumber of Telal? Prasent only |£ach phase Samc 35, Same a3 Sane as | .
two telals. and/or step Bascline. Bascline. Basecline.
’ h Is presented . ’
. M for 2 Trials.
- '. -
N 1 4
i¥. Where to Begln Testing Test only Baseline Is Probes are PosttesC Same as - i
. terminal begun with thefbegun at the | occurs at Posttest. . .
phases and/or fmost difficult|most JIFFi~ the most :
- steps of phase and/for |culr phase difficult -
. progras. . [step of the and/or Step phase and/or v
program and Ingicated. step of the .
-~ . . should proceedh program. '
o easler . <
phases or * *
. steps uatil 2 | " ..
. . correclt re- - - .
sponses are
recelved at = . .
. ' . . |any ons
) phase’ or ! .
step
LY - * a
»
L] . . * 5 ’
- . 4 - . O
- - . . . . r
o Figure 2. Testing\Procedures:-Within Center, . .
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a point where the student can successfully complete'am skill. After finding .
this point, test two &r three :kulls following the successful skili to de-
termine where to begin programmlng . ~ . - -

The testing process can frequeatly be expedjted by gathering as much
information as possible from former teachers or parents about the student's
capabnlntnes The teacher then begins testing toward the beginning, middle .
or end of a-section depending on information obtained. ;

w
-

.

step of the sKill. Two trials are*administered and both be correct .

ta insure that the student has the skill in his repertoire f the student

does have the skill, enter the date and "yes" in the placement column.

1f the studenf\does not have the skill, enter the date and "no'" in the

placement column. * ° ) . *e

Once a starting point is determined, test only the tzggi:ai,phase or

Cumulative Areas. In the phfgical education area, some st of skills ¢
are considered to be cumulative, i.e., the acquisition of one skill is
. dependent upon the acquisition of the previous skill Tn a sequence.’ When
placement testing, the teacher should begin at the most advanced skill. If

the student responds corhectly, it s -not necessary to test the preceding ¢
skills. 1f the student,, however, does ngt Jespond correctlyh then the )
N teacher should begin the bracketing approdch. . ‘ —
i ’ .y

Non-Cumulative Areas. When ptacement testing a non-cumulative'area,
* + it is necessary’to test all skills at the most difficult phase. "For example,
if a student ‘could do an underarm.roll, we'could not be assured that the
student could atso do an overhapd throw Therefore, both skills should be

o~ tested. L . . . .. .
- "Baseline. When placement is complete, the teacher, in conJunction '
. . with the parent, identlfies the skills which the student is lacking and .
v chooses those skills to be taught. -At this ‘point, a baseline is conducted

to pinpoint specifically what phases and steps within each skill the stu-
dent does or does not have. Thus, an accurate place to begin teacHing a
.particular skill is determined. Because a student may have mastered por-
tions of a skil} before training begins, it is necessary to take a com-
plete basejine. Begin baseline with the most dlff'cult_phase and/or step
_,x’—_* of the program and proceed to easier phases or steps until two correct re-
‘ sponses are obtained at any one phase or step in a cumulative skill or two
< correct resporfses are obtalned for agzh:ne phase or step in a non-cumula-

tive skilli. This will enable the te r.to skip tedching phases .and steps

- the student knows. See Figure 3 for.an expmple of a baseline for kicking
" with the non-preferred foot. e exggple,\the child.was unsuccessful
in Phase [I1 through IV, butsas sucteésstul at Phase |[. Therefores this
instructional program woqu begin gt Phase 111. When baseline is completed,
record the number of steps the student already has, ‘along with the date on -
_the;placement test. '

. .

] LR Y

Placement Testiné Examples.. Figures & and are examples of a place-
ment test form. Fot these examples, we will assime that the student being
tested has not demopstrated any physical education skills in the home or

_classroom in the time the ejbcher has had to observe the student.

“‘ . " - ) - ’

———
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. TEACHING RESEARCH PLACEMENT TEST | . - |
. ) \\ Physical Education L. ’ ) ’
SKILL ) . ) P?Pcmm Baseline Posttest |, -
. ~ cut DATE [y te 7 nol DATE s Tarat ATE L f Targ! LOMMENTS
. X [—_—
movement Concepts, Personal Space . . ¥ s
A TBxecute Body Actions Yhile “Do this," demonstrate . v - »
Standing actlon, sgreteh and cyrl " #11[30 ves ' /4 A
¥, Execute Body Actions Whrte in . 0o this, " demonstrate x .
Prone Position action, stretch and curf -Jilfh?o ye § ITh /A -
T EXEu ¥ ReTi TT€ 1n (U5 This,” deronstrale T -~
s Supine Position action, stretch and curl. [2Mide] no /4 A
V. Hove Body Forwardy and " wove f d and v
__' Backwards in Snagl . b_'i_ardsvﬁ erard an /3 A
. UE"“? Uown in » MOVE up and rove
Space . m.. - 3 A
& ) t lef * :
« F. Move Body Sideways rm.."rgove e t and move nf§o| no /3 : A .
~ , / "7
. - ) / ” / .
- N FJ ‘. . ’ / /
G. MovesArms Forwards and . 'Move both ,arms forwards
ey Fe - ‘, ind backwards. 1" 9/”/3’0 Yes /5 /s
L - 'Hove bath/farms I.Ip and .
|11, Hove Arms Up and Dowetin Space 2"/ p/rf30] yes /5 /5
" ] "Move bgth arms to the side N »
I. Bove Armss Sidewsys in Space - away from the body v ,7/?'/30 no 3 /3
J. Move ~in Front Of and ‘Hove in front of the chalr " - *
Behind ject in Space Response, repeat —1 N2 — A2 ‘
i ‘hove over the tableran L]
X. Move Body Over aMEn Spacqd under the table." @  » 06 /3 v
L. ve Body Forwards and ckward 'dack arcund the chair and v N
ﬁ:omd oz;ec“ / MArC3 L ualk around the chair.t ;7/!![(?0 no . B /3
M. Move Body Through Ob,(ec:s in » | Pove through the hoop forwdras, - —
Space backwards and sideways.' . n3 A3 ke
@fbcnons(rate 3 part body movement | 'WVE sideways lo Lhe TeTt, . .
sequence in various directlons right, and left." v 3 B
. 1D space » [ ' / / >
" ‘Q
i N ) . . «", i p .
— 3 - -
" . . Figure 4 .
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’ TEACHING RESEARCH PLACEMENT TEST

r
Physical Education ,

- o’ “
; : i o . ok
Placement Bagelime | _ __ I RBosttest \'E"'
SKILL - CUE DATE Jvee / Nol DATE |# fotal | OATE] # Tora) CORNENTS
Hovement Concepts General Space /- /
A. Deronstrate awareness of space YMove around inside the N
by moving TnsTde shapes on floor{ rectangle © _9!'3’90 no he 1s
B, Pemonstrate awareness of space | “Move around gutside the B 6 1~ 16 ¢
bv moving ourside shapes on floof rectangle ** ‘ N . /
U. Deoonstralc awareness of space DY NHove around the rectangie
moving on shaoes on floor on the Yine » L219li6] no ne /16
. THove around the objects [ .
boundjries by moving withid 5* following the 1ine " ) M - /1
arecd - N - /
‘ ’
_ W / . /
Game Skills, Basic 4 . ™~ a Vi - ’
’ b ' “Rolt the ball underband -
* A, Underhand' roti . ar the rarger * L,?{Q/fo "o A . /9
"Throw the ball underhand * .
B. Underhand throw aP the target 2fa190) o . Vi /7 ¥
"Throw the ball overhand »
€. Overhand throw at the target " _‘)[‘![3;'0 Y(’S 1. /7 -
0. Un.derhand Strike i " "Hit the ball underhand.* Ll /8 .
E, Overhand Strike "Hit the ball overhand,” slos % - /s -
£. I'f(rI:,Itc‘!-ng with the toe, preferred {"Kick the ball. v ‘r . Y/l /7 )
6; Kicking-with the instep, "Kick the ball," 77 77 :
o 'preferred foot . _ .
» H, Kithking with the side of the \ o . . -
! foot refearced foot YKick the ball” /7 ] /7
— T. Kicking with the toe; non- YKick the ball, (touch foot) N v/
preferred foot with thlgefogt I 7
3. Rickeng yith Instep, non- "Kick the ball (touch instep M -
‘ preferred ¢ ) wWith this foot ' . /7 27
K. "KICKing with the sige of foot, . |'RItk the ball {touch side i : .
ron-preferred ool of Font) with this foor 1 /7

Q }
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cannot do eith these skills and so the teacher dates and writes ''no'' in
" the placement column and brackets back to Skills C and" 1. The student can-
not do these easily and so the teacher dites and records "no'' and then,
: ) tests Skills A and,G. The student can do these skills so the-teache;rdates
and records "'yes'' and moves ahead to Skills B and H which the student
able to accomplish. This Is recorded "yes''. The two skills the student
is able to demopstrate, Skills A and B, and G and H are datqd and the
® number of steps is recorded in the posttest‘ column.

 In Figureeﬁ)_ige teacher begins by testing SKWNIs'F and L. The stcdent

=

. a In Flgure 5, thg'teacher tests Sklll C, Hovement Concepts General
Space and finds that theystudent cannot do this skill. The teacher then
moves to Skill A in Movem&nt Concepts, General Spacesand discovers that

the student also cannot perform this skill. At this point, no additional
placement testing would need to be conducted in this area of the curpitulum.
In the future, a baselirne will be conducted to determine at what phase and
step of SKill*A instructign should begin. * “

Some of the skills in the Game, Exercise and Leisure Sport Curr:culum
are pot cupulative. For example, in Figure 5, the Batic Game Skills will
each need to be tested to determine an accurate placement for the child.
As ‘indicated in the exampie, the student cannot do Games Skills, Basic
A and B, the unddgrhand roll and underhand throw, but is able to successfully
. perform Sknll C, .an overhand throw. . .
b «

: Posttest.t After a skill is completed, a posttest is given to be sure
the behavior has been \Farned in its entirety. \ Test the fost difficult
phase and step in a cumulative skill and all phases and steps for a non-
cumulative skill. If¥esting is completed successfully, record the date
dnd totai steps for the skill in the posttest column of placement test and

Y add to maintenance file if neétessary. If testing is not completed success-
fully, probe ' missed steps to determine where to begin teaching or to de-
_termine if the reinforcer needs to be faded more slowly. ¢

» 1

Relnforcement Procedures. The procedures for reinforcement durlng a
piacement test, baseline, and posttest are the same. , Primary tangibie and/ .
or social rejnforcers ar&‘Helavered throughout the placement test contingent
upon appropriate behaviors such as attending to a task, maintaining eye
contact, waiting patiently, following cEQmands not related to the task being

et

tested {"Come here, sit down, give me the toy"), €fc. Reinforcers dre not

dellvered contingent upon correct performance on the specific test items. 5.

The rationale for this procedure is that delivery of reinforcers contingent

: upon correct perfocmance constitutes treatment or teaching 0n the other
hand, the placement, baseline (pretest) and posttests constitute evaluation

- of the student’s performance prior.to ot after treatment. During these

. tests, however, ‘reinforcers are delivered in order to maintain.those be~

haviors (attention to task, gjtting, waiting, etc.) necessary for a smooth

.and pleasant testing situation, and to keep the .Student motivated to con-

tinue attempting new tasks. < . ' ‘s'

The freguency with which reinforcers are delivered is individual to
each student. Profoundly handicapped studénts may require primary and

L] b »

- . 4 o . . .
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'r ~ ) ) ’\ ‘
social reinforcement at a high rate (every 15 seconds) while the moderately
] lhandicapped adolescent may work for the entire placement test, session given
only periodic ‘soci¥l praise and a free time break after 30 minutes as a re-

ward. Again, the teacher can determine the fraquency of reinforcement
v \e, - ‘through information gathﬁ?;d from parents, former teachers and through her _
own informal observations/prior to the-placement test. . ‘

»

individual Education Program (1EPY. After the teacher has accomplished

the placement testing of the student, the student's !ndividual Education
Program (JEP) is developed with the parents and appropriate school pzrsonnel.
_— The {ER with its long and short-range goqli'provides the basis for the #Wo-

' . grams whith are eventually placed on the clHpboard.a An example of a stu- ’

dent's physical education .IEP

shown in Figure 6. \}

Summary - . .
. v
. This ‘shapter provides a\lescription of .the Game, Exgrcise and

Leisure Sport Curriculum, placemesdt procedures in that curriculum, and
the development, of the physi{cal education IEP.
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Teaching ResearchN\{nfant and o(:hikl Center

A \\\\{\ Individual Education Program
. _"‘ .
- - - ” . .
- LI B
. . . . .
- Jim . : R "
,\Name : - N ’ ,
LY
Priority . v Long Range Objectives b - .
*
“ 1. Jim will throw a ball with an, overhand motion.
Fal 4 . . - >

2, Jim will catch a\l_aall. T,

v3. Jimwill kick 2«ball with the toe.., - , . ¢ N .
v L. Jim will run 300 yards without stopping

- o

. — :

5. ,

4 . - -
6. ' .
. L
‘ - . [y . v ]
7.

8. . -V ‘ ‘ i
9 - ] : ', '
[ - — . "‘“
i -
- »
10. . " ™~ ’

T
L * .

. . L B
’ ? 'l
| have examlned my child's Individual education program, Including the priority
. of long rangs objectives, short range objectlvés for esch long range objective
. 4% shown In the attached sheets, and byseline and progress data. | understand

that the mathods used to teach my chlld are documented In A Data Based Gymnaslum

: for"the Msderately and Severely Hand lcapped. )
. Date . “stonature - )
. ) ’ *9
* - » . . N - LY
% - s ’ .
. Figure 6. Individual Education Plan
. - .
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Priority f ',

the area of

Ltong Range Goal:

L+

-

M [}

. fy
will increase and/or develbp %

Teaching Research Jnfant and Child Center JSndividual Educational Plan
* -

)

.

N
isdher skills in
Y

X

A
N,

! .

» - »
Short Range Objectives

Home

1:0

Group

Baseline

Review

Review -

Revisions

Haintenance,

Comments *

Date

Data

Date

Data

Dare

Dats
)

Date

Change

ate

Starys

Bring the arm backward and then forward
releasing ‘the ball in the direction of
the target.-with teacher assistance.

- 1)

.

£y

Throw the ball overhand in the °
direction of a target §' away.

—

Throw the ball overhand with one foot
in front'of the other (opposition) at
target 10' away. :

]

s - - T . -

Throw the ball overhand for fifteen
;ecE while stepping with the opposite
oot. o

e &

-

~
L1

6.

-

L

| have examined my child's individual educational plan Sncluding~

the prioritlies of Tong range goals, short range objectives.

In

reviewing the plan | have also examined the Hasellire and progress

data,

I vnderstand that the rethods used to tedch my child are

documented in A Data Based Gymraslum for the Moderately and

Severely Handicapped. .

Figure 6 continued

Signature -
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. Teaching Research Infant and Child Qenter Individual Educational Plan A ’
Cpriority £ _2 tong Range Coal: =~ ' will Increase and/or develop his/ber skills in
the area of bd -~ . .
- - R
) — | 8] Basetine| Review Review Revisions Maintenance| "
Short Range Objectives g - ?_’ . : = L c nts .
x 9 1D51e I Dara Thare 'Datas [ Date [ Data Darel Chanqe atel Statye
t - ‘ a¥
Jim will catch an 8" ball thrown from . *
. 2' away with teacher  assistance. - .
1 . s -
- . 4 . - .
. ' - a
Jim w1l catch an 8" ball thrown from -
3 distance of & feet” ‘ * . .
2 b ™ A}
L] - '
A = . » * -
Jim will catch a tennis ball thrown ) . "5 + A
feom o distance of four feet. . - .
3 A ” L] 0
. " . A
Jin will catch.a tennts ball thrown . . . N S " . .
from 3 distance of 8' within a one ' v bl
L stride distance to Jim's left on right. |
- - 1
5 ] | ] q ) ~
" ‘ ' *» - -
. - . R
‘6 L] . - .
7 :
I have examined my child’s individual educationdl pian includiny Date - Signature
the priorities of long range goals, short range objectlves. «n - £ -
reviewing the plan | have also examined the baseline and progress ;
data. 1 understand that the methods used to teach my child are . -
dogumented in A Dato Based Gysnaslum for the Moderately and . -
Séverely Handicepped. .
hd + Flgure 6 continued - .
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- 5 . ¢
. " \ . \ - * - . s H
. . . .
- d . ' T~ .
. _: " I .‘ _‘
+ * \ -
/ - : R . . . L)
- -
— ! . « Teaching Research Infant and Child Ce:\t\cr Ind!vldual Educational Plan .
~ Priority # 3~ tong Range Gool: - ﬁ'ill increase and/or develop his/her skitls i'n
- _ the area of { o . L~ . , ..
. \ v .
a, . PP .
- B8aseline Review Revisions =~ JHaintenance
Short Range Qbjectives g o § . Comments
: ' L3 O | Date | Data Date  Dats Dater Chanqge Datel Statys
Jim will kick a ball five feet with ‘
. . the toe with teacher assistance. N
-‘I ] - . L
) Jim will Xick a bal] ten feet with the - ¢
top with teacher prompting. . . N ,
. 2 -, i _ N -
P R \‘ . J
ar R ‘ f - ’
o L Jim will kick,a bail with the tof ten’ T ol
o 3 feet. ™ , .
. " o ~ -
. . ‘- . . f ) , P
. Jimwill kick a 8all with the toe 1, n
twenty feet to 2 target. ' j
- 4 . ] E .
L] R 1 " r) X ‘ . . El ’
. . . ¥ *
\ ¢ 5 . N ‘ *
A N r - - - ‘~ - . [
.’. ‘V 4 ] . . '\
v, ‘ . ‘
6. Y A
L] . - c
. § have examined my child's Individual educational plan Including Date Sign{ture
the priorities of iong range goals, short range objectives. |In . . . »
6'_-' ' reviewing the plan | have also examined the baseline and brogcess '
. J . data, | understand that ‘the methods used to teach my child are - . o
documented in A Data Based Gymnasium for the Moderately and . * )
* Severely Handicapped. .
\/ ) ' f ) * ' b '
) ) * g < . * ’ .
Y . Figure ¢ cdntinued . . .
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. TeschTng Research Infant and Child-Center Individual Educational Plan . ¢
' ¥ . . . -
Priority # b Long Range Goal: .t will.tnerease and/or develop hls/her skills in '
/\ the area of ' . \ « .
- ~ Y .
. * - Basaline lew - Revi | Mai
Short Range Objectives g T § a3 Review view Reviglions ntenance Comments
x & [ Date | Data | Date [ Daty !Dyte 1D 3tel Chenge atel Statys
’\ * RE ‘ ) )
Jim wil] walk 100 yards without . L - °
— " =topplng. -
1. P
- v
b . ,
Jim wil) run 25 yards without , ) . g IR ’ »
" :topalng. ) r . ) .
. * ¢ ‘s s .
3 JIim wil) run 50 yards without stopping: q4* ‘ , . N
« v . - . ] ¢ A '\ . /- ‘:
. - . ]
- Jim will run 100 yards without stopping . . . .
Jim will run 200 yards without stopping -
5. - . a
. - . . J & .
Jin will run 300 yards without stopping : ’ ' ' .
b : Y .
! have exazined oy child's lndlvldual educational plan Including _ T Date \/ Signature .
the priorities of long range goals short range obJectives. In )
‘ reviewing the.plan | have also examined the baseline and progress *
data. | understand that the methods used to teach my child are ’ H
documented in A Data Based Gymnaslum for the Moderately and-
¢ Severely Handlicapped. v . . . .
¢ . e ———

“

L
%‘gure 61"coptinued .
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. Chapter 6 . . '
' KEEPING TRACK OF STUDENT'S PROGRESS - ) i

Data -- The Essence of Individual Programming - |

S S . - v

In order to provide efficient igdividual programming, a teacher mus t
be able to measure accurately ills and capabilities which a-student
possesses in all curricular®aréas. _The teacher must further be able to .
track the student's progress through the curricular areas. "_’,;\\_;;ﬁ

Ilmplied in this tracking procedure is the necesslty to respond to
‘the data collected. For "instance, if a teacher is instructing a student
in a particular physical-educatlon program and the data which are being
gathered about the student's progress indicate that no progress has been
made for the past two days, the teacher is required under the System de-~
scribed in this book to modlfy that student's program by either reducing
the complexity of the task, increasing the power of the reinforcer, or by
modlfyiﬂb the way in which the materials are presented toithe studen't.

. On the other hand, if the student is moving through the steps of a
sequence at a rapnd rate with few incorrect responses, the teacher should
probe ahead to determine whether the student possesses more advanced skills .
whith.would allow him to move through that sequence more rapidly or to
skip portions of the instructiona} sequence. .

.Thus, in both lnstancﬁs the data are telling the teacher to alter the
student' progﬂhm This aBility to respond to the data. and to modify pro-
grams accordingly is the essence of itpdividual programming Therefore,
to functioh effectively in this system, teachers must be able to' make as
“accurate an inltial assessment as possible on the capabnlitles of the
student, place the student in the scope and sequence of the curriculum
and malntain data on studeht progress so as to modjfy programs when needed -

in additien, thé teacher must beﬂprepared to inaugurate programs to
change and measure social behaviors wHich are interfering with the learning
process--tantrummlng, cryaTg, aggressive behav!or, non- compl[,gpe1 etc. .

Chaater 5 discussed tﬁe initial assessment of a student in the currlcu-
‘lum, Chaptér 3 discussed the assessment of §tudents jn soclal programs. This
chapter Is devoted To thos¢ elements of keeplng track of a-student's pro-
gress. in the acqulslition of skllls after the inltial assessment.

[
.

/ * Pl
Programs— - : “\\\L'

N

Tracking $kill Acquisitlon

o..l L] Ll -1 ¥
. After the initial assEssment has been made ‘1n a curricula rea, the

teacher Is ready to commence the student’s instructional program. This of
“tourse assumes that there bre no soctal behaviors which will interfere with
the, instructional, program and prevent learning from cccurring. If there

. are such behaviors, they srould be treated first. '

. T
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and who has beep placed in a program for kickimg with the preferred
The phases and steps that the student will go through are shown in Flgure 1.
The program is to be conducted daily and “is described on a program cover
sheett Figure 2, -
7 - .

1] - {
-

Updating

A1l data for the acquisition of skills are recorded after each trial.
it is beliqved that this insures the most efficient teaching. A moderately
or severely handicapped student, by the nature of his handicap, will be
retarded in_the acquisition of many skills. As educators Qf this student,
we have a responsiblility to doeverythlng we can to offset the effects of his
handicap by providing him with as many ‘skills as possible through our teaching.
Moreover, we cannot afford to waste effort in our teaching or to be Inefflclent

If we do not help the student to learn at his optimpm growth rate, we
are in fact further contributing to his retardation. The purpose of the
continuous data system therefore is to glve us immedlate {(daily) féedback ,
so that e can fy our teaching in a timely fashlon so as to optimize )
the rate of le‘ rnlng of the student. o - —

Thus, data are examined daily, usually after instructionghours, to .
determine if a change in a program is necessary. This process of examina=-
tion of data, decislons about change, and recording the program for the,
next day is called updating.

~ )

rl » - -
" There are six possible major decisions which a teacher may make about
a program during this updating process: -

I) - Maintain the program®as fs. - . ’ ..

2) PBRrobe ahead to determine If the student can perform at a more ad-
vanced step of the program. ) . »

3) Change the reinforcer being used wlth the program. '

* " 4) Branch the program to add additional steps in the program whlch
will either make the task easier or wlll provide additional °*
support to the student while perﬁprmlng the task.

5} _Probe backward to determlne that the student has mastered pre-
vious steps.

6) Temporarily cancel tNe‘?rogram.

The data pattern plus knowledge about the student's previols performance
dictates which of the above decislons the teacher will make durlng the
updating process. A discussion of edch foullows: )

Maintain -the Program. If & student is progresslng tisfactorlly in
. a program, the teacher will decide to continue that progfam as is during
the next class day: A number of data_patterns for a partltular program

. . N . .

/
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ﬁame Sknlls Basic

~ - K ’ .
F. Kicking With the Toe, Preferred-Foot

.
'l

-

Terminal Objective. Student. from a standing position, will perform a kick by
swinging the preferred leg backwards and then forwards '
striking the ball with the toe of the foot, causing the

> ball to roll in the direction of a target placed 20 feet
. .  away.
. L .
Prerequisite Skills: Fine Motor Skills/Lower Extremity, Skill K .
" Phase |~ ., Student, from a standing position, will perform a kick by

swinging the preferred leg backwards and then forwards,
striking the ball with the toe of the foot, causing the

\\“\\ ball to rall in the direction of a target placed five

, feet away. The teacher will assist the student by placing

- ] her hand on his preferred leg and pushing his leg backwards

. and then forwards causing it to strike the ball at the toe
. *  of ‘the foot. . Y.
. ] .
Phase 11 Student from a standing position, will perform a kick by
5w1ng:ng the preferred leg backward and then forward,

. striking the ball with the toe of the foot, causpg the
ball to roll in the direction of the target placed five
feet away. The teacher will assist the student by placing
her hand on the student's preferred leg, and forcing the
leg backward and prompting it forward, allowing the leg v

- to strike thejgall on the toe of the foot. .

Phase 111 ! Student, from a standing position, will perform a kick By
swinging the preferred led backward and then forward, ¢
striking the ball with the,toe of the foot, causing the
ball to roll in. the direction of the target placed five -
feet away. The teacher will assist the.student by placi
her hand on the preferred leg an® forcing the leg back-

. " ward, allowing the leg to come forward and striking the

" ball on the toe. .

- LY
P

. Phase IV Student, from standing position will perform a kitk by _ .
- swinglng the preferred leg backivard and, then forward, :
. striking the ball with the toe of the foot,.causing the
(/ ball to rol) in the direction of the target placed five
' feet away. The teacher will assist the student by plac-
% * Ing her hand on the student's preferred leg and prompting
. the foot backward, allowing the leg to then come forward
. and strike the ball on the toe of the foot. .
Phase V \\ 'gtudent from a standing position, will perform a kick by
*. 5wnnglng the preferred leg backward and then forWard,
. * striking the ball with the toe of the foot, causing the .
. ball to roll In the directlon of the target placed 20 .
. feet away. .t
Figure 1 , LN

/ . . = 65 72 - ' ‘
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. F. Kicking With the Toe, Preferred Foot, Continued.
. . The following steps apply to Phase V. - T ' h “
2 © 7 Steps: ) ) ' . .
| ‘- ‘0' . . . -t '\ . .
2. 15! . ’ -
\ 3 - .
. 3. 20' P .
- . ‘ :, N 4 [} o
* Suggested Matefials: An 8 diameter ball : -
I S . . |
' 6 . —_
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. . . -
Pupll:  Johmay | Program: *
Bate Started: 373 Kicking with Preferred Foot
» - .
B Oate Completed: “ \ ' \ -
Yerbal Cue:, Haterials: 2 3 ’
‘Wohnny, watchhms. (reacher demonstrate) 8211 10" to 12" in dlamcter area
~Kick the bsll at the target." 20" long

/N

-‘: h

[ ] . LY
" "
Non=Yerbal Cue: ‘1 Reinforcement Procedure:
Teacher ¢ strate. . . '
Place ball front of chlld, ' LER
) Poligt to t et.
+ X
s - 1 -~
Correction: . . Criterion: o
"o, Johany. Kick the ball at the target." Three consecutive correct ) .
Physically assist and soclially relnforce. responses
. .
» ' ! 1
LY - \ .
L ~ - -
~ . , }
. * s . . \
b f— " * . v . - .
‘“\_\ .
L ’ L4 P— - "“'- ’
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will elicit this decision. Figure 3 shows a pattern where the student had
reached criterion (three consecutive correct responses) for a step in the
program. The update for that program is merely designating the next step
in the program. This is shown for 2/6 {February 6) in Figure. k. Notice
that the teacher has not specified the reinforcer to be used for the next
. day. This lack of specification means that the volunteer has the optien
of sele¢ting a reinforcer from the student's *onsequence file. .
Flgure 5 presents a different data pattern. [t is obvious from this
pattern that the student has had Intermittent success throughout the day
2/5. Since she-has. been working on this step of the program for only one
day, theidecision of the teacher is to maintain.the program for another -
day. The updating decision as recordedson the data sheet appears in Figure
6. Again, there is no need at this time to specify the reinforcar;
<+ . -
Probe Ahead. Students occasionally progress through programs at a
much faster pace than we expect. This rapid progress usually occurs for
one ¢f two reagons: 1) the student was initially assessed errcneously in
the program; 2) after the student has acquired the initial steps of a pro-
. gram, the remaining steps which are extensions of the initial stéps’ are more
easily acquired by some students. A pattern of data indicating this phenom-
. *enon appears as Figure 7. The student has progressed through steps 3, 4,
and 5 with only one error. Therefore, the decision of the teacher is to’
probe ahead. A probe of this nature presents two°trials, using thé same
reinforcers and schedule as during other programming. This decision is re- %
flected in the data sheet shown as Figure~8. If on 2/7 the student sug- 4
ceeded in both trials at all three steps and the Rrogram had additional
phases, the updating decision pn 2/7 would be to probe the terminal step
of the remaining phases of the program. s
-
' Change the Reln?brcer. Figure 9 shows data for a two-day period
during which the student has been exhibiting iatermittent success. This
type of pattern Indicates that the behavior is within thegcapability of
the student but that the student perhaps needs a greater ¥ncentive to emit
the behavior consistently, Therefore, the pattern suggests a designation
. .of a reinforcer that is known to be more powerful for the student. That
decision Is reflected in Figure 10. In this case, ralsins are designated
by gze teacher to be us€d as reinforcers during the next day's teaching.
. Thus, the volunteer is not permitted to choose the reinforcer.

_Branch the Program. Flgure 11 presepts a situation where the student
is not succéeding within a program, nor Is the evidence sufficient to '
. demonstrate that. a behavior is in a student's repertoire of behaviors..

This type of pattern prqbagly indicates that the program should be branched.
Branching a program means adding additional Steps to the sequence of be-

haviors to be taught. These additional steps are designated on the be- X
\ havioral sequence sheet by subletteqs added to the phase or step. Branching (
- can usually occur In one of three ways: - )

1) Adding steps to make the hehavior smaller. For instance, if Step
3 of a motor sequence required a student to hold a position for
5 seconds and Step.# required the student to hold that posttion
for 10 seconds, -and. the student was able to accomplish Step 3
but not Step 4, a branch might be indicated. The branch could
reduce the slze of the reguirement by adding steps as follows:
L}

v
-

. 68 -
FRIC NG -




Hafe:

-

. , -

Teiching Research Infant and Child Center Raw Dats Sheet -

Program:

X = Correct

¢ 0 = Incorrect

—~

7

’ N - F
. Trizls .
Reinforcer | phaselstep]) —T16 (7 I8 |9 Yo . Corments Date ‘
Raisin/ : ‘
. Sncial Ly 2 0 X ‘
|
e —— ' l 1 J
. } X . : |
o ) \g
" ) 8
1] N ‘
; . - .
. R h . '
" Jsé y ,’":x’\ a
- - ] .
s P . .
.
— Figure 3. Data Pattern for Malntaining Program '
\\ ! L ’ . ]
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Teaching Research Infant and Child Center Raw Data Sheet .
Name* ’ ’ Program: z
X = Correct y; '
0 = Incorrect . + N .
.

. Trials )
Reinforcer | pradefStepf V| 2 |3 J4 T S5T 6] 71 8189] 10 fomments » |0ate
Lisain/ ’ h - P}
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) ’ ’Teaching Research Infant and Child Center Raw Dats Sheet ’
) A L] N 3 -
Name* ¢ Program:
X = Correct . .
0 = Incorrect ' .
. . - . - < \
* % Trials /- v
Reinforcerd phaselseenfr 12 1 e 7576 17 18 ja | Comments Date
Rarsin/ F - . .
 Socry! " 4 o lx 1o Yo {0 IX o( x Ix Ix 2/4
'Ralsu\f
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Teaching Redearch Infant ahd Child Center Raw Oata Sheet
Nare Prograc: ’
X = Correct v
0 = Incorrect - ® -
' . R ¢ .
- Trials , l N
Reinforcer| pnaseisrep] t |2 ] 3+ 44 5 17 18 Y9 lie Cocments Date
Maisin/ K l 5
Soctal 1A 2 ¥V ] lo o lx VTolyx Ix 'lx ') /4 =
Raisyn/ ' I ’ ' .
Sociat ry 3 o by o tx bx 1o 1x o fx to 2/5
=
‘ "W 3 | | o ' ’ﬁ;
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—
*e *
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Figure 6. Update for Data Pattern in Figure 5
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X = Correct . s
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- - Trials " ' .
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. Reinforcer | praselseepl t [2 344 T% J6 17 |8 |9 [ 10 Comments '\ Date
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- ‘ ~ Original Sequehce L Branch &
- 3. 5 secohds: 33: 6 seconds .

" 4. 10 seconds 3b. 7.seconds L
.. 3c. 8 seconds

3d. 9 seconds

'\ .
Adding addttional cues by pPOVldlng additlonal non~verbal support.
. - . For instance, a student is in a klcking with preferred foot pro-
;1' gram and is at Phase i, Step 1 which is: ’ !

1. Student will mbve the ball with the foqt while standlng.

o : Step 1: ’F?alner delivers verbal and signed cue'and assistance. *
The student successfully accomp] ishes that ,program which has:JI \
fieen conducted by prov:d:ng a strong push on the student's Jegs.,
Howewer, at Phase 1, Step 2, the data resemble those which appear

’ in Figure ll- Phase 1, Step 2 as_ follows:

-

‘}\ " Phase 1. Student'will move the ball with the foot while standing. )

Ld -
- e - - — e o= o — 2n e mm m—— e o e aw ow o oo — - -

* Step 1. -Trainer delivers verbal and signed cue and a demon=
stration. .

~

P ) ’ q
2a. Push the foot at calf with verbal and sigped ¢

' Branches can appear as not only physncal ass|sts but can,&lso

be varlat{ons ‘of verbal cués or comblnatnons of the two.

. ‘ . . hd . =

In a branch such as those described above, the upda ng that is .
accomplished on the clipbpard. requires entries in-two plﬁé First, ‘the
behavaorat sequence sheet needs to be modified by writing in the necéssary
additioqal steps. The volupnteer who i?going to teach_the program is cued
to refer to the behavioral sequence sheet by the second Lntry, that on the
~data sheet,'whrch is shown |nwFigure 12. The subletter "added to the step ;i
*indicates that the program has been branched. N .

. Another consideratson of the teacher when branching is that the rein-
. ‘forteo be used should be the most porerfu), available for the student.
=+ " Altho ithe data pattern'may Indicate brapching, these pattqrng can only
) be considered.as clues to efficient programming. They are pot fool-proof
- + .indicators. Therefore, prudence ‘would dictate that’a teacher, faced witK
data indicating podr or no performance, woutd prro? to branchnng th

‘!

v, oo gram,-:ndlcate the more powerfu] reinforcerito be used “
. Y, -
s ¢Tﬂere Is one other type of Eranchlng which must consndered. Fre-

quently, cértain materials are used With pragrams and th teacher. may de-
th;pine that other materials may be'more suityble .for conddeting the pro-
L} \r

) ) *
gy w
. - . L L N
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gram with a particular student. Therefore, the teacher may choose to re-
vise the program based on the new materials. .This may regquire nothina more
than a notation on the individual cover sheet, bdt it mfght also require
changing the behavioral sequence sheet Thé teacher may also change.the
type of verbal or visual cue being presented to the sgydent.

L) -

Tbrobe Backward. When faced with the possibility o’bbrgnching, there
are certain considerations’'which the teacher must~make. There is the
possibility that the poor perfogmance of the studént may be due to
erroneous data at the previous.gtep. Therefore, the teacher should desig-
nate- that the previous step be probed to ipsure that the student is able to
accomplish jt. If the student can demonstrate in the probe that he can
pe: form the previous step, then the branching technique is warranted. |If
he cannot, he wi?l have to be placeg in the program where he can accomplish

! -

the step.

. There may be a reason other than erroneocus data for a studentsbeing
‘ unable to perform the previous step of the program. The criterion level
for moving'to the next step may .be set too low for overlearning to .occur
qu;' and the student may tzerefqre '"forget'' the skill he learned on the pre-
vieus cay. If this phenomenon occurs more than once in a particular
curricular area, the critqrion for moving to the next step should be
raised. Ffor instance,.if the criterion has been three consecytive re-
sponses before moving to the next step, it probadly should be raised to
five consecutive responses. “This type of updat?:a\requires a changeton the
ingividual program sheet. N -

-
-

Fééporarily Cancel the Program. 1f a prggram Is not succeeding and
the teacher has used all the most powerful reinforcers known and has
branched the program in as many ways as can be determined, the pr m
should not be contioued. This cancelling of a program is an appropriate
educational decision since the teacher has exhausted the modificagions for
a particular program. To keep the student in the program at. that point

0 would only maintain the student in a failure situation. Therefore, it is
better to temporarily cancel the program, place the student in another -
program, and return 20 the ﬁ?ncellederogram at a future time.

L

“ ‘ .

Maintenance System 2 ] A !

L ] ; r -y . l-

Among skill akquisition programs, there are two types of skilis -+
cumulative and discrete. . & cumulative skill is ofle upon which another

Yoskill s Built. For instance, trapping a hall is a skjll which is usually
acquired before catching a ball. Catching a ball is considered to eq-
compass the skil!l of trapping. Therefore, after a student-exq:Bits that
she can .catch a ba there is no need to probe tb determine that she has .

. maintained the ability to trap a ball. ’ N
LY . ' . Tu

. However, certain skills are disc;ete. The vast majority of these ~ .
are the terminal oRjectives ofocqmulativa skills. <Catching a ball is,
: such a skill. Unless the studeht is engaging in a spprt that allows cop-
w tinuous practice with such a skilY, the proficiéncy in the skill can de-
crease and must be periodically probed to determine if additional practice
« Or instruction js necessary, to mainﬁgin the skill. In these caqeﬁf the

. . 'q ‘ . . N .

L1
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skill seldom disappeans but the performance level may decrease. 1In catching 7~
a ball or hitting a ball with any type of bat, club or racquet, the number '
of misses may have increased with Jack of practice. Skills ‘that require

stamina, strength, or speed may also have di inished and may alsoshave ¢€o
be probed to determine the, fevel of maintenahce. - .

-
) The form on which that malntepance check is recorded i's shown as
Figure 13. Therefore, a maintenance file is establjshed. Figure 13
shows a partially completed maintenance file.

Two trials are %un with data entered in available spaces. |f one trial

is correct and one trial 1; incorrect, a third trial is run and data v -

entered in the shaded space.

-
*

The first probe is run two weeks after completion of the program.
Second and third probes aré run at one-mopth intervals. Th fourth probe
is run three months later with the fifth and sixth probes belng run in
six-month intervals. |If the data reflects the shill is maintained to this
point, it is considered part of the student's répertoire. 4 - .
The program sheets for 5;6grams on maintenance are on one clipboard
for volunteér use. The volunteer is to pul'l this sheet, which is listed
in alphabetica) order, beforfe running the program. It will provide any™ - < ~—
additional informatign thch is not included on the maintenance file sheet,

’

L] " »
At the end of the week when the percentage gains form is completed,
a check is made to assure that a probe date has not been miSsed. If it ‘
has, a new date is entered on the file sheet ang a note made for staff to
make sure the second date, is not missed:

Pl
x .

F - #

Summary - . . g '
v ‘ -
This chapter has descpibed ways of tracking a student's performance
in the ach-sntno £ ill. 1t describes ways in which these can be
analyzed and educational decisions made about the $tudent's program. "
Methods of t irig maintenance of learned skills are also delineated. v

L
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'. ' \!_ Chapter 7 . . ;rf '
' ' VOLUNTEERS: TRAINING: AND USE “?/T/‘

-

Need for Volunteers ,

-«
. L4 "

N .
The @e@ns of providing -individual+physical education Ryograms is
usually not dj?£1Cult for higher functioning studeants. Hany jndividualized
basic game skills or‘physical fitness activities can use a self-recording
technique, to assist the student to achieve weekly goals. However, with ‘-
more ;severe ly-hatdicapped or younger students, the problem of individual N
programming becomes not only one of structuring activities in sequence but
of profiding a one-to-one teacher/pupil relationship. In these instances,
. the use of aides'and volunteers is almost mandatory. % "
Lo ‘ ;
Although assistance may be provided by 3 paid aide, the inclusion of ‘
that gerson alone does not allow for extensive individualized instruction
and generally, additional volunteer assistance is needed. B

\‘v// ' Another reason tor inc{uding volunteers in the classroom Stems from
" the study conducted bv Fredericks, et al (1377) which identified indi-

~ _cators of compétencjes of teachers of the severeTy Hand!capped. ~The pri-
mary indicator was the ability of the teacher to maximize instructional

. tipe. One of the methods of maximizing this time by teachers shose stu-

] dents were.making high gains was through the use of volunteerétfp conduct

ins)ruction in the classroom. ! . U
]

-, - » . 4
_:)/THH/\\- In discussing the use of voluntéers with a teacher, it is not un-

cofmon to hear, '‘But | wouldpit know what to do with them'' or !They are L

moréeé trouble than they are worth'', or 'l don't have the time to train/fhem

and they really get in my way.' On the other hand, when .interviewing -

. . olunteers who have been utilized in programs for handicapped students, the
lunteers lament: 'l stayed around and didn't do anything all day long',

“All I did was change dlapers and clean Up messes. | would like to do .

something more constructive than that'*, "The teacher didn't give mé ade-

quate instructions on how to do the task he wanted me_to do and, became -

annoyed when | didn't do it properly.” "o . © oy T -

+*

- -

One fina! questign most often abked by, teachers who are contemplating’ V.
. . the use of vo)Junteers is !"Where do.is find 7" * The availability of
volunteers is quiteggood in most communikies and is limited only by the
teacher's Imagination. Volunteers cag be ‘;cruited from a number of sources.
community organizations (Jaysee's, Woflen's“clubs), foster grandparent or-
ganizatlons, high schools, grade schogﬂs,'P.T.A. and colleges to name just
a few. Usually a phone call and later a personal viskt by yourself to dpe
of thelr group meetings will be necessary. 1{n schogls, of course, one must
. first approach the school's principal. After this sﬁpport is obtained,
. usbially a presemtation to the student body'or,to'ingividual.claéses is Made
to rq;ruiv volunteers. In general, thg presentation should describe the - v
types of students that the volunteers will be working with and what the .
volunteer wi)} be doing. For thqese who have handicapped and non-handicapped
s¥dents in the same class, the non-handjcapped studentslcgn,be used as vol-
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ugteers, rotating your volunteers at leagt every 5-10 minutes to assure

tqgt one student volunteer does not become érly consumed by her task.
- ‘ - ” - ’

Rules for Use.of Voluntee¥s . .

~

Evndently, tHe utilization of volunieers in the*gymnatidh can often
become a source of displeasure not only for the teacher but for the volun-
teer.” Nesertheless, volunteérs can be used effectively with a minipmun of
friction if we follow ceftain principles, which we niight call ”Ru. for
the Use of Volunteers " These are: "

- N 4

Time must be taken to train voiunteers.

2. Volinteersymust be given tPachnng tasks in the classroom com arablsér s

to their level of training.
'3. A _system of feedback as to the adﬁquacy of the volunteer's per-
' formance must exist. . -
b, A simplified system of communication not requiring verbal inter-
action between the teacher and the volunteer must exist.
5. A system of flexible scheduling of volunteers must be mainta.ned.

< Classroonguigr the’ moderately and severely handicapped at Veéaching

Reseatch "have developed techniques for the training and use of volunteers,
following the above rules. Therefore, let us examine each of these rules
in more depth. . " o

¥ -

t. Time must be taken to train volunteers. .

B ause voluntéders are dOnatlng time which' is somewhat llmited. the
amount of available trarning time is also limited. Therefore, a concise
and snmple method for trtsning voluriteers m att be followed. An imitial
orientation presentation is necessafy and shbuld consist of an explanation
and demonstration of the role a vplunteer is to play in the gymnasium. ,The
presensation should also prowidg the essentials of behavior modification as
required for operating in thb gymnasnum Following this presentation,
there should be a supervised practicum which affords further opportunity

for the volunteg; to develop his sknlls -~ "
Once tompleted, a volunteer should be able ‘to dem9ﬁ§f?ate the
following: ¢ ] N .
- -

a. _5;2:122§§ of” the ,terminclogy and principles of behavior modifica-
t .

The 'abiléty to consequate students approS};;tely

b.
-t c. The ability to-cu¢ students appropriately in a learning s;tuatlon
d. Knowledge of shaping procedures.
. e. Knowledge of forward and reverse chainiqg: )
R The ability to keép records. | ,

» L)

The ‘new volunteer is fxpected to exhibit skills in three m3jor aréas -
of student lnteractlon, i.e., proper usé of cues, proper use of .conse-
quences, and apprOp te data keeping. Additionally, the volunteer, must
demOnstrate a knowle e of the pr:hcaples of rcnnfortenent, shaplng and

3
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’ .
— a. Demonstrate ability tgbanalyze a task, i.e.; take complex be~- -
, -~ B haviors and davnde(ﬁhem anto the smaller behaviors which comprise
. . them. ‘
. b. Revise program as necessary based on data gathered. .
c. +Assist.teacher in supervision and training of other volunteers
.and_parents. .
. d. 1mplement and*moni tor group acth|tle' w1*h a small group of Sstu-
dents. ..
- - .
, . During the initial orienfation and lerture, the foliow1ng points are
discussed: .
\ | *
. 1. The role‘of the volunteer . -7
* 2. fverview of the clipboard s
3. The analysis of behavior and the smethods used to break complex‘
o~ “behaviors into smaller steps ’ - .
b Appropriat 1ng s
. 5. VYarious yfpes of reinforcement, the necess } ediate rein-
forcemedt, and the principles of pairfingvsogial reinforohant with

.ERIC

Aruitoxt provided by Eic:

3 . - -

chaining. -
g . ¢ - &0

L3

Later, as the volunteer becomes morc proficient, additional skills
can be taught. The following skills can be designated as iearning obJec-
rtjves -for 'moré experienced volunteers.

primarit reigforcement. Various types of tangible reinforcers are
discussed snd described, : .

6. Correction procedure- ‘ 7,

7. Chaining of ehavnors, to include bo;h forward and reverse chaining «

8. The necessity for record keep;ng,yhot for the sake of gathering

data for research purposes, but f8r decision- making purpos to
revise programs. Various ways .to record data are described
. 2 "

The demonstration portion of this initial orientation session can be
conducted by using video tapes or slides. Video tapés of other volunteers
working with children or of ,the insfcﬁctOr worknng with children areyplayed
and replayed to dempnstrite and, iilustrate points. Video tapes are con-
sidered a more effective form of demonstrataon than the use of live models.
The interaction, of instructor and live pupils cannot be replayed so as to
emphaSize or clarify a point with the pupil. The use of.a live pupil does
not- always allow the demonstration of principles which are thought neces-

¢+ Sary to be included in the instruction. Therefore, VldeO tapes are. con-

sidered*more suitable for the type of concentrated instrudtion described
here. N . .

. . . "q .

It should be emphasized that the instrgltion i5 simplistic. Schedules

of ;elnforcement or other sophisticated (amnfscaimpns of bebavior hodifi-
casion are deliberately exciuded. If the volunteer usgerstands the basic
pr.nclples of.how to present material to a student, how_to consequate.the
student's responses, and then subsequentiy how to shape and chain responfes,
such knowledge should be sufficient for the volunteer to perform adequately,

provided She works under the supervision of o fully qualified teacher.
3 .
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‘cue preparation. .

.
-
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The initial ornentatson session described above consists oftonly

LY

"a brief lecture and demonstratl n, it must therefore be considered nothiny,

more than an introduction to how the students are taught in the gymnaslnm
and the learning theory beira used. The most important part of the training

certainly is in the actual practice which the volunteer receives, the ob-
servations which the tRacher will make of the volunteer, and the feedback
which the teacher will provide the volunteer following the observation

. ‘1 N -
Since so such impartance is placed on th servation of the volun-
teer, a systematic obsérvation procedure is uséd. It is recognized that
there are many such observation procedures if existence._ The one described
here¢ has served adequately in a npmber of dlfferent settings and with a
wide variety of students. .

LY

Esséntxaliy, there are three major ¢lements in abserving the effective-,

ness of the volunteer with the student. he first is the preparat.oo and
Jtil7zation of cues and maternals, the second is the utilization of conse-
quences by the volunteer, and the third i1s the volunteer's ability to ré-
cord whether the responses of the student are correct or incorrect.

The volunteer should be placed in a teaching sltuatlon wsth a student
and instructed in the utilization of cues, materials and. relnforcers for
the program to be taught. The teacher should demonstrate how thé lesson
is to be taught, the volunteer should then-model the teacher in conducting
the lesson. When the volunteer flrstistarts with a student it isgtrecom-
rended that a reinforcer be identified for the student whnch has provea to
be powerful. This will help to assure that the volunteer will have a
successful fist experience working with a handi capped child.

. o \ * .
Cue Preparation and Utilization ..

The first element of observatjon which is made when t;gfhing volun-
teers gxamines how the volunteer prepares for the lessons be taught and
how that lesson is presented to the student. We call this cue preparation

"

and presentation. ve . §
- -

., Cue preparatjon includes insuring that all materials.necessary to .
teach the lesson are available and are placed in the most convenient for- ~
mat or position for the teaching of the lesson.. lt includes the positioning

he data sheet sS that the recording process can.be facilitated. Unce
pq\seg\ns, Jt should not be anterrupted because a volunteer 'forgot”
some nece sary items or gnateruals. - - . p
The stud nt s physical. defickts mast also be considered in cue prepar-
ation. What grosthetlt OF sensory aids need to be- provnded? As part of
the cue p*eparatlon, wa must-consider if the student is wedring the.eye
glasses he is supposed to be wear.ing. 7Does he have his hearing aide on? .
s it tuned.properly? Does he have on the braces that he needs? All of
these things must be checked before the lesson begins 4nd are part of the

- ", N . "o
L¥ o . - " » .
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Proper cue presentatlon is very impcrtant for the severely handncapped
student. There are a*number of considerations reIatlve to proper cue pre-
sentation., First, attention must be paid to the sensory deficit which some
handicapped students.possess. |f the student is deaf;—blind, or both, the
mannér in which the' cue is presented must be modifiad to acvcPmmodate that

student.  -For the“student who is deaf, a tqtal communication approach

using both signs and verbaljzations may compr;se the cue.

student, the instructor may have to lead the student through the steps and.

shape her performance or shape her imitations by touch or a tactile approach
The student ~ho has g physical handicap presents uther problems, especially

in the physical education area. |If we say to a physacally handicapped stu-

dent, 'Do this'', wan.ing him to imitate us, we must provide him something

which is within his physical capability.

Another dimension of cug. presentation IS consistency.

For the blind.

To the student
~ho s severely hand.capped, consistency of cue presentation is absolutely

mandatory., For instance, for the severely retarded stude?fné, the command

''"Lome here'' may sound very different from the command ''Co

on over here''

con>9qbent1y, one or the other, and preferably the more simple, would be
chosen as the congistent command. lInstructions in any task have to be
consistent, and the amount of consistency necessary is darect!y related
to the sever:t f of the hand:cap, espacially . f that handicap is retarda-

T rion. . [V

Cue presentation becomes very important in any of thec

g~activities

which are chained or reverse chained. The task must be presented to the
student 5t the student's present learning stage within that chaln The

follo#ing example illustrates ‘this.

s

" Suppose the student is learning to strike & ball usnng a volley ball

type swing. She is at a stdge where she strikes the ball

<

independently

but with the teacher’s hand placed at the student's elbow which supports

the ball. The volinteer must know ‘that the studeat is to conduct the task

independently with a support hand on the student's elbow and provide the

zomrand ''Strike the ball.'" However, in preparation for the task, the vol-
unteer may ask 'Do | help the st.dent to do it independently providing the

assistance at the point where the student strikes the ball?" These de-
cisions can't be left up to the volunteer and must be a part of the cue

and program instructions for the™8Tunteer. Without them,

the student

will be confrorited with many inconsistencies in cue presentation which

greatly impede the learnlnqurocess

- by »

-

Figure 1 shows.the volunteer observation form. Before the program
is conducted, the identifying information at the top of the form is comr
ed. ”Trainee is«the person :(volunteer) tonducting the ‘progtam.

' erver is the name of, the person observing the program.

"Program' is
as stated on the Progran Cover Sheet. ”Studént” is the individyal who is

Jearning the grogram. ''Date' and 'Time" entries are also made.

J

In addition, prior to observing the program, thg volunteer is asked

to supply the information shown in the center of the form,

""Cover Sheet Information.'" s The *'cue'’ 1s stated on the program cover sheet
and shauld incldde both verbal and non-verbal cues. The 'behavior" is de-

+
I Y .
.
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‘termined by raferring to the Phase and Step number on the ta sheet and
: readang the bebavior from the task sequence sheet~ The "rei rcer'' may ’ »
. —j/ . have been specified by the teacher during the upBating process.\ If so, ~

the volupteer should so0 sjate and should peci¥y the schedule of\reinforce- -,
ment. .tf the reinforcer 1$ not specify€d, the volunteer should ;ﬁb&se .the  _ :
(/ reanforcer to be.used from the canseglence file. .The "eriterion' and ''cor- ..

program cover sheet. P

. ‘rection procedure’ are stated-on t

.
- 4 L -

3 . "
- Y

a The observer records data if the various columns of the form, one ..

, b tally mark in eéch ‘of the three sections, tues, consequences and data.
. . Under the cue "section, thé following entries are possible: /a) appgo-
.'\ priate' -~ a tally mark is made here if the cue is given clearly and as .
stated ‘on the Jregram cover sheet, b) a tally is madeffunder "'no cle' when -
a verbal cue Ts not glven, materials aren't presented, or if the cue is ’
incomplete, c) a mark is made under «'weak'’ when there is no eye contact, or’ ‘
o +he cue 15 not, clequy stated or riot presented loudly enough for the stu; - . .

dent to hear,.or when a verbal cye-Ls given but the nop-verbal cue is left
. out or vice versa, d) an entry 1% made under “changed wording’' whena the -
. cue is glven clearly, but not.worded exact?y as stated an the program

cover sheet, and e) a jally is made 1nder-''repdated’' when the cue is re-

‘ peated before the behaviog occurse\sgﬁa*Orcement 13 given or the correc- | .

|
\" : tion procedure implemented: -
. ‘i

The overal) goal to be achieved wrth the volunteer on a contnnuung
basis is 902 appropriate cues. Thi's goal allows 10% error, wthh may . ~
bccur across any of the error categor:es. 4t Ras beep demonstrated that
this goal is obtainable within one week of traanlng with most volunteers. . s e
Periodic observations of the volunteers are necessary to insure that this .

. ratio is maintaihed, . N -/
* - . P . . -

I 4
Since instruction of the severaly handicapped révolves around the
.. - principle that the student learns through feedback, the way in which th
. volunteer dispehses consequences-(feedback) /is critical to the success of
the instructional program. ESsentIalIy, the voluateer must fifpst be aware
. of the consequence filg which is part of every student's record agnd is con-
' tained on the clipboard (see d;scussuon of the clipboard ir® Chapfer 4).
The volunteer must undgrstand the way in which these reinforcers are priori-' "
tized in their strength with the student., A volunteer must understand hat .
they have the choice of pick] ese reinforcers, but should the studept’
Eerformance be poor, ecessary- for the volunteer then to chpase
agher strength reinf rs.. As volunteers become more, experlenced, they
owill be able to maké.more judicious chaejges of reinforcers, sav;ng the| .
" highest Str&i?th reinforcers for those times when students are experie cing
t

t
» . }

’ Consequence Delivery . - { \\5'
|

difficulty h the task or learning' env:rOnment. ,. e ot
When observing the effectiveness bf a volunteer employing conse-|.
i quences with a student, we are_concerned with a number of different d;men- -
. sions., First, is the volunteer giving feedback to the student7 Second. is
s that .feedback appropriate? Third, if it is not appropriate, what is wrong s

"With 1t? The da;a obtained with the observation form (anureii) provides

vy y
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answers to these questions ) .

Hhenever the volunteer responds' to a behavior emitted by the student
an entry s made under the consequencesrsectaon of the form shown in Figure
l. If the volunteer reSponds to the student s.correct response with d re-
inforcer, which is delivered quickly and with enthosiasm, it would be _ .
tailired in the appropriate column. If part of the reinforcement is primary
or tangible, it must be paired with'sogial feedback., If the’student pro-
v;des the prong-answer or does not responJ a four-step correction procedure
i1s” initiated. These four elements in succession are. 1) respond '"Ne'f or .
some other negatlve verbal feedback, 2) repeat cue, 3) assist the student
through the behavior, and 4) socialiy reinforce. If any of these four
elements are missang,dan entry 1.5 made under the Inappropriate cojumn of ,
the incorrect correction procedure and the elements of the correction pro-

cedure which were missi1ng or delivered 1nappropr|ately ar€ also notdd. |If
all elements are conducted correctly, a tally is placed in the column
marked appropriate under correction. . - .

& . . . A P

If the voluqteer fails t¢ provide feedback to the student when.the
student responds, different entries are made. If the feedback which the
student failed to receive would have been a positive reinforcer, it is
entered under the no reinforcer column. If the. feedback which the student
was to receive would have been the correction procedure, an entry is made
in. the no c0rrection/punisher column. .

.
A}

If the voluntear gives feedback to the student but it is, in “tha eyes
of the observer, 3% appropriste feedback it is entered in one of four
coluons., This is probably the most dlfflCult area for the unskilled ob-
server, and certainly the most difficult area for the volunteer when
consequating a 3tudent's behavaqr}..Iﬂappropraate feedback comes in a
wvariety of forms. First, there 1s what we might term "weak feedback." This
is the feedback which 15 Usually given without enthusiasm or given perfunc-
torily, it is the type of feedback which the critics of behavior modifica-
tidn frequently observe and make eomments about-when they say that behavior ,
modi fication is a mechanistic approach. ."We see teachers..who respond with
a repet|t|on of words, ''good, good', or ”okay qkay", or "all right, all
right' with little enthusiasm and with little sincerity.« This is ¢
sidered to be waak feedback and is |nappropr|ate. To%correct thns?nof
course, some enthusiasm must be generated. ‘For some volunteers, theitr
personalities make this difficult to correct. |In fact, volunteers will
occasionally find, that they are unable to make the adjustment to develop.
enthusiasm and vdry their responses. in those instances, .it is probably:
best if the volunteer “is-given tasks which do not tequire dgnteractiqn with
the students. A varnety ef expressions are available which can be used by
the practlcing teaclfer or volunteer to overcome the 'dull, drab repetition
of ""good', '"all right’, or "okay''a The most common of these is the ex-
pression "I dike the way you thre.t‘has ball, kicked it, moved, etc." or

"Stood {name task)” Using more enthusidstic expressions such as 'neat'',
''fantastic', ''wonderful'', ''beauwtiful work'' and a variety of scnteqpes which
are personally geared to the student will allow the sincerely enthusiastic

voluntetr to relate that sinccrnty to the student. Another variation of

_weak feedback occurs when the teacher merely. repeats the student's answer.

This type of feedback provides no definitive statement to the student a
whether his response was correct or -incorrect, and without, this statement,
the feedback must be considered*weak. Stuli/pnother form of meak feedback

a
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oscurs when the student fails to respond of responds, incorrectly and the .
volunteér corrects the student while smiling.or with an enthussastnc voice,
ereby not conveying to the studént that the response was |ncorrect

The secopd form of inappropriate feedback is the failure to pair social
reinforqemengpwath either primary reinforcers oi other tangible reunforcers -
For instance, if the volunteer i’ rennfo’cnng the student with céreal bits,
. she must also give a verbal reinforcer "as -she presents the student the (/ﬂ

cereal bit. Failure to do so is "failure to pair''. This is usually a very

' &asily remedied deficiency and is often prevalent in the new volunteer A .

few .reminders are usually™sufficient to correct it. - . p -
¢ R *

- i

’

A third type of 1napproprnate feedback is the Jennforcement of ;nappro-
. priate behavior. For instance, a student is told that he gave'a right re-
. sponse when'he did not give the ‘correct reSponse This type of error most
) - often happens wheh a student's behavior is being shaped and the voliunteer
. " is to reinforce for less than the totdlly coirect behavior. The.tendency
of the'votunteer, anxious for the success of the student, is to reinforce
the student at a performance level Tess than that requared by_the program. .
lnappropr&ftF feedback may also accur whep a correction procedure was de-
livered which was not necessary. This s.tuation can arise when the volun-
teer mistook a correct response for an incorrect one or delivered the correc~
tion procedu;e before the aspdeni had a2 chance tq respond. .
. LY " ‘ e
A fourth type of inappropriate feedback is that which we refer to as A
?qglayed". Delayed feedback occurs when the student emits a correct re-
sponse and more than two seconds elapse before the volunteer consequates |
. . that response.. A delay also occurs if the vUiunteer waits too long to de-
liver the correction procedure. . A

A4
«

The entfre range of observed consequences are recorded on the observa-
“tion forin. The goal is For volunteers to be able to deliver 90% appropriate
v consequences/on a contlnu:ng basas This goal allows 10% error, which may
fall either in the failure to conSequate or inappropriate reinforcement
areas. It his been demonstrated that this goal is obtainable within a week
of tralningjwlfh most volunteers. Periodic observations 6f the volunteers ;!
shouild be made to lnSUTe that their performance is maintained.

' ‘"

We hgve found thht one of the most dlfflcult areas for the volunteer .
Jis the détérmination 'of what to do when the student does not respond appro-
prlatef} or refuses to respond. The volunteer/is often unsure of how to
correct the stident. In an effort to respond to this difficult area, the

- observation form was expanded to deal with correction. procedures. ,if one , .

" believes that feedback is the way in which a student learns, then the, feed-
back given to a student who makes an errqr or refusés to respond is impor-
tant. Further, 'a preclse, procedure for correcting such behaviors is needed
to provide adequate guIdance to volunteers. First, the student is told 'n
then she is presented With ‘the cue agaln and led through the behavior so
“that she perform$ it correctly, she'is then socially rcinforced for accomp-

. IIshlng it. After social reinforcement is dellvereg, the student is ongce

- again glven ‘the cue to accomplash this behavior. Thus, the correction pro-

cedure has these elements, al.l of which need to bé delivered properly:

1) telling the student “no'", or, "wrong": 2) readministerino-the cue;

. . . . . i

5 b - . ‘.)/ S
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S 3) leading the student through the behabh:r, and 4), socially reinforcing
the student. This procedure can be modified for older, more capable stu-

dents. Whatever modifjcation is made shoyld be consistently applied. |f
‘. any of tHese .elements are MISSIHQ, the appropridte notation should be made . )
- T on the obseryation form. ¥ . : -
- - . £ . ) : |
. . ‘1 ’ » i - N r
/ . _ rRecording of Program Data . N .,
€. - R - . . . .

The third arep in whlg volunteers are observed and data re?orded
. as to their performance is, 'in the recording of data. As has beep mentioned
- previnusry, there are essentlally only two major types of data recording

: systems used. The first deals with the standard program data form, and .

. the second deals with behavior problems. Each of these has a separate re- .
cording form upon which’ the volunteer should ‘have been instructed. The .
volunteer\as |nitially taught to record on the program data form. As the
“volunteer gains experlence, he Is taught to use the other data form. The

. - observer gf the volunteer should insure that the recordings made by the vol-

. unteer are correct. This essentially constitutes & reliability check of the
PR volunteer's recording., Is the student being given credit for a correct re- .
sponse when he makes.a correct response? Is the recording prompt? Is ke
recording ‘unobtrusive--that is, not interfering with the conduct of ,the
teaching lesson? As with cue preparation and presentation, the. crnte ibn
Ieve! for data recording is 30% correct, atlowing’ a 10% error factor. |

After the teacher or aide observes the volunteer, the vélunte®f shquid
receive. immegdiate feedback as to his performance. Occasionally,, it may be -
necessary to Intervene during an instructional period to advise the volun- , . -

<teer of a correcyg method of cue pcesentatlon, reinforcement delivery, or
data recording. finterference with a student’s lesson should be kept to a
. minimum, although Tt Is recognized that ‘with the beginning, volunteer, perio-
dic Interruptions may be necessary. For instance, modeling of the correc-
_tion procedure ig frequently necessary during the first couple of observa- :
_ tlons of the vo]unteer._ . . . »
. . l.
4 Ihus, the process of training*a vo!unteer consists .of a short lecture
which Iincludes a demonstration by video tape, modeling for specific lessons,
. and finally, recording and observing the volunteer s perfo.mance |n an
‘2 actual teaching sltuation. °

.

.
- . l

. { g + ' . }‘
' 4o o, . N
’ 2. Give teaching tasks comparahle-tb level of training. :

-

_— Obviously, volunteers, like chers, have varying levéls of abiklties,
and their effectlveness will be based upon tﬂese abil!ties and théir ex- .
perleqce. T el

’
. ’

. v, .
One of the ,most Important conslderatlons which ‘the teacher/manager has
is the asslgnment of volungeers.to teaching tasks that are compatlble to
thqu level of\abillty., . .
LI Vv . =
. “One of the preferred approathes I's to assign a new volunteer an area-
of respdnsibillty~~such as Game Skills, Basic or Lelsure Time Skills. —

- ! ’ L .
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Usually Game Skills, Basic is chosen. The novice volunteer who is assigied '
to teach in this area will rotate from student to student, (each:ng similar </
tasks such as striking, underarm.roll, k«ck:ng, and through™this experuence,
usualLEJbecomes profnc:ent in those sklll areas.' )
-« LY - - -
er the volunteer ‘demonstrates’ prof:o:ency in gne area of expertise, .
she is r ady to undentake a sécond currncular'aree (e. g. Movement Copcepts,
General ﬁpace) ‘As the voluntedr is Iearnlng in ithe second area, e can
still be useqd in the firsf area with some students, allownng the teMcher .
more fle%:bn!nty in the gssignment of volunteerf. . . .

| - i

. 1
3 tA system of {eedbdck is necessary as.to the'ﬁdequacy of the

1volunteer s performance. ' \ .
A Teaﬁhers afe usually reluctant to observe the- volunteer during the
}irst few weeks of training and often times reluctant "to make critical
observations ‘until the volunteer has been in the gymnasium for a few .
months. Some teachers feel such observations are a demonstration, of 3
tack of cdnftdence in the volunteer. 0n the contraty, it is imperatave
that not Jnly volunteers but also teachers be periodically checked to de-

termine tqat their interaction skills with students are naintained angd that -
they are presenting materials to the student in the proper manner, rein-

forcing aﬂpropraately and mann&asnlng the .data system as réquared With- « .
out these periodic checks, gven the best teacher an certﬂﬁnly even the .

best volunteer, will fa}t into bag habits, betome s)oppy and* lack prec;sef"\\\__"_ﬁh
néss in their teaching techniques. These observatnons should begin when
the volunteer first participates in the gymnas%um. .
Observations should be condUcted on a reguiar bqsas with 311 volun-
teers. (The teacher should also encourage the supervisor {o make the same
observation on her) The results of the observations should be presented
to the volunteers and discussed with them. |If video cémeras and tape are
available, they should be used to record a volunte'er.s performance for ten
or fifteen minutes and later ta play back the video t . Video tape per- m
mits the vplunteer to observe ongself. The teacher sh "be present at
this reviewing so that .he teacher can critique the volunteer's parformance. -
If necessary for the’ volunteer's understanding, the video tape can be played
. back a second or third time. _Remember in QIV|ng feedback to a volunteer that }
the rules of reinforcedent apply equally well to the adult as they do to the,
student. Volunteers should be re|nforced strongly for their, good perfor- . -
mance areas and emphasis should bc on. these areas. This is not to say that

.

¢

the poor aspects of the volunteer's performance should not Le mentioned. y
A - ‘ " -l
-"' - , g
Rules of Thumb for Delivering Feedback N - . t )
In delivering feedback teo volunteers,,you will be applyang the same ;[dq,—#
principles sou have used in changing the behavidr of students in your¢lass=

room. You Wi)ll be seeking.to reinforceﬂt se—behavfof§rTﬁﬁ§o;?-volunteer
which you han’gﬂnpoLnted~aS't?‘bncal to “teaching in this educational

_modet—{17e., appropriate cues ,_ consequences and datd collsction). , Con~ . T
versely, you will seek to ¢hange, through negative feedbacg, those things s
. . _ ’.
» . | - ’ ) ’ [} ? "
R . 93 . . . . .. U
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. your volunteer may do o not do that are inappropriate to this gym;b51um - .
mode (l.e., repeating cuss, fanlang to reinforce, inconsistency).

. . You will be baselanlng the dellvefy of cues, consequences and dafa

\ collection. During the baseltne _abservation, you will nat deliver feed-
,back within the teaching session. After you have determined the skill
"level of the volunteer, you will begin the trainang prOcess, the goal béing
to raise \E: volunteer's skill level to the ‘established criterion. The .

* process by whith you accomplish this is the same as used in establishing
new.shills in your gymnasium. Training techniques of mode1|ng, verbal
feegback video and shaping will be employtd. . .

-

]

. . f]

“ The sules of thumb that follow have been used at Teaching Researche

to deliver feedback Yo volunteers. We are not implying that these repre-

sént the only training techniques you should use, or that you will galways '

. use them in the suggested ,order. It does, however, represent an approach L
in providing feedback to volunteers that has been developed in the training

of literally hundreds .of tEachers. ) .

v « ]
. L)
. s+ 1. When conductun@ a baseline observation, wait until the end of tne
session to give feedback. A .

L3

2. Durlng-non-paselune, or treatment observations, you shauld pru-
vide immediate feedback if the volunteer makes the same error twice within
. the same category. Example: If a volunteer repeats @ cue twice, provide
feedback immediately., 4 .

» .
.

\ .
. 3. The correction procedure used when two OF more errors”are made . .
. within Jthe same category is as follows: .
o " a. Your‘?T?;t treatment strafegy will becto verbally prompt the
volunteer (i.e., "You are changing the .cue" or "Don 't forget
L~ ) to use social reinforcement at the 5pd of your correction
. , procedure."') . .

L b. You should 'then mark your observatlon form with the appro- .
. prlate mark. c - . . .

c. Should the volunteer correct herqe!f on the mext trial, you
‘\ should specifically reinforce her for the appropriate ré- °
sponse {i.e., "That was complete correction procedure. "' .

. d. Should the volunteer regeat'the error, you wilT then model
. ) - the appropriate response. .

' + t ~ ‘.7
) e. Now it is th nteeriﬂurﬂgamm,’

_‘H*”__d__,_,———-——-—"—* —5€lf, you will Feinforce her and she will proceed with the
program. . .,
. \y . ; . . . -
N f. f the vo!unteer'adain repeats the error, you will employ an
' alternate ‘procedure. This is essentially the same-strategy
you employ when a student is failing on a program. The -
speécific branch you use wi)l be deternﬁned by the type of error '

.
L
. - v . -
x
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the volunteer is making and what you may already kmow gbout
d that volunteer. Continued modeling, viewing herself on the ~

, video, observing that specific behavior in another volunteer .

' are all viable tralnunq procedures. Another strategy would

be to have%the voluntee;&ﬁonduct a simpler pr6gram; or work

. with a more compliant stfident. .
. a L - " . .
. @ 4. when delivering feedback afiter the teaching session, you should
. . begin your feedback with a minimum of two positive statements regarding !
) his conduct of the program , .
F ’ - N ‘
» » f "

5.

— - s g ]
In pinpointing weak areas of perfcrmance, be specific {i.e.,, "You"

“are repeating'%?es”, as opposed to ''You ase having difficulty with Fues.*)

~
|

6. If a vodunteer has ”bbm&ed'out“, select one aréa which you wit)
giye feedback as being weak. Generally mention the other areas but re-
strict your comments: and treatpent to the one- area. Remember, we ‘want te
shape the votynteer s behavior, not make the training so aversive that the
volunteer doesn’' t want to return the next day!

. 7.

In giving negative feedback, use: terms such as 'weak area’

”QOmethnng you need to work on'', ''problem ar&a' to describe volunteer )
performance,. D0 NOT use such terms as ”wrong, bad, .poor,- terrible', etc., ;
to describe their’ performance. \

8. You should give the vofunteer recommendations for improvement
, those areas you ptnpounted as weak. If a volunteer has done an excep-
‘ tional job, you should give recommendat1ons that would apply to a more
45ph|st|cated prograusmer.

9. There are, of course, exceptnons to every.rule, Here is ongd
When conducting a treatment observation of a volunteer that is in group
instryction, we have found it to be very difficult as well as distracting .
to deliver the correction procedure while they are working with the group. '
We would recommend stopping your observation after five hinutes and pulling
the volunteer out of the activity to give her some preliminary. feedback, If
thére are areas in which two or more errors have been made, start your cor- v
‘rection procedure. At the end of another five minute period of observation,
repeat this feedback procedure. - ‘

. b
10. Remember, yqu always have the option of Stopping the program if
You feel thlngs are out of control.

———— Ty T
——— L
. 4 . L)

,_’—’—/4-’-’?,_ -
~Video taping of each volunteer should probably occur for fifteen
minutes once a month, observations without video tape should be conducted
at least once every two weeks. Each observation, with or without video
tape, should be followed.by a critique. This schedule of observafxon and
feedback Has been found to! ‘be adequate to mainteén volunteers’ formance
at the spec;fned criterion levels of 90% apprdpriate cues, 9032, appr0pr1ate )
conseﬁuences *and 993 coreect data recqrding..\ * )




4. A simplified system of communication between teadher ard
- * volunteers. ., T

hs 1]

.

One of the often repeated laments of the teacher who is handling. a

' number of volunteers is that there is too littlé time to. communicate ade-
, Qquately with the volunteer. Conversely, the volunteer complains that often-
times the teacher does not give complete Eistructions,‘ ’

r

. . The model advocated herein takes that difficulty into account and
recommends a system that requires minimal daily persanal Interaction be-
7 -~ tween_the teacher and volunteers, but also provides a system of maximum
communication. )
. : i N
The main*%subjects which need to be communicated between' teacher and
volunteers (re these:

N .
[ ]

.

, - The.volunteer needs to know Which student to work with and when.
The volunteer needs to know as much as possible 'about the student, as™ *
much as possible about the program to_be administered to the student, the
way in which the program is to be administered, what freedom one has with
the program, specific pecullarities of a particuldr program as it relates
to a specific student, and the way in which the data are to be recorded.
On’ the other hand, the teacher sieeds to know ffom the volunteer what -
happened when the student was taaaﬁgf-was there success or failure? How
much success? How bad the failure? Were there any,peculiaritié& about’
. the lesson being taught? - oo TN
. LS
. The system recommended herein allows for that communication with a
minimum of verbal interaction. The majn communication occurs through the
.documents placed on a ¢lipboard for each student. for this communication
to be effective, a prerequisite ex;gts--the volunteer must have been
trained in the techniques of teachinig a particular type of curriculum
lesson. If this traintng has occurred, the volunteer is ready to focus on
p a student_and the program for that student. The clipboard provides the
means for that focus. The clipboard has been discussed in detail in\\ .

‘e

. Chapter 4 Gymnasium Management. "y )
5. A System of flexible scheduling - i
. There are three basic ways of scheduling volunteers. The first pairs .

a_student with & volunteer who conducts all the programs for that student.
Second, a volunteer can conduct programs in one curricular area ard teach.
all students or some of the students in that curricular area. The third
scheduling system combines theie—tHQn , . .

»
.

Regardless of wbi&h system is used, a yolunteer needs to know how .
. much time to spend on a program with astudent.’ Thi§ consideration of .,
. time is less critical when one voluntegr is assigned to ‘one student and
conducts all programs for him during the day. The only timing consideration
in this instance wi)l be for tig-coordination of..group activities with in-
dividual programs and 2 concgrn for conducting all of the programs during

. .

-

»



the day. . .

-
.

Usually a time schedule which provides guidelipes rather than a strict
schedule is the best type to adopt. This provides the necessary parameters
for the volunteer and yet gives encugh flexibility to al the volunteer
to spend a few additionai minutes on a program or spend less time on a pro-
gram if the student is not performing well or has performed so well that
the volunteer desires to administer a.strong reinforcer of additional free

_ time. . .

. The combined system of having some volunteers assigned to areas ond
others assigned to students allows the teacher to accommodate to both well
trdined volunteers and those who are not so well trained. It also allows
the teacher to accommodate to a student who may be having rather severe
difficulties but who responds well to one volunteer. For inStance, a
certain volunteer may be able po handle a student with severe learning prob-
lems betier than anyone else. Some students with severe learning problems
also show responsiveness to few reinforcers, a particular volunteer may
"turn the student on'' more than any other persoh. [t would be wise, there-’
fore, to schedule that volynteer with that student to maximize the learning
possibilities. A new volunteer, on the other hand, should initially be
assigned students who are easier to manage.

Figure 2 is an example of a schedule posted on the bulletin board
which has divided the class into time pe€riods and allows for eight voluh-
teers. Scheduling of this type is also valuable when the number of volyn-
teers available may be unknown. .

-
-

Thus, it can be seen that the scheduling of volunteers can be adapted
to almost any type of situation in which the teacher finds herself. If
there is a shortage of volunteers, scheduling should be based dn priority
of students. If volunteers are” not.well trained, the schedule shdlld
éssign volunteers to tasks that they can perform; for instance, teaching
all or a number of the students in one curriculum area. Finally, if the
teacher has @ group' of well-trained and highly skjlled volunteers, he can,
assign volunteers to individual students and can be assured that those
volunteers can run those programs in the order of priority specified fon
those students. The teacher can communicate the programs to b Tun which ~
tiave high priority by circling them on the cover sheet (See Pigure 1 in
Chapter 4).

Summar . - :

’

"?hus, fhe model uses these '"Rules for the Use of Volunteers':

1. Time must be taken to train volunteers.
2. Volunteers must be given teaching tasks in the gymnasium comparable
to théir-level of training.
- 3. A system of feedback as to the ddequacy of the volunteer's per-
formance must exist.
4. A sjoplified system of communication, not réquiring verbal instruc-
t§on, between the teacher and the volynteer must exists

» -
-
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Volunteer's 3 . . ’
Name . * )
. T Volunteer |Volunteer Volunteer. }.Volunteer [Volunteer Volunteer | Volunteer ]Language
ime i 2 - 3 : A 5 - 6 7 - Volunteer
8:30 - 9:00 | Jennifer _aex Jenny k
£9:00 - 9:30 Alex Jeff , Valerie Act.Table |Jennifer
*9:30 ~ 10:00 Jenny * lJennifer Alex Deanna : ’
10:00 - 10:30 . Jenny { Alex ’# . R Jeff Act. Table
10:30 - 11:00 ) ‘4 Act. Table Alex -Scott Valarie Alex
11:00 ~ 11:30 Jenny ‘ Jeff Act. Table fValarie
11:30 -.12:00° sﬁ )
12:00 - 12:30 ) ,
12:30 ~ 1:00 . '
- 2 ot ' s ant —— A
.t —Figure 2, Schedule of Volunteers 106
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C , S
- - -
+ .- 5. A system of flexible scheduling of volunteers must be maintained.
. * L
If the teacher follows these rules, she can have a system which: 1}»
allows for trained volunteers; 2] allows the students to receive individual-
ized instruction,,3) provides a system of commynication with volunteers, and, Ej'
' 4) provides flexible scheduling upon the training of volunteers. !

. -
- u -

b
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- Chapter 8 ~ ~ ' : ~

* -

 SHALL GROUP ACTIVITIES\ L )

:\ Smal! groqp a‘thItles for the severely handncapped are considered
valuable for several’ reasons & They provide opportunities for physical
educatidn skills learned in a one-to-one setting to be enhanced and general-

. ized., For instance, havnng mastered the underhand roll at a target.in a
one-to-one setting, it is nectssary that the student generalize this skill
to group activities which incorporate this skill, such as the elementary v
game of rolling a ball at mllk cartons. in addition, many physical educa- -
tion skilils only capable of being taught in a group atmosphere are intro-
duced and programMed here, 'e.g§. sharing, takjng turhs, and follgwing group
directions. The basis of small group Iearn|ng experiences is still the
individualization of cues and consequences as in, the volunteer role; but
the task of the teacher is much more complex in terms of planning the

activities and coriducting them. , ' . . '

’Settfhg and Matertals ) . ) ‘ -

-

Physical education facillties vary extensivgly from one program to the
next, but it Is difficult to Imagine a setting that could not accommodate

. the small group activities described here. There are some important con-
sidérations to be made when orggnizing and conducting for a group of three
to five students. A wellrlit room with mats on part of the floor would be
suitable for most activitiés, The use of mats on large boxes placed ver-
tically to divide the room into smaller cublcles is necessary for some stu-

. dents. Equipment should be stored in such a way sq it is edsily accessible.

Varl?Ps shapes should be drawn on the floor, i.e. clrcles, squares, rec-
tangles, 'straight and curved lines,.to facil!tate soma of the movement con-
cept programs dascribed in the curriculum. Stools, chairs, benches, desks,,« -
and audio-visual aids should be made available for use in the room. Other )

[ - —»—_equipment _listed in Chapter 4 should be stored.in proximity to the small

' group area so that it may be quickly obtained.” . y

. ! l‘ \

As was Indicated in Chapter 3, every effort is made to use reinforcers

which are a natural part of the environment. It may be ngcessary, however, e

to occasionally use artificial reinforcers to motivate pefformante in some

more severely handlcapped students. Therefore, in addition tp instructional,

matértals, it may be necessary to inciude some primary reinforcer and/or . .

favorite toys. Thls allows the teacher the-opportUhIty to let students )

engage tu favorite activltles or play with favorite toys as 3 reward for

“working on a:"program'' activity. The size of the graup Is tmportant in

order to provide optimum teaching efficlency. Three to five students

,seems to be an ideal number. This number, of course, dependﬁ on.the stu- -

" dents’ developmental age. handicapping condltion. and prerequisite skills.

. Goals . . . ,
The foliowing is a Tist of géals developed for smé{j groups of ‘-
. - ! . -
‘ v . e U
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| severely handIcapped students participating in physical education activities..

‘Behavior Treatment programs ; 7 ,f"?/\

[ ]

1. Dis'lay appropriate social skills In a group settnng
. -2. Generalize and maintain skilis learned in a one- -to-one progiam to
- ‘a group, exper|ence . . *-
3. * Make deci'sions.when given the opportuntty " :
4. Generalize lindividual skills into a seguence of skills whuch later

.
-

T -may be incorporated into a game. ,

A descraptiop of how these goaTs are realazed‘ln the gymnas fum follows.

™

- . - -

The gxpnasium -is an ideal environment to foster appropriate social-be-
- havior, usefu] for both physical® educatnon and classroom attivities, Accept-
able stUdont social behavior fo? both the classroom and the gymnas“Um is
identif:ed by the physicai educator and the %iassroom teacher. Consistency .
of behavior treatment programs is essential regardJess of the instructional
settxng or téacher. Proper procedures are set up "to enhance those accept-
able behaviors and a remedia;ion program for those which are unaccoptable .
The physicat, envnronment in swall groups, is an idea place‘to target be-
haviors such as' proper interaction in group settings, sharin equipment,
taklng turys; and, heiping a friend. . . i

¥ 'y |
2 ¥ - »
L

I oy . - . . '. ' .~ . . .

. “. '3 . . . - -
Generalization and Maintenance of (Skills ) « ' A .
- ’ . ¥ oo Q'ﬁ‘—"— L . PO
L Providing physical education activities which allow opportunities for

4

L]

the handléapped student to generalize anq maintalin newly acquired skalis may
be the most importuyt aspect of small group actjvities. Genereilzatlon
occurs when a.behavior learned in one setting with a partncuiar cue is ex~
pressed In a different situa For example, if a.student masters theskitl
of qatching a thrown ball an hen learps to catch some other unrelated ob-
Ject like a, sponge cube, generallzatlon of the catching skill wil) have
occurred. The nstructor cam assume that the sklll of catching.has been
inarned when varlous ob ects are caught successfuiiy over a period of time,

-

A method used in the mpé:i ciassr for teaching the generaiiza&lodﬁi
of skills is' through the group prescripflye program. This 'same procedure ,
cap be used In game, exercise and Jeisure activities. The first step in .
group progranming is to determine the program conten¥ based on"a review of
the students' ‘individual clipboards. Fot Instance, 1] of the students
will be working on some basic jame and éxercise skills with $mall groups
of students working on similar skills such as kicking and throwlng. There-
fore, group programs can be established to work op speckflic skills, e.q.

a"kic:king at varfous skill levels, phases appropriate to each student. Once a
group program skill has been identlifled, it is necessary to baseline the
grbgnem using the group grogram data sheet (See Figure 1). The baseline .
procedure ‘used in the groap settlng Is the same as that employed in one-

to-one p:ogrammihg. The tescher works Independently with each student, but
lnfo{ces students who exhibit good group bchavior such as observing thelr

“ B " P " Sk -~
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. . , .
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Program Personal Space, Log Rol} QTue
N ' ' ?h;es' Baseline - '
? ' ¥ Y . . |
P . - - . i 13 T ‘
) * . » - : ’ ) |
Lt e 5 . . . ,
. -
* Hames . . . .
e L
. Date 3712750 . .
' Pam Phase/step . | IV 2wl [tz i [0 T2 {ee.
ri
| ' Data . 0 0 X X . .
’ - N
= ™
. Date L 3/12/80
' b Sve ¢ Phase/Step w 2 wl o a2z T L NI ete.  »
Y ) N T - .
) - Data ¢ o~ o [ xJo {x |x.
1 T vare "’ 3/12/80 *
" " - »
P ' )I tc. .
Mat thew hase/Step  § gy 2 |wlo {2 e [ B 2 Jete .
Data 0 [*x X X . » . i
* | pate . . ' - g .
- g ‘ hd
. ~ L Phase/Step B -
- . Data . . '
) Date e T v - .
P : - al
L. . . » hase/Step . I .
'y Lo Data - L P 3 \ A / LR
. _ , * .| Date . . ' OIS . ) . 4
T 'f.' - kl:oa'scl‘sie;;w . . p e 3
ol b * 6‘:.. . » LY * A
y - b - :L— oumm_
' 0dte -, . . *
. ., —_ .
, s . Physe/Step ., | . .
* R A ‘Data - bl B ¢
e : - L ’
3 . -
. x
# . - N . *
L} . , u-
r - e -
\ & . . ] .
i Flgure . Group Program Data Sheet
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- N . -
peer's performgnqe ahd waiting patnently vAs |nd1cated in Figure 1,
three students have been baselined on the ng roll. An analysis of thé
data indlcate that Pam and Matthew need to work on Phase 1V, Step 2 and
Sue needs additional assistancé with Phase IV, Step 1. After baselining
and during the scheduled time,  the teacher wnll conduct the program which

involves presenting the cues at the skill level approoraate ‘to each student. °

Jt is possible at this time to have two students working on catching, and
‘one student reffning her throwing skill. The number of groups established
is left to the discretion of the teacher. A procedure such as this en-
hances the learning rate for many students because it Capitalizes§on the
use of peer models. : . .

¥’

Maintenance of physical education skills.already learned in either the
one-to-one £ituation or during group play Is a very important aspect of the
group activity. This procedure can be facilitated by keeping a list on a
chart ‘nearby of the programs that each student has completed and |n&Iude

those tasks in the daily activlties . .

L} -

Attention to Language

The-teacher must be aware of the language level of each studént in the
classroom. The language used in Physical education activities, evoked
through the use of cues with the students, must be reinforced with’a speclal
emphasls placed upon €ncouragement of spontaneous language durling group ac-

. tlvitles.. Generallzation of lanquage skills can .and will take place during

group Jnteraction. Many activities facilitate a language Interaction among
the students which may not be the case in ane-to~one programming. This may
thvolve simple regponses to questions whlch require only a simple yes or no.
This interaction may be among. students or ‘with the.tcacher. In group
sett]ngs, the student will experience many situations where group rommands
are given and a group response shoulu follow (""Everybody look over here'').
These skills are very Important to learn if children are going to be inte-
grated Into the public school environment. The teachér should continually
teinforce those who respond appropriately and assist those who have 2 prob-
lem to respond approprletely, and then relnforce them

‘ -

Making Decislions

Independent thinking is an important skill for all students to develop.
Small group actlxities give students an opportunity to make cholces and de-
cislons.. The student will have occaslon during free time to choose various
equipment and material with which he can play. This occurs when the student
has completed the orgaﬁjzed poction of the small group activity for the day..

The student may then choose to remain or go to the open play area. The
teacher must be aware of whether orynpt the student Is capable of making a
choice. If the student is unable to do this, he should be taught to make

decislions. A slmple cholce method i often used with severely handicapped
students, such as "As soon as you p¥ck up’your toys, you may go outside and .
play." The student Isthen making a cholce as ta how soon he can be engaged

in his favolite ectlv!ty ‘Contingency cues heve been found to be very effec-

tive . &

o )
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Transition from 1:1 to Small Groups:.

.to those used In one-to-ont programmi

,for successful performance of the

* the hoop.

- ~ 7 -
» - +y o * = " L /
« ., ® 3 Fad
. 2 ; .' - ¢ & / . ’
Schedules R S Ve vt oL

The teacher must be well planned wnth weekly programs decided in ad-
vance. The daily small group ‘sessions should be from 15- 25 minutes. This
time frame may be fragmented inte any workable units which the teacher feels
are appropriate. The endurance level, strength, "and degree of impairment
should reflect the amount of time used. The teacher should vary the physical
education program from active to quiet activities or from strength or en-
durange related actnvnt{:s so la% not to fatsgue the studeft., 1t _ts advisable *
tp, change from group to indiyidudl activities "which give, variety. while re-
membering that a. consistent}y run program and schedule are petter for all
nvolved including parbﬂt, teacher, volunteer and students. When the week ly
program has been established, the teacher must decide how each aspect of the

.progiam w!]l be taught and the required equipment needed.

——

L]
]

wr . -~
-

.

Afuer e studentihqg exper;enced someTsuccess with a new sklll intro-
duced ‘tn & 1:1 program, more advanced phases and steps may be taught In a
small” grotp environment of Initially one teacher to two students, advancing
to one teacher to Four .and five ‘students, The number of students is de-
pendent upon the levels at, which the students'perform, the ability of the
teacher ta manage"larger,gcoups. and the availabllity of volunteers.
- L
Instructional techniques used in the small group sattung are jdentical
thh vagiation In the data collec-
tion procedure and the athntion glven o0 non;performing students. Probe
data, for Instance, is only taken on each—student over the last two trials
for each program. As previously eXplained in.an earlier chapter, .the probe
procedure does nqt empioy a correction procedure. Reinforcement Is given
ehavior. A second dlfference in group
e teacher must give to students who,
uction, are watching’ the demonstration

programming is the reinforcement t
although not Involved In.dlrect Ins
and® approprlatelv waltlng their turp.

LY

In small,group settldﬁs. some students may be incorporated into the
instructional ptogram as a peer and, teacher aide. For Instance, the pro-
gram maygbe teachlng the droup to roll a ball underhand at the target. The
target may become a second student who can assist by stopping the ball and
returnlng it to the-teacher for the first student's second trlal. A stu~
dent ‘might also be asked to hold a bula hoop as a second student can work
pith the teacher to learn htw to move forward, backward, sideways and through ]
in this system. the studedts would alternate as helpgrs and
learners. The helper would be relnforced for, posltlve socjal behavidr “and
good “helpling. ’

"
L] *” ‘#

Small group actiyitles for the severely handlcapped may be successfully
conducted with one teacher to two itudents. The addition of more students,
Jhowever, wlll require. the yse of.a volunteer. A teacher provided with a
‘volunteer can teach up to five studeats, The teacher role s essentially.
the same as one-to-gne programmlng vwith changes in amount of data taken
(see Figure 2) _The volunteer assists In reinforclag/good soclal behavior

»
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Program _Rolling the Ball Underhand at (ue : 1
. . the Target * . .
Phases _ ° —
L] . ‘- ) . = .
‘ . . - - L] -
] ‘ - L s
* '
Names . ’ 1 .
f oate " | 3/12/80 3714780 .
Cindy - ] Phase/Step ¥ 1] v 1
}
Data X 0 X X
. » | oate 3/12/80 3704780 ’
NI Phase/Step w b2 v {1
: oata ', “ | x |ofalf. i
. ) Oate . 3/12/80 3/14/80 .
‘ ) Joha Phase/Step I 2 1 2
. . data o | e.po | x
.d * -~ '. | Date . * - .
Phase/Step 1
- . Oata ~ . .
. . - | Date 3 '
. ¢ =
} Phase/Step . -
Data 1. ° . ' \ -
Date . .
- J x 4 . ~ ﬁ;‘]'
; Ph_csclStgp - .
L Dats
“i - oatd £ 1% 3
’ . ] Phase/Step - . . i
Data 4 .
- ' . oA 1 - ’ -
; : ' . '
' R .Figure 2. Physical Education Group Data Sheet '
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. such as watching the teacher, standing quietly and waiting nicely. In o
. addition, the volunteer can point out positive aspects about ‘another stu-
. dent 5 performance to help those who are waiting focus in on a good model

+ " *
- : [N

, “small Group Acfi&{;ies for the Moderately Handicapped

£

?
[y

This area s generally characterized as having 5-10 students who
function on a moderately handicapped skill level. The students working
in this area are: 1) capable of more prolonged independent work, 2} capable «
of handiing greater inteas.ty of play for longer periods of time, 3).capable
of sorking independently at @ higher performance level. Grpup prograpming
Is a very important aspett of activities for moderately handicapped students
Ore~to-one programming is still ysed but the emphasus is on appropriate
group interaction during game and practice sessions. Individual programming
rec¢ives much attention but’ the intent is to lncorporate this in group ac- ,
tivity., The emphasis then is placed ¢n 1ndividual mastery using the group

as a learning environment. . -
4 -~
} A . - ‘
' ) '
Settings ,J

Physical education-activities may be taught in one of four settings
with the moderately Mandicapped. First, the small activity dtea may be ,
used when the program necess!tates close proximity to the Instructor,
second, statlons may be set up where students relate to the various activi-
ties and work.at their prescribed level; third, a larger area may be used
for group actlvity for indlvidual or team-related activities; fourth, open
play areas which offer the students an opportunity to engage in appropriate
interactfon with other students fn activities of thelr choosing. This area
may be used as a reinforcer for aPPPOPfiate beha%gor in the one-to=one or
+ group programned activities.

LY

Instruotion - ¢

'ﬂoderately handicapped studefits whose placement and baseline informa~
. tion indicates that they are operating at a low leve] in their attempt to
learn a new 'skill will benefit from a tightly controlled group session in*
. which they are under the direct supervision of ‘the Instructor. Three to
four students.working on the same skillIn the same area constitutes a
. primitive but important step in helping moderately handicapped students
Interact with other students. In.this settlng, students must learn to
take turns, pay attention and respond with approprlate behavior during their
trial as weli as the trials of their peers. The instructor must be capable
of rinning Indlvidual programs,/changing cues for students at different skill
levels,” while attending to those students who are waiting their turn.
. » ,
, . The students may be challenged to work independently on prescribed
.~ skills at various statlons within the gymnasium. Volunteers and gof’;
handicapped peers wouid be assigned to a particular station or could travel
- . . with the student as they move from one station to the next. For Instance,
1f a unlt on ball skills Is taught, a program will be developed for each
. \ .

[
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student on activities such as throwing, catthing, striking and hitting. The

- student could work independemtly, or in small groups at the various stations

established throughout the gymnasium. As the student Lecomes more. “ndepen-
dent and can assume more responsibility for his own behavior, individualized
instructional activities could be assembled at edch station. These would
resemble a task analysis of t qtivity and provide learning experiences
which lead to a Iearned ski¥l when completed. - A peer tutor or volunteer
‘would assist those students with reading or learning difficulties. A stu-
dent file placed at each station would reflect any program changes due to
the individual needs’'of the student. The |nstructor may determine a° set
time period to be spent at eaeh station. A timer or a tape recorder with
mysic playing would have,breaks programmed into it to signify a time to ro-
* tate. Students who need/asslstance on finishing the number of required
trials are instructed to sit on the floor This alerts the teacher and
volunteer to give assistance.

The purposg in developing physical education sktlls is to use them in
game Gr leisure activities. Moderately handicapped students who have re-
ceived one-to-one, programning with sufficient opportunities to practice
these skllls in station aclivities are capable of successfully participating.
in modified forms of popular games. For instance, students who have

, mastered the sklll of hitting a ball should be challenyed to sequence this

. Sklll into an activity, i.e. Hit and Run, whereby they hit the ball and

¢

then run to the base. Only through opportunities such as thesé will stu-
dents make the tranSition from successful mastery of an isolated skill to
the utilization of this skill in a meaningful activity. As students de-
velop more proficiency, efforts should also be directed toward teaching
,more complex forms of ¢arious games. This effort, [f followed consistently

. over time, will result in some students successfully participating in regu-
lar physlcal education classes.

. 0

. ’ . 58

Assessment ) .
. Eaéﬁ derately handicapped student who pa?ticipates In physical edu-

cation group activitlies has a tlipboard which cohtains the same elements as
all the clipboards In the data based gymnaslum The only difference, how-
ever, Is Ta_the data form, which is known as the daily assessment sheet .,
Thls form is shown on Figure 3.

At the top of Flgure 3 Is the student's name. At the extreme left is
the observable behavlor, the amount of time given to complete the task, and
the criterion percentage. At the bottom of the graph, reom is provided to
record the lesson number dally. . Percentages by five are dellneated on the
left side of the sheet with an area for the date and a check box to indi-
cate If the work was completed on time.

.

Attentlon and Relnforcement to Students . ) H

As a general rule, the teacher or volunteer rotates attention to

every student once every two minutes. VYerbal relnforcement may be used as
well as other signs of approval such as a hand on the shoulder or a pat on
tpe back. The guldellnes for consequating behaviors are the 'same as those
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ERIC

Aruitoxt provided by Eic:

used in one-to-one programming.

.
- »

Summarz

In thlis chapter, a description of small group actIV|ties for- the
severely and moderately handicapped was prgsented.

Thq use of stations

was proposaed as an ideal way tg enhance learning rate while permitting the
student to be part of A group process.
gram, collecting data 135 eesential to monitor the outtome of the group pro-

gramming.
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Chapter 9

. ~ a

~ T THE UTILIZATIONﬁgF MEDICAL SUPPORT SERVICES

i -

The passage of Public Law 94-142 has guaranteed that all handicapped .
children, regardless of the severity of the disability, are entitled to
full educational services including physical education. Awareness of this
responsibi Fity has caused some physical education servic& prov.ders concern.
Frequently, one hears the observation f}at a particular ydungster is so
severely disabled that he should not participate in physical education .
activities. While it is true that the severely and profoundly hapdicapped |
have a higher incidence of abnormalities requiring medical att¢ntion, denial ~
of opportunities to participate in physical educatlon is not only legally
wrong, but it also eliminates an educational service which is obviously
needed. o * - . .

"

Physical education is an educational and not a medical service. Cdh- ,
fusion over this distinction sometimes surfdces because of physical educa- ) .
tion's contribution to pliysical fitness and thus the area of health. How- |
ever, as defined by Public Law 94-142, physical educators must also iuclude
within thei'r curriculym educational activities which enhance motor fitness,
thereby allowing handicapped children ta develop important game, dance, and
movement skills. The active nature of the physical education environment
does pose some concerns, however, which may neceszitate the teacher inter-
acting closely with the medical community. Occasionally, the teacher of
physical education can serve a vital function by detecting physical and
movement problems which require medical diagnosis by qualified personnel.

Many physicians and therapists recognize today, too, that the educator's
observation of how the student moves In the gymnasium may assist them under-
stand more clearIthhe nature of the medical problem.

Services to the severely handicapped require a coordinated multldisci-
plinary approach to achieve optimum galn for the,student. No one disci-
pline can provide all of the needed services. Teachers responsible for ¥
physical education can alleviate many of their concerns about liability
and safety by interacting with and using services prdvided by qualified
medical personnel. A basic understanding of when and to who@ to refer a

student s likewise Important information.. . .
f s

. . ) >\
Utilizing Services Prowided by Therapists ~ . -

v
>

Students who are severely handicapped as a result of.neurologic and ’
orthopedic impairment fréQuently require services provided by physical
and occupatlional -theraplsts eraplsts share with physicdl educators .
a vital Interest in the psychomotar domaint While they do not provide
physical education Instruction, rapists“do have an in-depth understanding
of nermal and abn@rmal motor development. rAs a result-pf their assessment _
procedures, theraplsts can assist physical_educators unders tand the move-
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ment limitations of a particular youngster. = Such information can help the
teacher avoid the error of physically assisting a youngster moye a.limb
which is contracted or has nerve damage. Muscular mQverent which cannat
be seff-ln[tlategrdue to nerve or mus®lesdamage requlires consultatlQn'with
a qualifiad thecrapist. , . ‘ '

Theraplsts can also provide teachers of physical education with per-
tinent information such as how to 1ift and transfer a student from a wheel-
chair folthe mat or how to positjon a severely involved cerebral palsied
student. Occasionally, the physical educator may also-be asked to do a
prescribed exerclsé program with a student, developed by the therapist. The
traditional role of therapists has been direct Intervention with individual
students. While this may be appropriate for some youngsters, maximum

. utillzation B therapists' skills today requires that they be available to
provide consultant services to educators, particularly those working with

the severzly and myitiply-handjcapped. ' . .
’ ) . ~

-

UtllTzatlon of Physiclan Services

~

, In the past, handicapped students were frequently excused frop physical
education due to a medical.waiver. Fortunately, this ptactice is no longer
acceptable because of Public Lay 94-142. Physiclans and educators alike are
pleased to see the elimination of a pracgice which was frequently abused
and misunderstood by many. Recognitlon that all students, including the
severely handicapped, will receive physical education instruction has
necessitated renewed effort to establish effective communication channels
between educaters and physiciads. Most physicians support physical educa-*
tion programs in which the scope and sequence of the currlculum Is estab-
lished. In addition, physicians feel comfortable with a progrgg'that is
developmental,: task analyzed, and data based. - !

Within each comunity, efforts must be made to ldentify for local
ghyslclans the individual responsible for implementing the physical edu-
catlon program for the severely handicapped., person with the appropriate
tralning, professional experience, and empathy toward %he severely handi-
capped will alleviate many doubts that the famlly physician might have con-
cerning & student's medical safety. * , : *

Parents and/or. the school nurse play a key role in helping the teacher
of physical education obtaln necessary medical Information. Working in the
gymnas fum with a student who has a congerfital heart disorder without medical
*guldelines from a physician Is not a prudent practice. Fortunately, Public
Law 94-142 has identifled medical services, e.g. consultation with a physi-
clan, as & related service which can be provided when necessary. Teachers.
of physical education should use this option, when necessary, by requesting

. madical services on the student's Individusilzed pducation program form.

When to Use Support Services .-

" Figure 1 1s a partial list of what should be "r'@m
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1f THE CHILD

SEEK ASSISTANCE FROM »

Is excessively s:iff or excessively

floppy ;
1s diagnosed ‘cerebral palsy

Jerks, stares, twitches or

*blanks out"” o
/
/,Shows decided hand preference
before age 3 . '

Ras fisted.-hands .

Becopes' vexy-stiff uhen-a::emp:ing
to use hands

Can t ge: Rand to mou:h

¢ If.:he child has braces, crutches,
walker, wheelchair

is known to be visually iampaired
Fails to make €ye contact
Falls to follow object with ¢yes
Fails :o focus on objects

Fails to have well-established
head control by three months

Does not respond to-noise or .
voice T
Talks through hig nose

“+Is known to be hearing

impaired . y

Has joints that move abnormally
Has foor, back, or other obvious
deformicies , )
Can't spread knees apart 18-24

inches - s 7
Is very stiff

Has upper respiratory congestion
Is-hypebactive or sleepy ,
Has skinﬁraahes .

Had. sores that do not heal

Has® selzures .

Has poor hygiene )
SQpni too thin (nu:ri:iou)

L ]

vy
Pediatrician, orthopedist, physical

therapist,*occupational therapist (through

| physician) ..

Neurologist ! a {

Occupational therapist and/or physical
therapist (through physician)

Orthopedist, physical therapist
{through physician) «

Opthamologist
Visual Trainer

Physical therapist (through physician)
Neurologist .
Opthamologist and/or visual :rainer .

Audiologise

Orthopedist

L

Y 3 B >

Flgure U Red Flags'* which Indicate the need for support services

. ’ - N
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" IF THE CHILD

- %

'SEEK ASSISTANCE, FROM

Self~stimulates

4

Has normal or borderiine 1.Q.,
but is tactilely defensive -
severe 4

“Has ohgipus dizz iness or balance
probléns '

Has trouble in right/left
discrimination

Has no established hand pre-
ference after five years

Has severe distractabiliicy

Has difficulty running short
distances’ without “experiencing
shortness of breath

Has high resting and/or post-

Audlologist ,
Opthamoiogist . -
Psychologist

Occupational therapy v

)
]
3 ’

Nurse, physician™~" . '

nmild exercise pulse' rate . B
— —\ \ , ]
- : - * *
. » Figure 1, continued A



and what medical or allied medical servnces might provide asststance.,
The left-hand column indicates signs, symptoms, and behaviors which, if

evident in-a student, may interfere with or prevent his.education. While i

they may be undesirable behaviors, they may not be amenable to behavior

modi fication techniques for theuﬂ”?emediatton. Examples of such behaviors
are physiological conditions present in the child sugh as spasticity (stiff-
ness), tongue thrust, seizures, sensory deficiencies, etc.

Certain ethics and laws apply to utilization of professionals. While
the ethics are not as binding as laws, failure to respect them may produce
a hnghlv embarraSSIng, if pot actually harmful, sltuatlon.

Legally, referra} of a student to-medical, paramedical, or other
direct_care personnel cannot Be made without the knowledge and consent of

the student's parent, or a legal guardian. {f a problém has been uncovered
which requires the attention of a physician, the parent should be the one
to n'take the gontact. ; . . .

- The follow'ing' are some ,o(ical considerations for the use of support
services. Physicians practicing in.a speciality should be contacted by
the student's pedlatrnC|ah, family doctor, or parent., A nurse may see a
student for evaluatnon of & problem but requires a doctor's referral ﬁOr‘
specific treatment. A physic¢al therapist requires a physician's referral
to see a student for evaluation and/or_ treatment. Direct referral may be
.made to speech pathology, visual trasQing, psychology, social work, audiol-

" ogy, and occupational therapy. Any of these individuails may request addi-

tional information from the student's physician prior to the delivery of
service, If t is being seen by a professional, it is considered
unethical to request another individual’ of the same proféssion to see the
student and/or intervene without all parties benng aware of the prevsous

Prvolvement. . e
. 4 .
The Consultative Model of Support Services e L

Most schocl districts cannot afford these support personnel o{a
permanent basls. Consequently,.specialists who are used frequently can
be retained on a consultant basis. For instance, the physical’therapist
can be JLetained on a consulftant basis and vislt the school one or two.
times a month. This Interaction'is sufficlient _because of the way in which
this consultant Is used. She diagnoses and presciibes for those students
for whom physical therapy has been indicated by a physician. Prescriptions
for physlical therqpy are In programmatic form and the physical education
teacher and the parent of the ohild.for whom a prescription has been ——
written are taught by the therapist how to conduct the program. A data sys-
tem to measure the progress of the student through the program Is established
as part of the data system in the gymnaslum. These data and the progress
thfough a program.are then shared between the home, school, and physical
theraplst and the frogram Is updated.in the same manner as other programs
¥or the student. ' If difficulties In a particular program are manlfested
before the next visit of the therapist, the theraplst can be reached by
telephone for consultation. . . .

’
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This method of ' consultation has been used at Teaching Research for
.¢  the past’six gears. It has served in a _very adequate manner all the j

students in the center., An analysis of'why It has been successful must .
conclude that the consultang specialists have been able to fommunicate
“their programs in a sequenced format, have been responsive to data, and#’
[ have supported the concépt®that pdrents, ind teachers are capable, after

) instruction by the consultant, to conduct the programs prescribed.

» .“ N * N . * » .
. . . . : } . Q w e . -
e Summary . L ‘ .
- L s
R , Failure tqg utilize expertise when it is available or attempting to

*fill a role for which one is neither. trained nor licensed may well .leave
the professional open to charges. ofYegligence or malpractice and subse-
p . guent Jaw stit, While it is largely the medical field that has beéen ,
plagued with taw suits, the ‘teacher$ as they deal more with severely handi-
capped students who have both serious educational and medical problems may
well be faced with similar difficulties. Using other professionals as
con;ultant:‘is one way to redyce the likelihoog of this prq?lem OCCuULring.

l . - . " L. ‘




Chapter 10 - . -

PARENT INVOLVEMENT ' ,

-

-
‘. a
-

[y

. Thls program summarizes the invoivement of parents In the physlcal educa-
N _ tlon of their handtcapped chl.idren. 1t proposes that p s can be involved
In three effective ways. The first Qf these is their t into the develop-

mént of the Individuallzed education programs for thelr children. Parents can
aTso be used as volunteers to assist teachers In the gymnasium. The: third
method of involvement has parents conducting home programs in a syste® known
as the Lunch Box Data System.

The Parent and the IEP - ’ »
4

L]

Public Law 94~ih2 has guaranteed the right of parents to be a part of the
planning process to determine educational programs for their children.
. Parents, therefore, should help to select and to prigritize the c}:ricglar'

. sareas in which children should be taught. Because the requirement placed
ofi educatiohal environments to specify the manner ih which the child's pro-
gress Is belng measured, the implication Is present that parents have a
requirement to monltor that progress. In turn, the school districts should
actively involve the parents to solicit thelir agsistance In the development of .
the IndivjdudBeducation program and should welcome parents Mmenitoring the
child's program throughout”the school year. .

Parent-as 3 Volunteer .

Perhaps one of the most productive involvements of parents is,as volun-
teers. Volunteers provide a means of Individualizing Instruction to chlldren
to assist them to accomplish the tasks that ‘are being taught to them. Volun- *
teers have been found to bé especlalTy yseful |n the teaching of children in
the Data Based Ciassroom by Teaching Research (Fredericks, et al, 1979).

The use of volunteers was supported In a stydy conducted by Frédericks, .
et al (1977) which identified indicators of competencles of teachers of the
d severely handicapped. The primary indlcator was the abli[ty of the teacher to
increase Instructional time to the maximum extent. .One of the methods. of
effecting this Jncrease by teachers whose students were making high galns in .
. skili acquisitlons was through the use of volunteers to conduct Instruction in
the gpznasfun. ’ . . N ;
In discussing the use of volunteers with a teacher, It is_not uncommor-té ™\ ',
. hear, '"But | wouldn't know what to do with them™, or "They were more trouble
A than they are worth", or ""{ don't have the time t6 train them; they really get
n my-way''. On the other hand, when interviewing volunteers who have been .
used In programs for handicapped chlldren, the volunteers laments 'l stayed .
around -and didn't do anything> all day long.' "All | did was change diapers
and clean up messes. | would Flke to do something more constructlve than

that. 'The teacher didn't give me adequate Instructlons on how to do the v

- . ° task and became annoyed when | didn't-do It properly." _Evidentiy, the utiliza-
. tion of volunteers in the gymnasiumegften becomes a source of displeasure not
. oniy for the. teacher but for ‘the volunteers. » .
- - 3 J ’ . - Y .
” P /_ . ' 117- '. '
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Nevertheless, if certain principles are followed, volunteers can be used

effectively both to their satisfaction and to the teacher's satisfaction also. °
These principles, developed by the Teaching Research Infant and Child Center,
are as follows. 1) Time must be taken to train volunteers, 2) Volunteers must
be used at teaching tasks in the gymfbsium comparablie to their level of train-

\ ing, 3) A system of feedback as to the adequacy of the volunteer's performance

. must be practiced, 4) A simplified system of commupication, not rejuiring ver-

, bat interactlon between the teacher and the volunteer, must exist,,fand §5) A

system of flexible scheduling of volunteers must be used. These grinciples

are ex?lained in Chapter 7, Volunteers: Training and Use.

- Certain salient features of effectively using volunteers should be empha-
. Sized here. *For instance, volunteers can be trainéd in the coufse of a two-
' hour orientation and lecture followed by assignment of roles inf the training
environment that would allow them to teach a specific skill in/the physical
.education area. In essence, the training of a volunteer requires that the
volunteer be taught how to cue the child; ¢at .is, how to giye the child
instructions or how Yo preseat materials. Second, volunteer5 must learn how
to observe a child's behavior. This observation is facilitated if a detailed
task analysis which describes the behavior to be emitted'by the child 1s &
. available to the volunteer and has been demonstrated by the teacher. ‘After
) the child performs the task the volunteer must provitde tq/the child some feed-
back about the child's performance. Finally, the volunteér must record that
peTrformance in a way that can be communicated easity to the, teacher.

f The above ;}ements require that the teachers, have structured their educa-

f tion environments so that volunteers ha¥e 1ittle confuslon about wha? and how

t to teach the child. The cues and materials must be precisely specified as Is
the task sequence for the behavior, |t has been demonstrated that volunteers
can be taughtsto reinforce the chlld for proper per formance but that volunteers
have difficulty when the child does not perform or provides the wrong response.
This djfficulty can be amellorated by providing the volunteer with a standard
correction procedure. The Teaching Research Infant and Child Cenier uses a
correction procedure which has four elements. 1) provide .feedback saying, 'No,
you did not do that correctly"; 2) recue the behavior to be performed; 3) lead
the child through the behavior so that he achleves success, and 4) soclally
reinforce the child., Thus, even if the child does not perform or provides the
wrong response, every volunteer Is comfortable because they know how to res?ond
to the child's behavior. Finally, a precise data system which allows the
volunteer to record on a prescribed m the performance of the child Is nec- »

_essary. MWith these five elements, a nteer .can successfully teach children.

- )

If volunteers are ysed in this way, teachers will find them to be of much
asslstance. HMoreover, volunteers will malntaln Interest In volunteering
hecause they wll] see their usefulness In that they are,actually teaching chil-
‘dren..tBecause of the data system Involved, they will be able to perceive the
chlldren's progress as a result of their teachlng. Pdrents are 'especially
good volunteers [n this role and should be éncouraged to take part.

“YThere is an anclllary benefit in parénts belng volunteers in the gymna-
.Sium, Because of the instruction that they recelve as volunteers In how to
teach chlldren, they wll]l learn skills which they can use with their own handi-
capped chlldren in their home environment. Thus, a dual purpose is being

. . . » N . .
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~ achiéved by having ‘the¢ parents as volunteers. HNot only is a55|stance being 4!;?
glven in the gymnasium, but skills are being given to the parent which wiil
enhance the parent's handicapped child.

The Lunch Box Data‘Systtm.

/

i Hany parent 3;aintng models are designed to provide training to parents
who do not have their children enrolied in a school program. In fact, some -
educators take the position that if the handicapped child is enroiled in a
schoo4 program, there is littte need for. the parents to be trained in the
techniques of teaching their own child. Two factors mitigate against this
position. First, there Is a body ?f evidence that indicates.that if parents
of children enrolled in 3, schooi afso engage in some teaching of that child,
the child's learningw}l] be Mygnificantly accelerated. (More about this
later.) Second, préssére from the parents who want to participate in the
teaching ‘of thelr chald often requires that they be taught bhow to teach, their
chrld . .

Let us consider the latter point first. Our experience is that many
‘\ * parents, especlally parents.of hand!capped children, are interested in doing
the most they can for their child and consequently, are wiliing to undertake
. h programs._ Horeover, as the success of the schooi program increases, -

. pprents bccome more eager to want to help thelr child. Frequently, they have
been discouraged about their child until the school demonstrates some success,
at which time the parent’s dlscouragement is replaced by optimism and a desire
to contribute to. their child's new-found. growth pattern. Therefore, as educa-
tors, we need to<be responsive to these desires of the parents and teach them y

. the skills to tedch their own child. '
. J But even lf *the parents were not requesting.this type of Instrucgion, It
ls loglcal that parents be involved in at least some educational activities
and training.? Fgrhjnstance, it Is practically impossible to toilet train a

child with only a school tralning program, a coordinated program between
school and thome is mandatory if the child Js golng to be completely dry before
reaching the teenage years.

’ L]

Yarn

Perhaps bvep\more critical in the child's learning is the acquisition of

language skills which also should require a home/school coordinated program.
Language skillsr=the acquisition of sounds, bjends, words, the chaining of ‘

33--can all be learned through structured ﬁrograms, but it is only through
the daily utilization of language, with the chjld's natural environment .
responding to his verbalization, that we can hop& 20 make fluent language a
part of the handlcapped child's repertoire. Since‘tha,parents usually con-
stitute a large portion of the child's environment and-ovide much of the
feedback she recelves .each day, Tt is necessary for the parents to be actively
engaged in landuade acquisition with the handicapped.child to maximize the
rate of the agquisition.. . - A

» L]
r

: Certalnly,gthe entlTe range of self-help skills requires thaé the parent
become involved In instructing the child. If a teacher Is teaching a child to

’ take off her coat which she is then required to do ™ scheol, it is Instruc- .
. tionally solfldefeatlng n the parent assists, thk_ghild to take off her .
, coat to a greater degree than the assistance rendered at school Each of the
' ‘ ./‘ " a‘ L] L]
s . ", ¢
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salf help skills--dressing..self feedlng, personal hyglene--presents the same
situation. therefore, a Very closely coordinated program between school and
home in the self-help area is required.

Not only in the areas mentioned above can parents be good teachers, but
they can aiso be effective in any area of Instructidn. This effectiveness id
demonstrated by an acceleration in the rate at which children learn and the
quality and quantity of whit they learn. » In brief, if a parent conducts a
daily ten minute to half hour training program at home In conjunction with the
same training program at school, it has been demonstrated repeatedly that a
child will acquire the taught skill [n a significantly shorter amount of time.
In fact, the data demonstrate that the systematlc program conducted by the
parent, In conjunction with the school program, will almost double the rate of
acquisltlon of the skill. ,

Parents of each child in the program should be approached ta conduct at
least one home training program. 1In educational programs comprised of handi-
capped children, a“group meeting Is held with the parents, either as a total
group, by classroom, by age group, or by handlcapping conditions. The purpose
of the meeting is to explain home training programs and ''sell” the ldea te the
parents. A major selling argument has been found to be successful. The = _
increased rate at which the child can acquire skills should be demonstrated to
the parents by speclfic examples. (Some teachers prefer individual conferen-
ces are most appropriate for parents of integrated or mainstreamed handi capped
children.).

] é n

Conferences are fﬁen scheduiled with the parents'to determine which pro-
gram the parent desires to conduct at home. Great care must be exercised in
this Initial selection of a program. One of the.primary rulds in this selection
is to choose a program with the parent that has a high probability of success.
If a skill being taught at school is progressing slowly and with difficulty,
this skill would not be an appropriate inltial selection for a home program.
Success will be futther guaranteed by breaking the behavior into smaller parts
(task analysis) and letting the parent teach one part at a time. Figure |
shows the task analysjs for kickiNg a ball with the preferred foot. This task

L

_analysis, of course, is the same one belng taught in the school. When this

task is being tiught to the child, the pareqt 1% not faced with having to

teach the entire task but only one small step at a time. Thus, the chance for

the parent tovsee some progress Is greater and the parent will be reinforced.
o

After the program has been selected, the parent Is ready to be trained.
The process of training a" parent to conduct programs at home is similar to
training voluiteers except that in 1ieu of the initial group meeting with
volunteers, the initlal mea;{ng with parents Is Individualized.

Since the same program s belng conddcted in the home as the school, it
is important that this program be coordinated between two environments.
Therefore, passing information about the child's™ pro progress back and forth
between the parent and the school on a daily basls Is necessary. We have
dubbed this dally reporting system the Lunch Box Data System. The data sheet
described in Chapter 6 is the one which Is sent back and forth between the

'_ school and the home. ]

-
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. Game Skiils, Basic . ¥
F. Kicking With the Toe, Preferred Fpot if

Terminal Objective: Sdeent, from a standing position, will perform a kick by
o swinging the preferred leg backwards and then,forwards

" striking the ball- with the toe of the foot, causing the_
ball to roll in the dlrectlon_of a target placed 20 feet

y away. . - )
Prerequisite Skills: Fine Motor Skills/Lower Extremity, Skill K '

v

Phase 1 Student, from a standing position, will perform a kick by
swlnglng the preferred leg backwards and then forwards,
striking the ball with thé toe of the foot, causing the
ball to roli in the direction of a target placed five
feet away.- The teacher will assist the $tudent by placing

. her hand on his preferred Teg and pushing his leg backwards
and then forwards causing It to strike the ball at the toe
of the foqt. .

t -

Phase 1) Student, from a standing position, will perform a kick by
swinging the preferred leg backward and tRen forward,
striking the ball with the toe of the foot, causing the

‘ ball to roll In the direction of the target placed five

. . feet away. The teacher will assist the student by placing
. her hand on the student's preferred leg, and forcing the
leg backward and prompting it forward, allowing the leg
to strike the ba]l on the toe of the foot.

Phase 11 * Student, from a standlng posltlon will per?orm a kick by
swinging the preferred Teg backward and then’ forward,

- striking .the bal'l with the toe of the foot, causing the

batl to roll In the direction of the target placed five

feet away. The teScher will assist the student by placing »
* her hand on the preferred leg and forcing the leg badk-

ward, aliowing the leg'to forward and striking the /
.. ball on thewigf;#w,wwwmfaaﬂome# ‘j/
'

* “Phase 1V Student, “from standing position will perform a kitk by
. . swfnglng the .,preferred leg backward and then forward,
"striking the ball with, the toe o e foot, causing the
o~ ball to roll in the direction of the target placed five .
-1 feet away. The teacher will ‘assist the student by plac-
" ing her hand on the student s preferred ieg and prompting =

g

Y. the foot backward, allowing tZe leg to then come forward
t‘and strike the ball on the toé of the foot.
Phase V, ' L Student, from a standing position, will perform a kick By

swinging the preferred leg backward and then forward,
striking the ball with the toe of the foot, causing the
bail to rdli in the direction of the target placed 20
feet away.

Figure 1

Y
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F. Kicking With the Toe, Prefersed ngt, Cont'inued.

- The following steps apply to Phase V.

%

Steps: '
1. 1o’ l}

2. 15! e :

3. 20!

Suggested Materials: An 8" diameter ball
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Figure 1, Continued
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The parent will continue to run the program, and data will contunue to be
coming back and forth between the school and the home. Frequently, the
. parent may experience problems. The parent should communicate these as
raplidly as posslble to the teacher so’that the teacher can take repedial
action. Frequently, when the parent has such problems, |t\|s necessary to .

- ) demonstrate how he or she is conducting the program in order to +§blate the Vo
- ﬁrOblelTh J '
Even if the parent is not experiencing problems ¥ith the program, '

periodic copferences--a¢ least once every three or four weeks--are recommended.
During these conferences the parent should once again demonstrate how he is
tonducting the program at home. Frequently, all teachers bégin to acquire
some bad habits in ihelr teaching, and parents are not exempt from this fault.
Thus, this periodic erence serves 3s a maintenance check on the quality .
of the home programs. Thé}efore, this program of home/school teaching -
= requires the closest liaison with the parent,.daaly communication occurs
through the Lunch Box Data System byt there also may be a necessity for fre-
quent phone calls and at least once a month face-to*face interactions.
8ringing the parents together as a’éroup periodically and letting them
share their experiences in the teaching of their children has been .welcomed by
pany parents. This type of conference is especially valuable for those
parents who may be having some difficulties. after listening to how other
parents do it, they may be encouraged to try even harder. For parents who
are having success, the opportunity to voice that success publicly can be very
reinforcing and may zflp to insure their continuance in the program.
Children's progress in a program such as this is accelerated beyond what
can be achieved if' the program is conducted in the schoo) alone. Figure 2
’,r’f * shows an example of such acceleration. The program shown, modifled push-ups,
indicates that the child was improving his ability to do modlficd push-ups by
increasing the number he could.do at the rate of 1.3 per week when the program
;/\was conducted in the scheol only. When the program was conducted both at
home and at school he was adding three push-ups a week to the number he could s

- }ﬁ;? y
Sunmugf . '_' ‘

_[‘ This chapter has descrlbed three ways in wh!ch parents can be lnvolved
in the education of their handicapped children: 1) through recommendations .
for the child's program in the IEP, 2) _through the/use of parents as volunteers
in thelr children's programs; and 3) through the use of parents as home £

teachers In the Lunch Box Data System. Each of these Involvements has only one
purpose--tou.nﬁance the education of the handicapped child.

'
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_Figure 2, ‘Eiample of progress of chlid in "
aﬁcoordlnated school-home program-
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F. Personal Space -

-
-~

Terminal Objective:

Prerequisite Skills:

* -

Phase |
Phase 11

- Phase |1

’
P

-

Teaching Notés?

HOVEMENT CONCEPTS

To Move the Body Sideways in Space
‘%

¥

Student shall move the body to -the
3ideways one step and then back to
stepping sideways one step.

Gross motor, TT .,

Student shall move the body to the
sideways.

Student shall move the body to the
sideways.

Student shall move the body to the
sideways one step and then back to
stepping sideways one step. -

.

left by stepping
the right by

"y

-

left by stepping
right by stepping
left ,by stepping

the right by

If the student is non-ambulatofy, another form

of locomotion should be utilized.

3

*




MOVEMENT CONCEPTS g

Q. Personal Space - Stand on Tiptoes = Eyes Closed )// .
ay v ' . ¥ - /J . ' A ? 3 /
Terminal Qbjective:. Student stands on tlptoes with eye closed for. 5 .
.Y seconds. | ;
Prerequisite Skills: Standing on tiptoes, eyes open. '
. 5 . . . .
Phase | . Student extends his afms above his head, grasps
high bar with both hands 'and closes eyes.
« Phase 11 Student grasps high bar with both hands, closes
. . eyes and stands on tiptoes.
Phase 111 ‘Student grasps high bar with dominé&t hand; closes ‘ .
' eyes and stands on tiptoes.
Phase 1V Student grasps high bar with four fingers of dominant
. hand, closes eyes and stands on tiptoes.
Phase V Student grasps high bar with index afd middie finger.
closes eyes, and stands on tiptoes. .
Phase Vi Student grasps high bar ulth digit finger and stands
on tiptoes with syes closed. .
Phase VII Student stands on tlptoes with eyes closed. -
* . 5
- The following steps are to be used with Phases [-VII..
Steps: '
- i -»
1. Time:l 1 sécond .
2. Time: 2 seconds . :
< 3. Time: 3 seconds '
4, Time: 4 seconds <
. 5. Time: 5 seconds
- " [ ]

<

Sugggsted'Hatgriéls

Teaching Notes:

High “bar, chinning bar, or some other round stick
for grasplng. o

1. Caution: This perram requires modification by
apprapriate support personne] for use with stu-
dents have muscle tone problems, paralysis {
or r physical handicaps.

130
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v »"* HOVEMENT CONCEPTS .. -

. . v . i .

Fill } ) B

D. General Space -~ To demonstraté awareness of shape and boundaries by ’ L

moyving within a five foot square area wlthout touching
: L . objects within this area. \b |
' " Terminal Objective: Student shall move around the inside of a 5 foot
- - ' square area wjthout touching ohjects placed inside

¢ the area. D . ;

1 .

Prerequls_l_tefkills: Hove(ner-lt concepts, General Space. Sklll C. ° .

-

- a
— »*
]

v ’ ¢
Phase | Student wlll bé»led completely around a 15' x 15' ‘
) . -~ square area which contains a chair, .
. -Phaye 11 ‘Student will be led halfway around a’ 15" X 15' area 4
’ which contains a chalr, T
.. . ” v
Phase X 11 Student will be led 1/4 way around a IS' A5' area .
o which contains a chairf. -,
. i Phase IV Student wiil independently move around‘a 15' x 15! h
* S area which contains a chair. Py ‘ . -
- ' Phase V : StudMl “Independent l¥*move aroind a 15' x 15°
o area w contains 4 chalrs. - -
& . . -
The followl.nsll steps apply to Phase V, . o o '
StBES? . ‘ - re =T

1. 2 chairs
. 2. 3 chalrs

) 3. 4 chairs
Phase VI " Student will Independently move around a 10° ,ar.ea | _
s which contalns four chalrs.
Phase VIl ' Student will move around a 5' area which contalns
‘ ! . & objects, , , (
wfollwlng steps apply to Phase ViI. . - . L. !
. Stegﬂs: " . o - .
. P r . \ .
. 4 tennis balls ’ Lo . . ‘1“"4\
* 2. 4 softballs . .7 ’ : o=
. . 3. 48 balls . , L, . \ -

L 4

|
i - -- ! I }
I ., *
R © R -

-
LY ]
»
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D. To Demonstrate Awareness of Shape and Boundaries by Moving Within a .
Flve-Foot Square Area Without Tauching ObJects Within This Area,

Continued .
Sfagested Materials: Chalk Jine - %
. . 4
[] - ‘. . . * /' .

Teaching Notes: 1. Prior to running this program, the teacher should

; . ] make a path, through the objects. She should-in-
' L, struct the student to foTlow the path throughout -

»’ . ) ' the sequehcing of. the phases,

{ - . re e
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L GAME SKILLS, BASIC - - .
4 P .
& C.. Overhand Throw ’ ' ., . ’
‘ / 1 - . - . . N "

" Terminal Objective: The student, standing, will perform an overhand throw
’ ' " swinging the arm backward amd~then fprward while -
stepping forward simultaneousiy witf the opposite foot >
. ’ and releasing the ball at the end of the swing in a
- ~ manner which causes the ball to fly in the direction ‘
of the target. . '

4
- . - [y '
3 - .

Prerequisite Skills: Game Skills; Basic - B " ~ ¢

L

Phase | Student, standlng 5' from target, will swing the arm -
- -backward and thén forward releasing the ball at the
end of the swing in the direction of the target. Teacher
wili physically assist student-to brlng her arm back
and then forward.
Phase |11 Student, standing 5' from target, will swing the arm
) backwards and then forwards geleasing the ball at the
' S end of «the swing In the direction of the target. Tea-

3 .- - 2" cher will assist student to bring her arm back.
* ¢RI

‘Phase 111 . Student, standing 5' from target, will independently : ’

swing arm backwards and then forwards reieasing the ball
. . at the end of the swing in the direction of the target.

Phase lV With student st;ndlng 5'" from target with one foot forward
. oo ] and one foot back and knees bent, student will swing arm
.. forward veleasing ball at end of swing and in direction

- »

. of target. -
q - . C\
Phase V . With student standfng 5' frim target and with knees bent .

, Student will swing arm backward and forward releasing -
ball at end of swing and.in the direction of the target {
- " while teacher Is’ pushing student's opposite side foot>
. - forward simyltanequsly with swing,

Phase VI ° Student, standing, will perform an underhand throw
. . , swinging the arm backward and then forward while step=,
. . © ping fqrward simultaneously with the opposite foot and 5
, - .t releasing the ball at the end of the swing in a manner v
- which causes the ball to fly in the directlon of the .
. . * target, '

“ -

-




.

ERI!

Aruitoxt provided by Eic:

Overhand Throw, Continued. °

The following steps apply to Phase VI,

Steps:

I.
2.

(]

L]
o



~ 0 + 'GAME SKILLS, BASIC \

\» Kicking With the Side of the Preferred Foot.

- N . .
F . -~ * i’

Terminal Objective: Student, from a standing position, will form a kick
by swinging the preferred leg backwards and then for-
*wards striking the ball with the side of the foot,
. - causing the ball to roll in the direction of a tar- ) .
. . -get.

. .
*

- 4

Prerequisi‘te Skills: Fine Notor SKills-Lower Extremity, K.

»
-

Phase | .5 Student, from a standing position, will form a kick P
' c. ' by swinging the preferred leg backwards and then for-
L wards, striking the ball with the side of the foot,
. causing the ball t6 roll in the-direction of a target
y . . placed 5 feet away.- The teacher will assist the stu-
dent by placing her hand on his preferred leg and
. . pushlng hi§ leg ba;ﬁgrds and then forwards causing

" ) it to strille the bffl] at the side of the foot.
A . .
" Phase 11 \\ fi‘U&nt, a standing position, will form a klck
. -by swingln the preferred leg backwards and then for-
j’ . wards, striking the bat! with the side of the foot,
. ‘u:auslng th& baTl to roll in‘the direction of the tar-
. et plaoe, 5 e sway. The teacher will assist the
, studgnt by\ her hand on the student's preferred :
. - ! A eg, ? t e leg backwards and prompting It
s ng the leg to strlke the ball on the v
- side f thevfoot. . .

Phase 111 fs&udent, om & Standlng pgs]t!on, will perform a kick
, ) L iy swingigy the preferred leg backwards and then for-
c Lo ward, stpdking the ball with the slge of the foot,
N '.-, causitg “the ball to roll! In the dlrg¢ction of the target

) b _'placed 5 feat away. The teacher will assist the stu-

- © . ‘“dent by placing her hand on, the preferréd «leg and forcing
. : ' y ‘\the leg backwards allowlng the leg to come forward
.. . and striking the ball on the side. .

Phase IV ) Stug«?;, from standlng position, will perform a kick .
C. by gling the preferred leg backwards and then for-

. wards, striking the.ball with the slde of the foot,

causing the’ball to roll in the dlrection of the tar-

get placed 5 feet away. The teacher will assist the .
] student by plati’lng her hand on‘the student's preferred

' leg and prompting the foot backwards, allowing the leg

+ " to then come forward and stUke the ball on the side

T R of the foot. g ,

F ]
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PHYSIGAL FITNESS - ~

M ' - LY
D.. Cardio-Respiratory Endurance - Jogging

L3

Terminai Qbjective: ‘S“tudent tuns 300 yards. * Je
. é

Prerequisite Skills: Independent walking; Jogging in place.

b Il
5
Phase | Student walks forward 25 yards at as rapid a pace as
she can. Baseline is determmed by averaging 3 tr:als
- . on 3 consecutive days to ‘get walking rate.
. \
Phase 1 Student moves forward 25 yards bearing own weight in

jogging posture with arms bent, body leaning forward

slightiy, and with the heel of each foot striking the

ground before the toe. .
The foilowing steps app-ly to Phase 11 only.

» ®
+

Steps: * .
1. Reduce baseiine time in Phase I (walking) by 10%. » 1
2. Reduge baseline time In Phase I (walking) by 20%. '
3. Reduce baseiine time in Phase | (walking) by 30%. . - \_/
. h. Reduce baseline time In Phase.l (walking) by 403. )
. 5. Reduce baseline time in Phase | (walking) by 50%.
Phase 111 . Student jogs 50°yards, no time limit.
Phase 1V Student jogs® 100 yards, no time 1imitl _
hase V © Student jogs' 150 ya'rds, no time limit.
L] _ . ‘ Y ~ .
Phase VI Student jogs -200 yards, no time limit. TR
" Phase VIL. .. Student jogs 300 yards.
' % [ . ' LY
The following steps are to be used with Phase VIl only.
- - " . - . -
’ Stees-‘ * : * - P . - s’
1. Time: 6 minutes : - -
2. Time: 5% minutes . : .
3. Time: 5 minutes + ] .
h. Tide: &4i minutes . -
5. Time: & minutes . .
6. Time: 3% minutes
7. Time: 3 minutes. T % Iy .
e Suggested Materjals: Stop watch ) ‘ A
. ‘ - 136 .
‘. . 141 . -,
* : * . ,‘—;h’"’-——h—
& - M .
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‘ | . PHYSICAL FITNESS .

3
E. Muscle Strength/Endur?nce’- Modified Push-ups

" - . % ,
Terminal Objeciive: The student will perform 8 modified push-ups in one
< minute. - .

- ¥

x .
- . -

Prerequisite Skills: Arm strength to sﬁppbrt body weight, squat thrust.

»

Phase | Student 'shall stand one foot from the wall facing the
wall. With hands flat on the wali*at shoulder height,
o Cf the student will bend elbows until chin touches wall
A | and then will push back unti] arms are sttraigh®™
. Teacher will assist with prompting at elbows to bend’
and to straighten. ) .

Phase I1 Student shall stand one foot from the wall facing the
. wall. With hands Flat on the wall at shoulder height;
+  the student will bend elbows until chin touches wali
and then will push back until arms are straight.

Phase 111 ] Studént shall support his body weight wﬁth knees touchiog -
and arms in a straight support position on the mat with
: teacher assijtance. .
Phase IV .Student. shalll support his body weight with knees touch-
. ; ing and arms \n a straigh't support position.
Phase V Student, from A front lying, bent knee, straight arm

position, wil) lower himself to the mat as slowly as
possible as/the teacher supports the chest.

Phase VI Studen?, from a front lying, bent knee, bent arm

position, will push himself to the extended arm position

supported on the knees and hands. The teacher supports

the studerit's_chest. . ) ‘
Phase A1 *  The student, from a stralght arm, bent knee position,
- will execute 8 modified push-ups Ifi one minute. ~

following steps apply to Phase Vii:

- ’
*

h. " ' ’ F A

| alnute the student will ‘complete
_.ﬂ

2 push-ups

4 push-ups ) L4

6 push-ups . . ’ : .
7 push=ups . . A . }

...
5

Bl B
. .

-
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feaching NHotes:

»

E. Muscle Strength/Endurance - Hadified Push=ups, Eg;tinued.
/ [ ]

-

For wheelchair and students with limited physical
strength, deletion or adaptation may be necessary.
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. | LEISURE MOVEMENT , v
- - . %
Tricycle Riding

. 3

Terminal Objective. Student rides tricycle, pushing down on pedals with

feet alternatively, for a‘distance of 50 feet'in a
» forward direction,

*

Prerequisite skills. Appropriate range of motion, sjtting behavior, gde-

Phase

Phase,

Phase

Phase

_Pﬁhse

quate strength in legs.

. -

l Student rrdes tricycle in forward direction, feet
held, strapped, or taped'onrpedals. Teacher moves
trike forward.; .

1 Student rides tricycle in forward direction, feet
held, strapped, or taped on pedals. Teacher pushes
down on knees in alternate pattern. - ]

”

11 Student rides in forward dlrection, feet held; .
strapped or taped on pedals. Teacher ues by tapping

knees alternately.

J‘ . .
v Student rides tricycle in forward direction, feet , -
held, strapped, or taped on pedals. . .
v . Student rides tr}cycle in forward direction, teacher
- holds fset on pedals by togching IPghtly.

3
The follawing steps are to be used with Phases [-V.

'] -
L] .

Steps: .
1. 1 foot " A
2. 2 feet '
3- 3 feﬂt . ‘o
l'- ll feet . . 4
. ' X
Vi Student rides tricycle in forward direction, keeping
(,» feet on pedals Independently. *
. ’ ' R . ~ '
E ] ) *
{ . . -



