_DOCUMENT RESUME

'ED 236 864 = . - : . EC 160 885
-AUTHOR . Tucker, James A, | e . c
TITLE: '+ Non Test-Based Assessment: Trainer Manual = .
INSTITUTION * Minnesota Univ., Minneapolis. National School -
: . Psychology Inservice Training Network. ' o
. SPONS AGENCY Office of Special Education and Rehabilitative ' -
. ++ “Services (ED), Washington,; DC.
PUB DATE 81 '
- GRANT ~. G00784657 . B o
" NOTE' ) 497p.; For related documents, see EC 160 883-884.

- AVAILABLE FROM National .School Psychology Inservice Training

Network, Psychology in the School Program, N532  .
Elliott Hall, 75 E. River Rd., ‘Minneapolis, MN 55455

T ey L ($72.00). o _ v
PUB TYPE "~ Guide§ - Non-Classroom Use (055)
EDRS PRICE MF02 Plus Postage. PC Not Available from EDRS.
DESCRIPTORS Curriculum; *Disabilities; Elementary Secondary :
. Education; *Informal Assessment; - -*Interviews; *School
Psychologists; *Student Evaluation; Workshops
- 0 .

ABSTRACT . . _ _ -
' o0 - The manual presents information for school
psychologists on non-test-based assessment for children with:
suspected handicapping conditions. The information is provided in a
workshop format, with instructions for presenters (objectives,
content outlines, and lesson plans). It is explained that
non-test-based assessment is meant to complement standardized
norm-referenced methods. Each of four units includes a user's guide, -
-script for the presenter, transparencies to be used in the session,
‘workbook activities, and a resource guide. The.first unit presents an
introduction and overview to non-test-based assessment, including
information on variables producing assessment errors and common. .
categories of a comprehensive individual assessment..The second unit
focuses on observation based assessment with attention on data-
collection and behavior measurement. Interview based assesssment is
the topic of the third unit which considers, among other subjects,
irterviewing skills, components of effective interviews, and analysis
of interview data. The final type of assessment data discussed is
curriculum based assessment. Among areas covered are its applications
to reading and mathematics. (CL) : ‘

***********************************************************************

* Reproductions supplied by EDRS are. the best that can be made - *

* . from the original document. *
***********************************************************************




o . . . B . . ‘ .
) . . . c R " . posmon or policy.
. X . . L6 N . . - ) ) o .
- . . o . . . : N )

U.S: DEPARTMENT OF EDUCATION
NATIONAL INSTITUTE OF EDUCATIO_N'
EDUCATIONAL RESOURCES INFORMATION
/ .~ CENTER(ERIC) - ‘
] This document hgs been reprcducod as
received from ma person or urganlzauon
.o orlgma!lng it
-, . . 11 Minor changos have been. made to improve
’ " “repioduction quality. .

®_Points of view or opinions stated in this docu-
. ment do not necessarily represem ofticial NIE

. James A. Tuckei o
S "Module Developer :

Educatzonal Directions Incorporated
' Austin, Texas .

A project of The Nationa! School Psychology Inservice Training Network

“& University of Minnesota, Minneapolis, Minnesota




James A. Tucker
- Module Developer

Educat/ona/ D/rectlons Incofpogated
Aust/n Iexas ’

TRAINER MANUAL

A pro;ect of The Natlonal School Psychology Inservice Training Network
University of Minnesota, Minineapolis, Minnesota

O ST . o

ERIC | 7




"The project presented herem was supported by Grant No. G00784557 from the Office

of Special Education to the University of Minnesota. The.points of view expressed in

- this publication are those of the authors and do not necessarlly reflect the positions of
~ the U.S: Department of Education and no offlclal endorsement by the U.S. Departmeut _

of Education should be mferred o o _ . N

4

- : B ]
e \ 1

" The materlal presented herein is one of three modules developed and produced for The

Natlonal School Psychology Training Network, James Ysseldyke Dlrector

‘Minneapolis, Minnesota - A
. 1981 : S IR

-

Additional copies of this module may be ordered from the Upper Mldwesl Regional

‘Resource Center, 2037 University Avenue S.E., Suite 101, Universily of Minnesota,

Minneapolis, Minnesota 55414. Prices for single and multiple coples will be furnished
upon request.

Moy



E

.

[

.l - Foreword

~ Therecent and signiﬁcént révisi?ns in public policy on the
“education of handicapped students are reflected in the.intent

and provisions of Public Law 94-142. Implicit in the Lawis the"

néed for profound changes in the roles, training, and retrain-
" ing of all public school personnel, especially teachers and
school psychologists, who are directly involved in the place-
ment and educational programing of all pupils with any de-
gree of handicap. Since school psychology is a basic resource
for all educators, the National*School Psychology Inservice

Training Network has been engaged in the development of-.

inservice training materials designed expressly for. the pur-

pose of providing training to practicing school psychologists

.in the use of innovative assessment procedures that will en-

able themto assist the schools and special and regulareduca- :

.tion teachers to comply with theprovisions of PL 94-14%.-The
Network, funded by the U.S. Qffice of Special Education, has
worked for the past two years as a temporary system in support

of the standing structures relevant to the profession of schoo! -

psychology (i.e., State School Psychology Consultants, the

" ‘National Association of School Psychologists, the School Psy-.

chology Division of the American Psychological Association,

the Council of Difectors of School Psychology Programs; State

and Local School Psychology Associations). ---
Broadly speaking, the primary responsibility of school psy-
.+chologists always-has been and will continue to be one work-

ing with teachers to facilitate learning by children. In meeting .
this responsibility, school psychologists bring to education a

rich background in the theory and applications of psychology,
from the principles derived in experimental laboratories“to
- thosederived in clinical settings. Indeed, school psychology is
in some sense responsible and .accountable for making the
principles of educational psychology, developmiental psy-

chology, clinical psychology, and general psychology availa-

ble to school personnel in order to enhance children’s learn-
ing. Throughout this module, school psychology is
conceptualized within this broad context. ‘
School psychologists have had and will continue to have
considerable responsibility for the psychoeducational deci-
sions that affect the placement and programing ‘of handi-
capped children. Currently, approximately 12,000 school psy-

et
<

Q

RIC

Aruitoxt provided by Eic:

thologists are employed in the nation’s schools. Because of the

" tremendous diversity in the natureand level of training which

has been.available to them, school psychologists demonsirate

“considerable variancé in"competency for the functions they

willbe required to tarry out under P.L. 94-142. The knowledge

- base exists to ensure their competency to comply with legisla-
tive mandates; to date, however, no systematic national effort .

. had been made to assure that handicapped children are served

by highly competent school psychologists. . .
" - The vasiance in competency displayed by-school psycholo
" ‘pists indicates the'lack of a consistent conception of theirrole .
and, thus, of preparation. This module, and others prepared by
the Network represent an initial-effort to provide a needed
training resource. e D
Special appreciation is extended to the many professionals
who have'played significant roles in the guidance of the Net-
work and in advising us in our efforts along the way. Many
school psychologists have participated in field testing of these
materials, either at local meetings or at preconvention work- "
sheps held at the annual meetings of NASP or APA. Their
feedback on initial drafts of these materials contributed to a
better final product. Professors Maynard Reynolds and Ri-
chard Weinberg at Minnesota, Network co-investigators, con-
tributed significantly to the initial impetus for this effort. Joel -
Meyers, Professor of School Psychology at Temple University,
spent his " sbbatical during the 1979-80 academic year as Di- -
rector of the Network, being assisted in his efforts by Maureen
Koenen. Jacqueline Schakel did the technical editing neces-’
sary'to produce this final product. .

" _ ]James Tucker, the coordinator of efforts to develop this mod-
” ule, desgrves special recognition for identifying those profes-
sionals who could best contribute to the development of this
- module, and for working so very hard to bring to fruition their .
efforts and produce a product to assist school psychologists in -
the fair assessment of students. -

+ - James E. Vsseldyke
Director
National School Psychology Inservice
Training Network . :
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USER'S GUIDE FOR 180

o

USAGE'SUMMARY,

Rationale

The Introduction and Overview section is - designed to

present the basicassumptions on which non-test-based assess-
ment is formulated. Assessinent is a popular and often contro-

versial subject in education. With the contmumg controversy :

reuardlng, standardized norm-referenced-tests it is easy to sim-

ply ¢riticize what i$ traditionally used. But rather than merely -

criticize, this module is designed to offer adjunctive methods
whereby traditional procedures are maintained and assess-
" rment improvvd by adding other dimensions. Non-test-based
assessnient is not a erldu\menl for standardized, norm-refer-
enced testing but a (‘mnpnnmn to it. The purpose of the Intro-
duction and Overview is to describe the assumptions and
context for non-test-based assessment and its contributiontoa
comprehensive individual assessment. '

User . :
* This section is one of four components of the module on
NON-TEST-BASED ASSESSMENT. It should be presented

prior to any of the other three major sections in the package. .

The short tinie period required for presentation makes it use-
_[ul as a short workshop in which participants have an oppor-

tunity to understand the rationale and format of non-test-

based assessment in general and the module in particular.

Directions to Presenter

While a script'is provided, presenters should be familiar
enough with the workshop so that the script is not Yread” to

the participants. The session will be far more interesting if -

presenters make the workshop their own, modifying the script
and examples to suit their individual styles. Please be aware
that it is often tempting to criticize or condemn standardized,
norm-referenced testing. Such is not the purpose or the intent
. of this module. Non-test-based assessment is.a necessary and
“helpfuladdition tothe appropriate use of standardized, norm-
referenced assessment and professional judgment.-

INTRODUCTION AND OVERVIEW

2,
WORKSHOP OBJECTIVES 3.
. o4,
Upon ((nnpl(-tmn of this lutrodiction and Overview sec- 5.
tion. the participants will be able to: - -
1. Identify the variables that are sources of error in assess-
ment. : R .
2. Cite common categoridg-of a comprehensive individual
dassessment. i
3. Note the three forms of re I('\nn(y ‘that non- -test based
assessment addresses.
-+ Recognize the structure of the NON-TEST-BASED AS-
~ SESSMENT module.
To’ meet these objectives. the learner will: :
—t ()Ill[)l(‘t(' the worksheets for the Introduction and Over-
*view wnrk\]mp _
—participate in the group activities,
- 1&0/Ul

R
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CONTENT OUTLINE ¢

THE ASSUMPTIONS REGARDING SOURCES OF |,
VARIANCE IN"ASSESSMENT

‘A. Student Related*Variables

B. " Examiner Related Variables .

C. Testing Environment. Related Variables

IL. -A CONTEXT FOR COMPREHENSIVE, INDIVIDUAL
ASSESSMENT
A. «Referral to Placement as an /\ssessment Context
B.. Parent Involvement Factors

IIi.. THREE [‘ORMS or RELFVANCY IN ASSESSMENT

- A, Expectancy Factors

B. ‘Situation Specific Behavior
__C. ~Implications for Intervention

V. A SAMPI ECASE ’

V. A BRIEF DESCRIPTION OF NON-TEST-BASED
ASSESSMENT
A. Interview Based Assessment
B. Observation Based Assessment
C. Currictlum Based Assessment

WORKSHOP LESSON PLAN
Materials
1. Worksheets for partic Ipdnts -
2. Transparencies
. 3. Overhead projector and screen
4,

Newsprmt or poster paper and waterbased markers

Sequence of Events

Time Estimate
(in minutes)

1. Welcome and Introduction

............ 5-10
Context and Assumptions of Assessment ., .., 30 .
Three Forms of Relevancy in Assessment 20
ASampleCase ............c.ivivnen. ... 15
Muodule Description and Questlons ceeen e 15 °
TOTAL MINUTES ............. 90
'.'
J 3
0 K -
\j ) <
&
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) PRESENTATION .
NON-TEST-BASED ASSESSMENT:
. AN OVERVIEW

To discover the needs of students and the best methods and

curricula through which to meet those needs have been the
pnmary purposes of assessment. Salvia and Ysseldyke define

assessment a$ “the process ufun(lerstundm(.,th(xporformance )

of students in their current ecology” (p. 4). Spedific to public
schools, psychnlog,u-ll assessment hds been defined as “the
evaluation of an individual using tests, observation, and other
procedures which resiilt in the identification of behaviors or
other criteria to determine.the presence or absence of a handi-
cap for placement for speciul services and/or.the speciﬁcatfon
of strengths and weaknesses and prcuse 'sequences in pro-
gramming services lor intervention''- (Coulter and Morrow,
1978). : :

SHOW TRANSPARENGY 1 .

As you can seze on page 1 of your workbook materials (W-1),
psychological .assessment’ has two purposes:

Identlﬁcatlon/placement and intervention/programming. As
we consider assessment in this module we will be sensitive to
the purpose for which we are using an assessment procedure

‘The definition implies that the purpose of the assessment i
part determines what procedure or test will be used. In this
modulé, non-test-based methods will be emphasized as an
“adjunct to widely used standardized tests.

Each prowdure or method needs to be evaluated by looking -

at the purpose it serves in.assessment as well as traditional
factors such as reliability and validity. - ‘
* Assessment, conceived with the noblest olpurposes (to ﬁnd
children in need and to determine how best to meet their

needs), is based on certain assumptions. These assumptions
affect the validity and mterprelatlon of assessment
‘Procedures. While undoubtedlylmportant these assumptions
are often ignored or obscured in the push’to assess as many
students as possible. Take a few moments to study page 2in the
"workbook, Write-a few variables for’ each of the categories:
student related variables, ‘examiner, related vanables, and
testing environmenl related vanables

Give the participants dpproxunately ‘5 to/7 minutes to . .
complete the task. At the close of the tifne period sa ; ", — -

“Now let's see hpw everyone did..Somgone give me one
item that you listed under student- reKéted variables.”

“Select someone in the audience to fg|unteer a response.
Write it on thé chalk board or on ngwsprint.
K

Collect at least five responses ffom throughout the
. audience for the student variables/category. Theii move
on to the next caiegory—examingr related vanal)les

When you have at leastfive respoiysgs there moveon to the
final category—testing envnronn;ent relatéd variables.

After collecting a few responses/ to the final category and -
writing them on the chalkboard -or newsprint, say:

“Let’s compare what we hyve ;,enerute(l with some
‘commgnly mentlone(l resporses.’

[ /-

Aruitoxt provided by Eic:
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o .

-approach, formal or informal, critecion-réferenced or -

4

[

SHOW TRANSPARENCY. 2

‘Allow time for participants to. check their responses .
against those on the transparency and ¢ opy inforgnation if
necessary.

&)

SHOW TRANSPARENCY 3 .~

Allow time for paltlupdnts check their responses
againstthose on thetrahsparency. You mightask ifanyone
would like to discuss the responses note(l on the,
tmnsparency

SHOW '1‘Rz\NSPARENCY 4

Allow time for pdlllClpﬂlllb to check thelr responses
against those‘on this tmnsparency also. Ask if there are
any questlons . ‘ s

Itis important to remember that regerdless of fhe assessment

norm-referenced, these previously mentioned variables will
affect our descnptlon of the child. In the enthusiasm lor
non-test-based procedures we\should not- forget that these
methods are just as susce|/ble to error. Additional variables
for page 2 of your worksheets are fourd on- pages 8 and 9 of
your worksheets.-

When we begin to describe a'child and his or her particular
characteristics we usuaily haye a framework for organizing

our information. On page 3 of your wdrksheets, you will finda -

ocommonly.used framework as .an exémple.

- 1&0/S1

SHOW TRANSFARENCY 5

You can see that the process begins when a child is

-referred—upper left hand corner—and proceeds wader "

certain circumstances to the point where a thld is placed ina

special prOgram-——lower center . &

[

Pomt to these two places of; Transparen(,y 5.

The ﬁrst step followmg referral is m§ur1ng that there are
observational data available which age peftinent to the referral
problem. As you scan the Zhagvgjn you can see that parent
contacts, in the center portufn areroutine nnd frequent Aswe
begin to cMlect more infofmation on ‘the student in the areas
noted -on the right, pnohtles are establisfied for* our data
collection. Language aml educational information are basic,
and indispensible. Aseyou scan down the nght side of the
dmgram the compr;ehe'nsweness of our descnptlon of the chlld

. increases. . N

We conceive of non “test-baséd methods as integral parts of
assessment, plementary . to ' standa\dwed
norm-referenced tellllmques Observation, a non-test-bnsed
procedure to be dlsﬂusse(l during the workshop, appen\sx%t
‘on the dlagrnm' We recognize the need for a broad range
methods in assa;sment and th1s module is one way

¢ l
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_ expandmg that range for schogﬂ”psychologxsts and othv
" assessment personnel. "

The relrvance ofassessment or, more commonly, testm;, 1 has
been frequently criticized by teachers and parents from threc
perspectives. First, when we assess and réport our ﬁlﬂlnu.,s

. onecomment that may be heard is "you dizln't tell me anything

I didnt already know.” The information was redundant. A
person who makes si¢h a statement prabably had different
expectations for the results;of the assessment. ¢

Second, a persongﬂ'ught reply, =1t doesn’f apply to my
preblem or situatio S this case, we may have_failed 1o
consider situation-specific behavior. When we evaluate any
behavior we must do so in terms of the'environment in which
it is measured and the norms that apply to that environment. It
is crilical to our ‘discussion that we récognize that behavior in
one environment nmv not apply or appear similar i m another
environment.

. Athird comment might be “There is nothmg practlcal lhat[" -

can do from-what you have said.” Many consumers. of
assessment services are interested in what they can dq or’

change in what they have been doing as a “result,of the |

assessment. This third form of relevancy, pmctu.al relevancy,
is particularly nnportdnt when a child’§ m(llvndqu

educatlonal program is bemg, formtlated. ;0

SHOW TRANSPARENCY 6

— " i < - [,
\ oge . !
Given tnese three forms of criticism of the. relevancy of

testing, itis important tc insure that assessment oratleastpart .

of assessment, z;ddresses the issues of expectation, situation
specificity and 1implicatiBns for interventicn. Non-test-based

‘assessment is predicated on addressmg these igsues.

Interview based assessment, the first component in thig
training package, is designed to incorporate the expectations
and concerns of all those who are associated with the referral.
By systematically involving a number of concerned persons
including parents -and the student, when appropriate,
interview based assessment seeks to diminish the possibility
of failing to address expectations.

Observation based assessment, the second component,:

". encourages the direct study of the reTerred student in a variety -
of settings. While behavior rating scales tan be Helpful in .

narrowing the behaviers *of: concern, only ‘systematic

‘observation offers the Yiecessary pre(ﬁsmn on which to hase-

eligiblity detisions and intervention recommendatlons
~. Mischel, in his classic book:Personality and Assessm(‘nt

states, “Glorbél traits and states.are excessively gross units to

emcompass ' ddequately the extraordinary complexity and
subtlety of the discriminations people constantly make.” (p.
Observation based assessment helps us deal with
situation specific beliavior and apply assessment directly to,
the problem.

Curficulum based assessment, the third Lomponent allows
the school psychologist or other assessment person to directly ..

“ measure childgen’s performanze-in the ‘curricula which they

are assigned. Most schooLpsycholOglsts have beel} trained to
qdmlmster and interpret a variety of achievement tests, to
"make inferences about a child’s level of academic functlomng "
We recognize that grade levels obtained from such tests are
gross scores at best but.they are widely Yeported nonetheless.
What relation "does such a score have-to how the ‘child is

N funcuomng in the readngsenes used in the classroom? If we
. try to interprét- the score.on the-achievement test as a

meaningful reﬂect_lon of how the child cau function in a series:
like Keys to Reading, for example, we must make an’

. interpretive leap without any empirical ‘bridge between the

test and the urriculum. If the reading curriculum is changed

. to Distar does our mterpretatlon of the score remam the same?

Of course not!

/ g

/ "\ '

-instructional content in a reading series.’

Yy

,

Jenking and Pany have addressed these itsues in.a simpl
study which-vou or I'could repeat or extend to other grad
levels. They compared the words taught in several curricul
with the words tested in sevéral achievement tests. The
report, “The overlap is reported in terms of grade equnvale
scores that uppear l)oth as ifems on dlMFhM’\.’(-‘l‘llel’lt testand a
" (p. 456)

A}

SHOW TRANSPARENCY 7
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This table i% reploduced for you ou page 4 of yo

L worksheets. Notice the extent of difference for the vgnous tes

for any one reading curriculum; As.you can se®, o child wt
mastered the words from the SRA reading progrin at the fir
-grade Iéyél could score at’g Erfde level 2.1 on the WRAT and 1
on the SORT. Also notice the range, of dlfference for ane’ te
across the reading curricula.

Pnuse to let the partlupants study the table. Answer any
" questions that may come up w1lh refertnce® to the (lata
presented in the table—.

This mformatnon has implications for progra
evaluation—how pccuratd are achievement tests in tellmg us
special edug:alton is working? But specific to our purposes, t!
implications.for assessingindividual students are startling. /
you can seé grade level scores fluctuate depending on th
-series to- wln(;h the child has been exposed and the te
administered. Gtade level is an illusive concept and its u:

nray be damaging in several ways if we base oyr decisionsdle.
on scores from an, achievement-test. <

Ofcourse, no one bases interpretation solely ontést scores
present day assessment. We also report how the ch{

performs on the test. What are the particular skills-that t
child exhibits? Does she or he know all the vowel sound
consonants, etc? This skill information is very important fi
instructional plapning; but weé still may -be biasing o
. appraisal'of the child's performance. We kQ_Mar_d)ffereg
scurricula are structuted and sequenced differently. The lev:
of - difficulty, something we will learn to measure in th
training package, will vary from curriculum to curriculun

The recommendations we make should be embedded in t
curricula to which the child is assigned.

Curriculum based assessment helps us answer the questic
"“What can I do i in the classroom?” by compiling performanc
data directly using the curriculum to which the child
assigned. As you, will see'we can measure what .the chil
knows and doesn't know, and. make )udgments about tt
approprlateness of the instructional match. v
. It is interesting to note that Stanley Deno and others hay
demagnstrated that results of assessment using one minu
directed samples of reading, written expression, and spellir
“"correlaf® highly with standardized tgst results for both regul:
and learnipg disabled children. This” method, terme
formative evaluatioh; is especially suitable for determining
chnlds acquisifion of those skills over time. Because tt
$amples can come directly from' the curricula this could t
conceived as another form of curriculum-based assessmen

;{\re-there any questions? : o
. . . o

Pause to answer questic;ns and discugs the issues briefly.

All of these points will be dealt with in detail in late

sections of the training package. G
P .

>

)

N
Consider this situation, Rick is a third grade boy referred b

--his teachers because he is failing in his academic work. H
1&0/S2_., '
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tw( dmes [rustrated easily and says he is ash.lme(l to-come 1o
school. The teachers are perplt'\e(l because his oral work angd
discugsions in class inticate that he shauld be above g average.
You, “will find the refefral form on page 5 of your worksheets.
Scan the referral and hegin to formulate guestions yml mlg,ht'
haveé regar(lm;, Ric k " .

Both teachers respong that he doesn’'t complete his written
assignments and won't read aloud unless threatened. One
teacher reiterates that she has observed,many temper tantrums

recently. You note thatnot ¢ mnpletmg work is addressed in

question 5 and ask if there is anything tlse thal.Rick does
which they believe he should not do. One teacher says he

2

- - o

pouts and refuses to interact with her when she reprimands
him. He isn'f verbally or physically abusive. he just wont
respond.

Pause to let partu mants rea(l the l‘t,fg#;ll After a few
- " The fifth question is now rephrased\ b
N ,

mrnutes say . . -

—_—

' /he basis of thls referral we=would recommend an
rntervrew as the first step. In this training package. intérview
based assessment can.b¥ used in a number of different ways,
but our purpose in Rick's cagse would be to gather addjtional
referral information and (letggmne the questions which éach
person interviewed iwishes to have answered during the
comprehensive individual assessment. - ~“no.
Two of Rick’s teachers are drinking coffee in the lou nge and Now
agree that this is a good time to discuss Rick. Here are. some of* nore

. Point to question 5 on the transparency

Is there anything else that Rick doesn’t do which you wish
he would-do, in addition to not completing written
assrgnments or reading aloud? They both shake therr heads

are ready to choose one of the con(.erns and maM )

becific. We decideé to investigate temper tantpums, and

-~

the interview questions wg might ask. - . ~*. askDescribe for me what Rick does when he has a tantrum.”
. \ : ! _ TJ teacher whb mentioned tantrums as a concern describes
. i - ick as throwing his pencil on the floor, then following thatby
"SHOW TRANSPARENCY 8

throwing everything clse on his desk. Then lie usually crosses
his arms and sils stiffly for as long as 5 to 10 minutes.
Now we come to questlon b

A

As we review the referral problem descrlptlon we decide
that we want to ask some general questions first and the'1
become more specific as the interview progresses

i

< : ..
" Point 10 question_6 on the transparency

— f -

o

The teacher s response is, “He has been doing it for about six
. weeks now."

Read the first question from Transparency-S_L‘

; —

On#é teacher replies that she only wishes Rick would com-
plete his work.*The ather teacher considers each point and
says that hisadjustinent in class is pogr. He doesn't persist like :”
the ofhers do. She clarifies by stating that he loses his temper
Sccasionally and refuses to do any work. He also wanders.
about the class when he should be doing seat work. As they
each’talk we take notes on what i 1s reported.

X

= — S
o ——

" Péint to questiofi 7 on the transparency

-

“He does it about three times a week I really talk to lnm
about it and he says he is sorry, but it just happens again.’

7

R : kY . Point to uestion 8 on the trﬁns arenc
Read the second question. part 1 (likes) - - an » <RSP Y b

In response to question 8 she rvtaphes. “AsIthinkabout it,it’s
usually during the time he is supposed to be finishing the
comprehenslon questions for stories they have read. He's done
it a couple of times in math, but* mostly it is associated with
reading. I . nn t think he does,jt at any particular time or day of
the week, |-u! 'm not sure.”

As we interview we try to get a thorough descrlptxon of the
concerns and the surrounding circumstances. We also askwa
. ] ] V(-ry critical question of each person we interview.

Again they agree that he dislikes all written asl:lgnments, o . , , :

‘easi ' s
mdtshz% (frrletZrtrl:re other kids, and most of the \eg.,eta les served - SHOW TRANSPARENCY 9—Read the questian
A success that Rick lla(l lately is reported by one teacher - : *

xftar 50'"9 thought. e < - Weare eliciting not only descriptions but also the qyestions

that each person has. What answers\zo they want fram the
agsessment process? These ((uestions' Will help form the bﬂSlb
for further assessment. " .

In"the soction on interview l)ased assessment w.: cover the
purposes of interviewing, the questions to be asked, the
methods for developing' assessment questions, and an
approach to determining eligibility for special education on

. The teachers answer together that he likes TV. He talks about
it frequently. When we probe further, onz teacher says he likes
social 'studies discussions. He talks a lot during that class .
period and usually makes a good contribution. ¢

— e

Read the secon(l part of thie question (dislikes)

N
. .

Point to tlte third question

\

He finished his map. of the United States’first amngng his
social studies group last week. He beamed the rest of the day
ind was most cordial: The other teacher couldn’t think of any -
‘ecent successes. . measurable aspects of definitions of handicaps.

In response to Question 4: " InRick'stase, we woulld:interview as many of his teachers as
- we could; we would alxg adk similar questions of his parents.

- , Point to question 4 on’ the transparency' {Ef:&rsnwlt:{]blellmntgr:tm ualso but we wopld awant t9’d0 other
- [%0/s3 A

-k/'.l
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v . As we hear the descriptions of concerns we can beigin to
«  decide what we want to obseyve in the environments which
are slgnlﬁcant to thereferral. InRick’s case, we might chooseto
obsérve him during reading and count his tantrums or refusals
to do written assignments. Regardless of what we 1n1t1ally
. -choose, it is imperative to observe.

.+ Wechose to observe Rick’s in-seat behavior, his attentlon to
"his book or worksheets during reading seatwork. We also
observed a boy in the class that the teacher said was no special
, ‘problem to her. In that way we could estimate the norms for
. the class. In the observationbased assessment component we:
. deal with defining the behavior, selecting an appropriate
. measurement-technique, depicting what we saw in the

¥ observation 4nd making interpretations.

While observafion based assessment /is seemingly-very -

simple, there are-a number of complications that make
accurate, reliable, and valid observations difficult. The

component is designed to train a variety of personnel to make .

-helpful observations.

Perhaps you are now curious about Rick’s performance in
reading which seems to be an important factor in the referral.
- We might adminijster a standardized readlng test to Rick to find
-out how Rick is reading compared to those in his' horm group.
We could also observe his skills as he took the test.

Additionally, however, wé want to know how Rick is

: performing in the reading curriculum to which he is assigned.

If you look on page 6 of your worksheets: you can- see a

SHOW TRANSPARENCY 10—Riad the definition

-

Each component is organlzed mt five basic parts. Theteq
worksheets and resource; for the participants and a traine
guide, script, and transparency masters for the trainer. Ea
component can be thought of as’ presentmg three levels
skills. Collecting data -is the first leve]. Interpreting what
collected in the assessment is the second level. Training othe
inthe skills is the third leyel of the package. On the d:agram
page 7 of your worksheets you can see the entire packa
described. As vou study the diagram, do you have a
questlons"’ : .

Pause for questions, then say . .

Non-test-based assessment is designed to broaden the ski
of practicing school psychologists, by allowing them to:

(1) dlllsi:over the expectations of those concerned about
child o

(2) - measuze . children’s, behavxor prec1sely in releva
environments, and .

(3) assess their skills embedded in the cumcula to whi
they are asslgned

: description of how Rick read to us from an assigned reader.. The pu;‘]posle for doing ary of these thlngs is, of course,
Curriculum based assessment emphasizes counting knowns; increase the chances of more adequately serving children ai
unkngwns, and “hesitant” words as they are,read. This the schools. This should be the- goal of non-test-based asse:
information, as well as our observation of his performance, ment as presented-in this training package.
allows us to make more specific recommendations and better ' -

= understand his behavior. You will see this page again in the . ,
curriculum based assessment component of this training : :
packages and you will learn to mterpret his performance from . ) .
such data. ., . 1
. - “These three components make up the non “test- based
. assessment tralmng package Non-test-based assessmenl_ls S
. deﬁned as : (, .-
.
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| THE EVALUATION OF AN INDIVIDUAL USING TESTS, OBSERVATION AND
= OTHER”PROCEDUﬁES WHICH RESULT IN THE IDENTIFICATION OF BEHAVIORS
OR OTHER CRITERIA TO DETERMINE THE PRESENCE OR ABSENCE OF. A |
HANDICAP FOR PLACEMENT FOR SPECIAL SERVICES AND/OR THE
SBECIFICATIQN OF.STRENGTHSiAND WEAKNESSES AND PRECISE

SEQUENCES IN“PROGRAMMiNG SERVICES FOR INTERVENTION.

o3

IN SHORT, TWO PURPOSES:

1. IDENTIFICATION/PLACEMENT

—
2
i

2. INTERVENTION/PROGRAMMING

bed
Y

- . . 1&0/T1
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STUDENT RELATED VARIABLES

STATUS OF VISION AND HEARING.ACUITY

ACCULTURATION COMPARABLE TO THE NORM GROUP USED

ABSENCEAOF SIGNIFICANT PHYSICAL HANDICAPS

"% APPROPRIATELY MOTIVATED TO TAKE THE TEST

COMPARABLY FAMILIAR WITH TEST TAKING -

FREE FROM SIGNIFICANT ANXIETY

e



I&0

EXAMINER RELATED VARIABLES

% EXAMINER PROPERLY TRAINED

% CAN ESTABLI.SH RAPPORT WITH STUDENT .
* FLEXIBILITY IN MANAGING STUDENTS

* BASES INTERPRETATION ON ADEQUATE SAMPLE OF BEHAVIOR
% CONTROL POSSTBILITY TO INFLUENCE EXPECTATIONS

* INTERPRETATIONS ARE BASED ON PREMISE:

"PRESENT BEHAVIOR OBSERVED -- FUTURE BEHAVIOR INFERRED" .

‘

17 -

o 1&0/T3
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TESTING ENVIRONMENT RELATED'VARIABLES

FREE FROM DISTRACTTON AND UNDUE NOISE

FREE FROM INTERRUPTION

COMFORTABLE SEATING AND WORKING SPACE

A
“PROPER LIGHTING, VENTILATICN, ETC.

MAXIMIZES STUDENT MOTIVATIONM

T-4

| 1&0/T4
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child is
" referred

COMPREHENSIVE INDIVIDUAL ASSESSMENT
FOR POSSIBLE MILDLY HANDICAPPING_CONDITIONS.

P im

Child is
retained in .
the regular
class with
assistance

" provided to
his. teacher(s)
or to the

~ school . in
general to
enable the --
child to
receive an
adequate
educational
program.

i_

Are observational ‘data .
present?

[

Do all data available
support continued assess-
ment?

°

no

Do parents and school
personnel agree that further
assessment is nedded? .

no

Do parents and school
personnel agree that further
assessment is needed?

Do parents and school
personnel agree that further

assessment is needed?

Do parents wnd school
personnel ‘agree that special

.ed. placement is needed?

obtain observational
data and other. data
that are available on.
. file already

— -

home-school conference

' langdhge dominance,
educational, sensory-

" motor, and psycho- -

liqguistic assessment

home-school
conference_

®

Yes

adaptive behavior,
medical/developmental
‘assessment ’

home-school

conference

'Yes_ -
‘psychological
assessment
(personality

intelligence)

1&0/T5

7

home-school
conference

-

Tucker, J. A., 1977
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' ) CRITICISM OF THE RELEVANCE OF TESTING v | -
1. "YOU DIDN'T TELL ME ANYTHING I DIDN'T ALREADY KNOW"
(EXPECTATIONS)
2. "IT DOESN'T APPLY TO MY PROBLEM OR SITUATION" "~
(SITUATION-SPECIFIC BEHAVIOR) T
3. "THERE IS NOTHING PRACTICAL THAT I CAN DO ‘FROM WHAT YOU HAVE SAID"
(IMPLICATIONS FOR INTERVENTION)
[!.
y )
) o B . . ] . o _‘
- | . 20
-~ 1&0/T6
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GRADE EQUIVALENT SCORES OBTAINED ~BY,MATCHING~SPECIFIC

i

READING TEXT WORDS TO STANbARDIZED READING TEST WORDS -

CURRICULUM | S . " MAT
‘ : + WD WD

PIAT KNL ~ ANAL ~ SORT WRAT

Bank Street Rdg'Ser. o

Grade 1 - 1.5 1.0 0 1.1 1.8 . 2.0
Grade 2 ) 2.8 . 2.5 1.2 2.9 ) 2.7
Keys to Rdg
~ Grade 1 . 2.0 1.4 1.2 2.2 .
Grade 2 - 3.3 1.9 1.0 3.0 3.0
~--.Reading 360
. ‘Grade 1. 1.5 . 1.0 1.0 0 0 1.4 1.7
Grade 2 2.2 2.1 1.0 2.7
. ) ~ * .
~ SRA Rdg Prog. . \\\\ L -
. ' \\\ ‘ \ . . ' .
Grade 1- ‘ 1.5 1.2 . 1.3 - 1.0 ° 2.1
Grade 2 | o 3?1\\\\ 2.5 0 L s 2.9
Sullivan Assoc. - \\\\\g.
Grade 1 1.8 1M L2 | 1.1
-Grade 2 . 2.2 o 2.4 1.1 ‘ 2.5 2.5

-jepkiné & Panny, Exceptional-Children, Mafch; 1978..

S T 1&0/T7 421'
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SAMPLE REFERRAL INTERVIEW QUESTIONS

1. 1IN YOUR JUDGMENT, IS THERE'ANYTHING.IN THE CHILD'S APPEARANCE
OR BEHAVIOR TO RAISE CONCERNS (VISION, HLARING DEVELOPMENT,
ADJUSTMENT, OTHER PROBLEMS) ?

2, WHAT DOES THE CHILD LIKE? DISLIKE" ' Ce -

3. DESCRIBE A SUCCESS S/HE HAD RECENTLY"

4. WHAT DOES THE CHILD DO THAT YOU BELIEVE S/HE SHOULD NOT DO"

5. WHAT DOESN'T THE CHILD DO WHICH ¥OU BELIEVE S/HE SHOULD DO?
6. HOW LONG HAVE YOU.EEEN’AWARE OF THIS BEHAVIOR? -

7. HOW OFTEN DOES THE BEHAVIOR OCCUR?
8. UNDER WHAT CONDITIONS HAVE YoU NOTICED&THIS BEHAVIOR?

/£
9. WHAT HAVE YOU TRIED TO DO AS THE" RESULT OF THHE—HAVIOR" g

ETC. :

00
>

1&0/T8
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WHAT QUESTIONS SHOULD BE ANSWERED DURING THE ASSESSMENT PROGCESS?. ) T
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‘NON‘TEST—BASED ASSESSMENT
i i N

|

A

)

T-10 .

]

THE ‘USE OF PROCEDURES OR OTHER METHODS TO BROADEN THE
HER PERFORMANCE

'
/
!

&

\DESCRIPTION-OF A STUDENT BEYOND HI

A

Dt s

' ON STANDARDIZED TESTS.

N S

| MINIMUM COMPONENTS |
1.  INTERVIEW-BASED .ASSESSMENT

n,

2. OBSERVATION-BASED ASSE
3.. CURRICULUM-BASED ASSES
. A g
. 3
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WORKBOOK FOR 180

REVIEWi FUNCTIONAL-DEFINITION OF
PSYCHOLOGICAL ASSESSMENT* .

The evaluation of an indiv1dua1 using tests: observation
and other procedures whlch ‘result in the identlficatlon
of behav1ors or other criteria tc determine the presence o u
orwabsence of a handicap for placement for special services -
and/ervtherspecification of strengths and weaknesses and
precise sequences.in programming services for interventibn.
In short, psychological-assessment has at 1east‘two purposes:

5 | 1. identification/placement |

© 2. ‘intervention/programming

: S B
. ' o’ . . ‘ e
*. References. » - . - . e

Coulter, W.A. & Morrow, H. W. A handbook on least-biased assessment. <
(prepared for the State Department of Education in Indiana, 1977)
Coulter, W.A. & Morrow, H.W. What is psychological assessment.
Texas Psychologist, 1978, 30, 14-17.

Sa1v1a, J. & Ysseldyke, J. Assessment in special and remedial educatlon.
Boston: Houghton—Mifflln, ]978 -
) l\_l‘ﬂ ] ' . . - . . / ) ) - .
‘ 180/W1 25
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—g— . “-.
Sources of Error in Testing That Could
Influence Interpretation

* . ' t

¢

Many factors can be sources of error when objective testing instruments are
used. If unrecognized by the appraisal professional, these errors could
result in an inaccurate interpretation of tést results., Consider the
variables within the categories below (without regard to ethnicity or

socioeconomic status of ‘the student being tested) which could result I
in inaccurate interpretation. ‘ ‘ A b

Student-rélated variables: . “ -
. T . . \ :
. 4
4 - ’
B s .
\ A
. ) ) j)n
- (l
s a - A
t. 1
Examiner-related variables:, o :
~ . 3 ":' ™
. . ] e “;‘\‘h‘
. .- 7 R ) e
"
AR - ) {
3
¢ . o 7
. . l . ° ! - < .
Testing environment-related variables: oy
T
3
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COMPREHENSIVE INDIVIDUAL ASSESSMENT

]

“child is
referred

.
. s
s \

i . -

. Child is
D, retained in
the regular
‘class with
assistance
provided to
his teacher(s)
or to- the
school in
general to
- "enable the
. child to
: receive. an
adequate
educational
program.

Y.

ERIC

Aruitoxt provided by Eic:

Are obseérvational data
present? -

y ,

' .lYes

Do all data available
* support continued assessment?

7

-
I

Do pafen_ts and school

1&O/W3

&
~I

Possible Mildly Handicapping Conditions -

obtain ‘observational
data-and other
" data that are
available on file v
already - _ ' .

T

-

" home-school
conference

language dominance,
‘educational, -sensory-

<P "personnel agree that further | Yes motor, and psycho- )
« sonne-~ - ———%» | linguistic assessfent |- :
Bssessment 1s neaded? g gu ssess en. o
, home-school.__ . N o
. / conference ./ ' ;
No | Do parents and school x — -
‘|4¢—] personnel agree that further Yes' ' 2da
» | ptive behavior,
'| assessment 1s needed? medical/developmental
- assessment -
No : i ] -
Do parents and schocl | G :ome school .
. . onference
personnel agree that further
assessment 1s needed? Yé . ¥
o - _\\:fi‘ o
B ° ) psychological
\ < — . assessment
{ Do 'parents and school’ (personality .
personnel agree that _special e intelligence) -
. ed. placement is needed? ‘K;“ ) //
=t — - ) \;w‘ home-school . . :
‘_ Yes ) con ference
=~ \.\ . .
" child 18 N : o
. placs-t} Ve



]
GRADE EQUIVALENT SCORES OBTAINED BY MATCHING SPECIFIC
READING TEXT WORDS TO STANDARDIZED READING TEST WORDS
r |

- - 1' g ‘ ' MAT -
S S WD - - Wb - -
Curriculum . PIAT 'KNL ~ ANAL " SORT - WRAT

Bank Street Rdg Ser,

Grade 1 1.5 1.0 - 1.1 . 1.8 2.0
Grade 2 | 2.8 2.5, 12 . 2.9
Keys to Rdg o ' o o L e

.\ - o ’ . ‘ .o .- Q
2,2

Grade 1 2.0 1.4 ¢ 1.2 2.2 .
‘. Grade2 - 3.3 1.9 1.0 - . 3.0 . 3.0

' Reading 360 S \7“\\;

Gradel 15 1.0 - 1.0 1.6 17
Grade 2 C220 T 2.1 - 1.0 2.7 2.3

SRA Rdg Prog. ‘

Grade 1 . CULs 1.2 13 1.0 2.1
Grade, 2 ~/ L3.1 2.5 1.4 2.9 . 3.5

~ Sullivan Assoc. .

h Grade 1 . o,  1.8° . 1.4 ° 1.2 - 1.1 2.0

/( \,:\.\'- .o . i . . » R .

Grade 2. " {22 2.4 1.1 2.5 2.5

[ ‘ ” ; -

. Jenkins & Pany, Exceptional Children, March, 1978
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REFERRAL FOR EDUCATIONAL/BEHAVIORAL EVALUATION
NAME Z/HK/ ' DATE OF BIRTH G- 5- 7/
sex _ MNale | ~_ scHooL ¥ X ¥ f.,&ﬁleﬂ(.‘iz&%

E 3 . TEACHER _“FH.a, W

REASON. FOR REFERRAL ZL&Z 5 a0t L,acALﬂM/m,Méa ud/lddtM

g ) - /4 vy ) - v, .7,
. L.I. /\ 2 A.-.J (AL, CHAANAL D £ - 4.‘.“‘ ‘. A AL . " AA g
AN - {Wana i ud/LéMLd ’ % A0/ b . J .

LIST. STRATEGIES’ USED TO ENHANCE. STUDENT ACHIEVEMENT AND/OR CLASSROOM BEHAVIOR

./)é’/uéz/im dWMWéW%W ‘Zd/
,MWLMJ.ML” 2

CURRENT EDUCAT I ONAL FUNCT IONING:

MMM WAJM) -Mm Ao S aent
WWWJ L2 éod /lmdj/rzg_ 2HA am/%m;g

RESULTS OF GENERAL VISION HEARING, AND MEDICAL SCREENING

UMM

-

{

PLEASE SIGN:

[‘ﬂnzda, (%U}-V..l} > REFERRING TEACHER(S)

, PRINCIPAL

5 M c » COORDINATOR OF SCREENING COMMITTEJ

DATE OF REFERRAL: /2,5’—.79 - o \
' T 1%0/Ws PN Ao Sk




g&@
RICK
8.3 YEARS OLD | |
] ’ L

~ IN THIRD GRADE, RECOMMENDED FOR DIAGOSTIC EVALUATION

», jd,\,'&-'.'--‘-‘*

i ~ CURRICULUM \
,I N . —
] 3 " ASSESSMENT

. *%
THE- RED_TRUCK

. : k% %
"THERE IS A FOREST FAR UE IN THE MOUNTAINS. IT IS CALLED BIG
*%k *k "%k * %k Lkk . ek k%
PINES. THERE IS A LITTLE STORE THERE. THERE IS A 'RANGER

% Kk x * %k k% - *
STATION THERE TOO. IT IS CALLED BIG PINES RANGER STATION.

_ KNOWNS -
T , A )
© "/ . ‘.v o . BIG .
T | .- AR " CHALLENGES
*7/UNKNosz g _ . FOREST . _
s : IN CALLED
- . ;
* HESITANIS.. B Is LITTLE
L . - -MOUNTAINS
_____ RED PINES
THE RANGER -
r UP 1STATION
) oo STORE
A - THERE
j" .
i TOO _ -
~ TRUCK
(First paragraph of Jim-Forest and the.Bandits,'1967);
AR . | - 1&O/W6 - - |
O w3




MODULE II SCHEMATIC FOR TRAINING PROCESS -

OBSERVATION COMPONENT BEHAVIORAL
: OUTCOMES
INTRODUGTION Trainer's Manual for Ob'servation I
TO MODULE II Component {
(Not more o Observation | .~ _ _pObserving
than 1} hr) '
Collecting Obgervation
Data o .
- ——3 | Interpreting ——+ Interpreting
(Level 1) :  Data Observationu
) e (Level '2) )
Tra:ning Others in Observation . — Training
(Level 3)  Others
'INTERVIEW_ COMPONENT - -
INTRODUCTION |~ | Trainer's Maual for Interview
TO MOUDLE IT- Component .
(Not more Interviewing : L —p Interviewing
than 1) hr) S :
] — ~[ Collecting | Interviewing
" ‘Data :
) —»| Interpreting - Interpreting
(Level 1) Data” - Interviews
(Level 2) )
N Tra}ning Others in Interview%n_g bTr;:ining
- (Level ‘3) OF ers
o
CURRICULUM BASED }szss‘k}mm COMPONENT
INTRODUCTION. Trainer's Manua’l/ror Curriculum
TO MODULE II A Based Assess;nent
(Not more » Curriculum ) 5-‘ ——& Assessing in
than 1% hr) RE Based Asses, the Curriculum
Colle::ting ‘ Curriculum
e Data 4| Based Asses -
(Level 1) . In;e'rpretiné ——— Interpreting
Data this Data
y (Level 2) D
Tx‘aining Other in. Curriculum - . -
Based Assessment g::i:ing
(Level 3) i : :
.,
4 ay !
»
. . o
- / R ,,/‘/
! . // - - . .ﬁ
. - P -
S e 31
s - 1&0/W7
o [ : -
Q ‘ ' / ., [ -
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RESOURCE GUIDE FOR 1&0

v

RESOURCE MATERIAL

ASSUMPTIONS REGARDING TESTING
AND ITS INTERPRETATION

I. T. Ernest Newland (1973)

The person administering the test is properly trained to do
so. . : . S
Any test only samples behavior to some statistically satis-

" factory degree of adequacy. We assume that the sampling is

adequate in amount and that the sampling is representative of
area. , }
" The students on which tests of learning aptitude are used

have had exposure to comparable, but not identical, accultura-

tion.
Measurement error will be present in any measurement.
" "Only present test behavior is observed in the sampling
process. , o T
Future behavior is inferred—any such inference or infer-

.. ences presumably based upon observed behaviors. ‘A sharp

O

E

Aruitoxt provided by Eic:

RIC

distinction is drawn between what is observed and what is_
-inferred. :

The school examiner or the school péychologist her/himé_elf
is the crucial variable. It is s’/he who decides what test to use,

- -~

Y
v

knows its appropriateness to the situation.at hand, and is
obligated to help the user of the information produced in a -
psychoeducationally sound manner. A test just lies on the
shelf; it is a person-who decides whether it is relevant to the
task at hand. Disturbingly often, attempts have been made
equivalent to measuring engine compression by means of a tire
pressure gauge. ' S

II. jane Mercer (1977) -

‘If two persons have had equal exposure to opportunities to
learn the materials in a test, and : _

Ifthey-have been equally motivated and reinforced for learn-
ing the materials in a test, and
" If they are equally familiar with tests and test-taking situa-
tions; and- -

If they are free of anxieties, fear, or emotional disturbance

“which might interfere with learning or with test performance,

and

If they are free of physical, sensory, or motor disabilities
which might interfere with learning or with test performance,

Then significant differences in their test performance may
be interpreted as reflecting differences in their learning poten-
tial, i.e., their mental ability. L

DO YOU HAVE ANY ADDITIONAL ASSUMPTIONS RE-
GARDING TESTING IN GENERAL? :



REFERENCES AND' ANNOTATED
,1 BIBLIOGRAPHY: '

The following selections represent an introduction to the
context of non-test-based assessment. While this collection
may appear.arbitrary in some choices, we found these refer-
ences particularly helpful in developing the concept for the

. package. Additional references will be presented in the Re- -

source sections of the three modules.

Arter, ]. A. & Jenkins, J: R. Differential diagnosis—brescriptrve

teaching: A critical appraisal. Review of Educational Re- -

search, 1979, 49, 517-555.

The frequent practice of analyzrng standardrzed test data to
compile instructional prescriptions is critically examined in

" terms of the existing research. The authors note a number of
,assumptlons on which this practice is based and conclude that

g Drfferentral Diagnosis—Prescriptive Teaching.” (p. 517)

Deno 'S. L. & MirKin, P. K. Data-based IEP development: An

" approach to substantive compliance. Institute for Research
on Learning Disabilities Monograph, No. 13. Mrnneapohs
University of Mrnnesota. 1979.

‘Deno, S. L., Mrrkln, P. K., Ghiang, B., & Lowry, L. Relation-
ships among simple measures of reading and performance
on standardized achievement tests. Institute for Research on
Learning Disabilities Monograph, No. 20. Mrnneapolrs
Umversrty of Minnesota, 1980.

Deno 'S. L., Mirkin; P. K., Lowry, L., & Kuehnle, K Relation-
-ships among simple measures of spellrng and performance,
‘on standardized achievement tests. Institute for Research on
Learning Disabiljties Monogruph, No. 21. Minneapolis:

. - University of Minnesota, 1980.

Derno, S. L., Mirkin, P. K., & Marston, D. Relationships among
simple measures of written expression and performance on
standardized achievement tests. Institute for Research on
Learning Disabilities Monograph, No. 22. Minneapolis: .
Umversrty of Minnesota, 1980. .
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“children do not appear to profit from current applications of )

These four reports detarl an approach to evaluating student

‘progress which is quick, reliable and can directly measure the

content of the curricula. They are excellent resources for pro-

gram evaluation.

Jenkins, J. R. & Pany, D. Standardized achﬁevement tests: How,
useful for special education? Exceptronal Children, 1978,
44 448-453. .

This article, discussed in. the overview, presents a cogent
case for examiningtest content comparability with the content
of curricula taught in schools. The amount of overlap between
the two does not yield a helpful match for making reliable
instructional recommendations.

Mischel, W. Personahty and assessment. New York: ]ohn Wi-
ley, 1968.

The assessment of personality is one of the most vague areas
of research yet it is widely used in psychological practice.
Mischel examines the evidence and assumptions regarding

~ personality assessment and makes some surprisingly practi-

cal, and still up-to-date, recommendations..

Salvia, . & Ysseldyke, ]. Assessment in special and remedial
education, Revised Edition. Boston: Houghton- Mrfﬂrn.
1981.

This is an exceiicnt introductory text to psychological as-
sessment as practiced in the pubic schools. Critical reviews.of
many commonly used ‘ests are providéd. Of special impor-
tance to non-test-based assessment are the chapter on assump-"

~ tions and the chapter on 1nterpretat10n

Tucker, . Operatronalrzlng the diagnostic- intervention
process. In Oakland, T. (Ed.) Psychological and educational
‘assessment of minority children. New York: Brunner/Ma/el
1977.

“This chapter describes the assessment process and makes
recommendations regarding a minimal comprehensive assess-
ment. Special attention is given to aspects of nondrscrrmrna-
tory assessment ) .
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USER’S GUIDE FOR OBA =

" USAGE SUMMARY

Rationale .
~ The Observation-Based Assessment component is one of
three non-test-based data collection_procedures presented in
. the Non-Test,Based Assessment Package. Classroom observa-
" tion skills can be used by a person not formally trained in
assessment procedures. Therefore, a'school psychologist can
train a classroom teacher, who is working with the child to be
assessed, to: : . :
1. properly define the behavior to be observed,
2. measure and record classroom behavior, and
_ 3. intervene and évaluate the outcomes.

User- -

_ This workshop is designed_primarily'.fOr school psycholo- -
gists'and through thent other-assessment personnel, teachers, .

teacher aides, or,volunteers. Its intention is to teach the user

" how to define, measure, record, interpret, and evaluate obser-

vational data. The observation results can be used as one part

_ of an educational/behavioral evaluation for determining ap-
propriate curricular and behavioral interventions. '

This component can be presented either before, between, or

after the other two components. They are not designed to be

sequential. It can also be used independently (i.e., without

reference to the other two compénents in the.package). But

when it is used either independently orprior to the other two,

it should be preceded by the special Introduction and Over-
view component that is designed fo prepare the user for all
three of the components. : :

- Directions to Presenter

Althoughi ascript is presented, presenters should be familiar

enough with the component content so that this script is not

_ “read” to the participants. The session will be far more inter-

esting if the presenters make the workshop their own, modify-
ing the script and examples to suit their individual styles.

If the-workshop needs to be shortened, presenters should :

consider shortening the scripted presentation sections and
placing greater emphasis on audience participation, modeling
material and techniques and behavioral rehearsal activities
designed ﬁor each section. -

*-.OBSERVATION-BASED ASSESSMENT
' WORKSHOP OBJECTIVES -

‘Upon combletion' of this Obsefvation-Based Assessment
workshop, participants will be able to:

1. Identify the general purpose for observation- of.students
.. and others in a variety of settings. + -
2. Respond correctly. to questions regarding défining, mea-
¢ suring, selecting appropriate observation procedures, re-
cording behavior and interpreting observation results.

3. Writea four part operational definition of the behavior to .

be observed including answers to the questions, Who?,

What?, When?, and Where? S B
*4. Recognize and select appropriate observational proce-

dures for given referral and observational needs.

5. Record and chart behavior using reliability checks and -

;- .

.appropriate measurement procedures. _
6. Interpret observational results rélevant to assessment

OBA/UlL

and intervention goals. o
To meet these objectives, the learner will:

—Ltomplete the worksheets for the Observation Based Assess-
ment workshop. | :
—participate in the simulation activities:
Activity 1. To provide practice,in defining behavior
Activity 2. To provide practice in collecting data and
measuring observable behaviors.
Activity 3. To provide practice in selecting appropriate
C .measurement procedures and recording tech-
niques. : o )

—meet 90% criterion on written instant replays concerning
information and application of the workshop's content.

\

1
2

CONTENT OUTLINE

[ OVERVIEW - .. |

A. " General Purpose of Observation-Based
Assessment. ., '

B. Major Components of Learning Observation Skills

.. (Form Step Model) :

1. Defining behavior
2. Measuring and rec:f!rding behavior
3. Interpreting obsegvation data -
4. Evaluating observation data s

'C. Some General Advantages and-Limitations of —
Observational Data. - ™

D. General Introduction of Skills to be Presented
{Overview of Workshop Sections).

II. INTRODUCTION TO OBSERVATION AN
MEASUREMENT :
A. Defining Behavior
1. Who?
2. What?
3. When?
4. Where? -
5. Reliability checks for definitions.
B. Collecting Data and Measuring Behavior
. Anecdotal records. 8 o .
. Direct measurement of permanent products. .
. Frequency counting or event recording.
. Duration. - ’
. Interval recording.
. Time sampling.
. Reliability checks. -

N b W=

III. INTERPRETING OBSERVATION DATA
A. Charting Behavior. a
1. Establishing baselines. . v
.o a. ascending. o o, :
-b. descending. AN R
c. stable. Co
"2. Assessment of intervention procedures.
“a. AB designs. .
_b. ABAB designs
c. ABC designs. ‘ =
d. Multiple baseline designs. .
‘B. Obtaining Comparative Data. . -
1. Establishing minimum objectives.
. 2. Observation of peers. L=
3. Observing teacher behavior. i

35
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. TRAINING OTHERS'IN OBSERVATION
.. A. Suggestions for Introducing Basic Measurement
i Procedures in Workshops.

B. Obtammg Observational Data.

17 Helping teachers select a measurement
procedure.

2. Obtaining reliability checks.

C. Using the Results. -
1. Direct intervention.
2. Assessment of progress

V. SUMMARY

WORKSHOP LESSON PLAN

Materials

1. Worksheets and Instant Replays for each participant.
2. Transparencies and Grease Pencil(s).
3. Overhead Projector and Screen.® .

Sequence of Events

i Time Estimate
(in minutes)’

1. Welcome and Introduction...... e e 5-10

2. Presentation: Module Objectives and ‘ :
Overview of Observational Skills......... W 7510

e -\
x

-

-

OBA/U2 -

. Presentahon Introduction to Observahon and

Measurement...............c00 .

Activity 1: Practice in defining behavior. . . . .. .

Instant Replay (optional} ...,..........

. Presentation: Collecting Data and Measurmg )

Behavior............... 00t
Activity 2: Practice in collecting data and

measuring behavior. . ... e e
Instant Replay (optional) ............ e

. Presentation: Selecting Appropriate

Measurement Procedures and Recordmg

Techmques ............................
Activity 3: Practice in selecting appropnatx

measurement procedures and recording

_ techniques.....................ouele, :

- Instant Replay (optional) ..................
. Presentation: Training Others in Observation
Skxlls ................................. '

REFERENCES

Hall, R.. V. Managing behavic: series-(Nos, 1, 2, 3) Lawrence,
KS: H & H Enterprises, 1974.
Hall, M. Responsive parentmg Lawrence, KS: H &HEnter-
prises, 1978. .
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~ SCRIPT FOR OB

PRESENTATION :
COMPONENT OBJECTIVES AND
' OVERVIEW - .

" OF OBSERVATIONAL SKILLS

During this workshop we will cover. observatlonal sklllsfor

use in the classroom and in other settings. You will receive

background information on how to define and measure behav-
" ior, how.to chart and record results, and how to select appro-
_priate observation technjques for specific behaviors.

- The session will last approximately
* General information-will be presented; you will part1c1pate

in activities designed to help you apply the 1nformatlon and
- written instant replay activities at the end of'each section will
help you be sure you are receiving the information needed to
use observation skills. If at’any time you haye questions or
concerns; please feel free to r_aise_them fo'rrdiscussion.

© SHOW TRANSPARENCY 1 (T—l) -
Go over the transparency with the part}élpants point by
. point. . I

tent of the workshop?

These ob)ectlves are designed to prov1de a background for

- the “Basics” in observation skills, and to help you apply those
skills or train others (such as teachers or a1des) toapply them.

Are'there any questlons about the purpose or §eneral con-

l
{

Answer Questions;

Hand out participant's materials
) f

PRESENTATION: '
INTRODUCTION TO OBSERVATION AND
‘ ME'ASUREMENT

This section of the p\_resentation can be adapted by each
trainer to present his/her own experiences and examples.
The introduction proyided below features one given by R.

Vance Hall and Marilyn Hall, the primary content devel

opers OfothlS worksh p.

We will start our workshop with~a short discussion of the
practical applications of observation skills.

- Thefollowing experience is related by Vance Hall, one ofthe'

primary content developers of this workshop:

“When I was a tea€her, there were many times when [
coulcn’t help kids. Then when I became a principal, the
parents and teachers came to me for help, and:again I was
frustrated because I was often unable to'tell thietn specific
things they could do to help the kids. One of my second
grade teachers had aboy in her room named Mike. Mike had
learning problems and was very disruptive in her class-

.room, so the teacher referred Mike to me. I did all the things -

that principals usually did. Ilooked at the permanent record
and found that he had been tested and retested and that he
. had had problems since kindergarten; I made the usual
suggestions; I even v1s1ted the teacher and Mike in the class-

OBA/@ .l | o "

A

roomi and talked with the teacher afterwnrds Several weeks
later [ asked the teacher, “Is Mike doing any better?” She said
she didn’t see much change.

- So we called in the school psy(‘hologlst He tested Mike
ajjain and looked into his medical history. After he finished
his assessment we had a staff meeting which included the
teacher, the school nurse, and others. We talked about the

' - school' psychologist’s report.

-As-I'remeinber it, the psychologist reported that the boy
had anumber of behavioral problems and learning problems

. and suggested a number of reason$ why this might be. There

was some evidence that because of convulsions after an
illness there might be some “brain dysfunction,” which is
what we called it at that time. Mike came frém & divided
home. It was suggested that he might be blaming his mother
for the breakup in the home and be projecting his feelings
toward his mother to the teacher. There was also Slbllng
rivalry. He had an older sister who was doing very well in
school. There were a number of such conditions which

> might be contributing to his problems in school. The school

psychologist reported that the teacher was doing a good job,
trying to teach Mike at the appropriate level. Finally the
psychologist reported that Mlke needed a lot of attention
and support.

At the end of the conference, the teacher sa1d to me, “You

- know, I really appreciate what you've done.” And to the
- psychologist she said, “And I really appreciate what you

have done, but you haven’t told me anythingI didn’t already
know. I'in afraid what ‘you have told me doesn’t give me
anything specific I can do to help Mike.”

And reallzed when she said that, that it was true—that
even though sometimes we do help, very often we simply
repeat back to the teachers what they already know. As a
result of this and other similar experiences, I was even more
frustrated. ,

Sowhenl dec1dedlo go back to the Un1vers1ty of Washing-
ton, I décided to take all the psychology courses I could get. I
really)) w?tnted to learn more about behavior and ways to help
kids. l\earned different personality theories. I learned dif--
ferent ways of looking at behavior. I learned about testing,
But these courses still didn’t give me specific things that
could help teachers and parents with the problems of their
kids. .

At the t1me I was pr1nc1pal of a school for brain-injured
and retarded kids—that is what they were labeled then—at
the University of Washington. Manyof the kids in the school
also had been labeled autistic. Many.of them had been there
a long time (two to four years) and the1r records indicated
very little change during that time. /

F1nally, at the end of my program, I needed three more
credits in psychology to complete my minor. I happened tg
take a course because it came at the right time of day, and-it_.

.counted for three credit hours. It was there that I learned

about a different approach to behavior. Behavioral -ap-
proaches were just coming'in then. The course emphasized
precise observation and measurement. This approach gave
me the opportunity to deal,with behavior more directly and
to use more spec1ﬁc procedures than we had used in the "
past.

So,Ibegan worlung with teachers and parents te see if this
new approach would work with_the special kids we had in
our school. It worked. We were able to make changes ini-

. behavior in a matter of days and weeks that we hag not been

able to accomplish in months and years before. I had found
some thlngs that really worked.

~
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" some of these kids.” x

‘In the following example, Vance Hall describes a specific
case in which observation techniques were nsed to inter-
vene in a regular classroom situation with a third grade
boy who had marginal to poor in-class study skills. This
example may be used with the accompanying transpar-
-ency (T-2) to introduce Defining Specific Behaviors to be
Observed. Trainers, however, are also encouraged to de-
velop their own illustrative cases if this will enhance their -
presentation or be ‘more relevant to the participant’s

- needs.

At first we were told it couldn’t work in the regular class-
room, but one principal saw what we were doing, and said, “I
don’t care, what they say downtown, I'll arrange for you to
come aid work jn our school, because you've really helped

I met with him and his teachers. I told theff there might be

* some. procedures we had that would work in a regular class-

room. One teacher, Natalie Barge, who was’a good teacher, :
said, “Yes, you can come into my class.I have some kids that"

aren’t learning very well.” That wasn't surprising because at -

that time she had 43 third graders from a low socio-economic

area in her class with no teacher aide. '
Natalie pointed out one boy whose name was Robbie. She

reported that Robbie was very disruptive and said, “If you can

_help Robbie, you can do something with any kid.”

The firdtthing we did, of course, was to go into the classroom
and observe. Ms. Barge said he never studied. We observed
Robbie and recorded his study behavior. Every 10 seconds an
observer recorded wheiher or not Robbie was studying.

We discovered that he was studying part of the time; he

wasn't studying very much, but 28% of the time he was study- -

ing. . v
The rest of the time he was doing all kinds of inappropriate
things like punching holes in a milk carton, sliding the carton

over his desk, throwing wads of paper and other small objects -

at students seated.nearby. Without-going into great detail, I'll
just mention that after the seventh day when we had obtained
what is called a “Baseline”, on Robbié’s study behavior, we
realized that observing just Robbie’s behavior was not
sufficient. At that point we began recording the teacher’s be-
havior also, and we found out that the teacher only paid
attention to him when he was doing these wild things. She
would scold him, tell him to do his work, and so on. It seemed
to us that she was reinforcing his inappropriate behavior. So.
we asked her to ignore his inappropriate behavior and attend

“to him systematically when he was engaged in appropriate

behavior. v
‘You ce 2 guess what happened to his study behavior. During

the “reversal stage™ we got her to quit the intervention proce-
dure and go back to scolding him and getting after him. Of

course, then his study behavior decreased again.

Then we reinstituted the attending to him when he was
working—his study behavior went up again. By the end of the
semester, for the very first time, Robbie got something besides
a“D” oran“F" on his report card. He got a “C"” in spelling and
a “B” in math. For the first time since he entered schoo! he got
an “S” (satisfactory) in citizenship. He’d always.gotten “U”
before. The -approach seemed to make a real difference for”
Robbie. : o S .

Wéreplicated this particular study in a number of schadls. I
think .this was the first study which used these systemnatic
procedures in a regular classroom..It is considered a classic
study and has been cited over 400 times in the literature. It is
the Hall and Jackson study, for those of you who have seen it in
psychology books or textbooks. : o

—

* That gave us our start. We soon had a reputation, and other

_teachers began asking us to cofig into-their classrooms. We

Q
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carried out studies at the secondary level also, and found that
some of ‘the procedureg work\e(l there as well,
i

o\
SHOW 'I'RANSI’/’\RENCY 2 {12y -

M
- Now if you will turn té your hugydout. we are going to look at
some of the basits. On page one ofiyour handout is an outline. .
We are going to go through that outline with the help of several
transparencies.

Incidentally, copy for the tr_nngpareucies is available so that
if you ever Warit'to give an inservice workshopin your district,
you can obtain a set of presentafion materjals and activities to.
choose from in making up ybur own workshop. ,

We're going to talk about the measuremrent of behavior. But
we are only talking about behaviors thatare observable and
measurable. Remembeér those two points. .

The first thing we do if we have a behavior problem is to
define, or get a description of, the behavior that we are
concerned about. We want to pinpoint that behavior, which
we call the target behavior. We encourage teachers and parents *
that we work with, not to use nonspecific terms like anxiety,

_hostility, and aggression, but to translate those things into

behavioral terms so that we can learn what they: mean. What"
are they really talking about? Why do they think thata child is

aggressive or hostile? What are the behaviors that can be -

pinpoirited? We teach them to define those behaviors so they

_ can tell us exactly what it is that they are concerned about.

(Point to. trangparency T-2) A Good Definition of Behavior
Answers These Four Questions: o ,
1. Who? : e - ; S
2. What? ) A\
3. When?
4. Where?

In the case of Robbie—the case we discussed a while ago—
the “Who" is Robbie, a third-grade boy in Natalie Barge’s class.

‘In terms of the “What” question, you remember that the
teacher reported that Robbie did not study. We called it study
behavior then, but these days we would be more likely to call it
attending behavior. You also remember that'we pinpointed the
behavior exactly, so that we knew what we meant by study
behavior. With Robbie, it was an orientation toward assigned
course material, primarily reading and math. Since we ob-
served him.mostly during math period, we focused on the

- math materials. We defined study behaviors as looking at the

teacher when she was lecturing, looking at another classmate
when the classmate was answering a question in class, or
responding to the teacher’s request—"Robbie, will you bring
your paper to me?” . ' i .

So far we know “Who?” and “What?".

Even though- Natalie carried out the assigned procedures -
throughout the whole day, our observer was oxly there during
30-minute observation sessions during the math period from -
9:00-9:20 ini the morning. So, “During the first:30 minutes of

* ‘math class'! tells us “When?”.

“Where?” was a third-grade classroom taught by Natalie
Barge. So a good definition teils you those things: Who, What, .
When, and Where. Don't forget it. Are there any questions at
this point-about defining behaviors to be observed? '

-

ANSWER QUESTIONS

Ask participants o look at. - S

1.B. of the handout

At this point in our agenda, we have finished defining and
pinpointing, and we are ready for another specific case—Sim
Houston. This is a story.about a fifth-grade fellow who was

-

@



having some trouble, un(l we wilt work throug,h his case using
the information we have learned so far. U
“There may be many reasons why Sim is all hung up on his

aches and paing, but what is really going on is that thcbovisd{

the fifth grade a'nd he’s missinga lot because he’s not in scho

At least. initially, the teacher probably can't do much about

that. It would involve working with the parents and teaching
sthem. Hopefully that will huppen. but the teacher, the school

psychologist, or whoever, is concerngd with the fact that this

fifth-grade boy complmns regularly, ay in and’duy out, about

his aches and pains.

Looking for a behavioral definition, we have to answer the

- four simple questions: . -

Who?  Sim Houston. '
*What? Complains, and thrs is sort of extra but “about his
rachesand pains”. That's what he complains about,
and that's the only thing that the teacher would be
recording. She will not record his complaining
bout the work being too hard, or sor¥®6ne kicking
him, or any other behavior. Sim Houston com-
_ plains about his aches and pains.
When? During the school day.
Where? In the fifth-grade classroom.

As you are working with teachers and parents, have them

" talk about what they are concerned about. Then you focus in

Q
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on the simple who, what, when, and where questions. When,

you finish you have a behavior® definition and one that you
can actually,observe and measure. And, of/course, measuring
_the defined behavior is the next step.

" 'Do you have any questions about oufr deﬁnmon of Sim
Houston's behavior?

out and then 1.D., wkich is the first parnticipant activity. In
doing 1.C., participants are to descri
. iorthey have encountered ina classroom situation, either
" their own classroom or classrooms they have-6bserved or
worked in. This activity can be done individually by each
person working on their own definjition for five to ten
minutes, OR you can break the pa tlclpants into small -
. groups of two, three, or four perso s each. Have them
" develop a definition using thefour " questions. If done
individually, have the participants share .their
definitions, but if done in groups, Have one person from

. ] :
Next have the workshop participants %0 1.C.in the hand-

a problem behav-

spective groups. Give positive supportive feedback re-
garding the1r accuggte use of the four part definition. -

each group present the definition ?Jeveloped by their re- '

At th1s p01nt we are going to do Some practice exercises in .

. deﬁnlng and pinpointing behavior. First, we are going to.do'a
brief exercise on developing a definition of an observable and
measurable behavior. After we finish with that and discuss the
outcomes, we will practicz observing a specific behavior. Let’s
take five minutes or so and think of a typical complaint that

you might get from a teacher about a common behavior that .
occurs frequently in the classroom. Think of one that you have
" experienged, or make one up and then come up thh the

behav10ral deﬁnmon

Allow 5-10 minutes for the partxclpants to work individu-=
ally or.in small groups, then discuss their answers by -
giving feedback on how accurately the four “W"” questions
were addressed..Ask whether there are any questions.
Next do Activity 1: Practice in Defining Behavior.

K Do Act1v1ty 1

-4

AC TIVITY 1 o

NOW YOU SEE IT AND NOW YOU DON'T
Handraising: A.,l)cmonstmtmn
m Belmvmr Definition

-

Purposc 1o provulc prn(,tme in defining behavioraccording to
a specific set of agreed-to criteria,

. . | ..
Time: 20 minutes: Introdudtjon........
- . Activity. ... o0 ou 0
. Analysis ..

5 minutes *
10 mmutes
5 minutes -

.......

,Group .Srze lelted only by the trmner,s ability to manage the-

group's attention.
Group Structure: Almost any group arrangement is acceptable .
so long as the trainer is visible to all participants.

Physical Settmg The room in which the workshop is con-
ducted is usually acceptable. It is essentigl thatevery pdrtm- )
. ipant be able to see the trainer clearly.

-.Matenals Chalkboard and chalk or butcher paper or news-

print with’ marklng pen.

Overview: The participants are gsked the number of h p(@
ing behaviors of the trainer in a 45 second observation per-
+ jod. The trainer then asks for frequencies from the group at
large. Following the realization that there is variance in
-scores, the!trainer assists the group in deelopmg a more
precise definition. The handruislng observation session is
‘repeated for 45 seconds. The trainer again elicits frequency
counts fronf the group. The point can be made that no matter
how simplé the label of a behavicr there is stlll a necessity

for a precise definition. N |

Process: - 11
1. Announce to the Group Now I want you to practice a
s1mple behavior observation. The hchavior-is handra1s-
ing. . s
. 2. Appoint someone to ‘bea tlmekeeper or keep‘hme your-
- self, Say: Count the number of timés I raise my hand for
_ the next 45 seconds. Ready? Go. :

Look at your watch or cue the timekeeper.

3. You should begin raising your domiinant hand over ycur
head. Dot at least 5 times. Thentaise  your oppositehand’
_over your head at least 3 times. Then raise both hands.
Drop.them, Then raise your dominant hand only to your
shoulder 4 times. Next raxse your opposite hand to your
shoulder 2 times. Fxnally. raise your dominant hand to
abnut eye level 3 times.

4. At the end of the 45, second obs tion per10d ask the .
timekeeper (or do it yoursel f] t record the frequency
count. First say: Sbmeone glv ‘ie your answer. How-

* many handraisings did youcount? - .

Record their answer on the chalkboard or paper Next ;
ask: .
‘Who got somethlng different?

Record the answer. and then ask: Did anyone get some-
thing different from either of these?

Continue to ask for differént re'rspanses and record them.
If the audience is larger than’12-15 participants, con-
clude the recording by askxng, “‘Who got less than 5%,
“Who counted between 5-8, Qor 10 11 or12, 13- 15 more
“than 157"

‘Count and record all responses Save the answers for the
“Analysis” section of this actxvxty

- 5.. Ask the group if the handraising behav10r they ]ust ob-
\ served conformed to the standards of who, what, when,
3 , . . .

5 g
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and where, The answer is obviously “no™ Next,nsingthe  the observers, Thoe title of this.ectivity—"Now You Sve It and

. * chalkboard or newsprint, write:, Now You Don’t—emphasizes that the rellability of any obser-
Huudl‘uisiﬁg—' . ’ *+ vation mustfirst start with as precise a behavioral definition as
, ‘ possible to insure reliable observational results. The four “W”
Wl“”’ ' ' . questions, who, what, when, and where, are integral parts and
What? ) - a'first step toward insuring valid observations. S
. When? . ) o L ,
E Whore? - Cautions und Pitfalls: Successfully illustrating the need for a

precise behavior definition in the “handraising”. activity

Now tell the participants you are going to define “han- greatly depends on how well the trainer(s) model(s) the se-
draising” for them according to the 4 “W” questions. Tell  quonce and the precise instructions for both observational
them-also that when you huvb@agne that Pou will give  gessions, Also, if a poor level of agreement results in the
themn another opportunity to ob&8fve the same behavior  second observation session after the four “W" questions for
sequence as before, this time counting “handraising” “handraising” have been addressed, a third session may be

behavior according to the behavi_or definitioni you have needed. Tlie “handraising” definition may need to_ be.

given then. : . + redefined even more precisely using the four “W” questions,
Write the following on the chalkboard, using the outline and the participants asked to observe and count “handraising”
that you hafe just placed there, reviewing the gssential  according to that refined definition. The purpose of this activ-

parts of a behavior definition as you go.
Handraising—:

ity is to illustrate how important a precise behavior definition
is in obtaining reliable and useful observation results.

Who?  Your name, Workshop trainer ot
What? . Handraising-Raising the right hand over the

: . head above the ear-line. ' »
When? During Activity 1 for 45 seconds. ¥
Where? Workshop .presentation room

ANSWER ANY QUESTIONS FROM ACTIVITY

Administer First Optional Instant Replay ™ ™
Allow 10 minutes to Complete Instam Replay

‘

6‘.’;'Ask;the group to be ready to observe you again as you do
.the samne handraising behywviors. Teil them: -

N

Count the number of times Mwise my hand for the next 45 We are now ready to try a short “Instant Reply™ which requires

'secqus:'Be sure to use the behavior definition of “han- you to apply what has been presented so far. Turn to Page 1-3
draising” we have developed. Ready? Go. : in your handout. - .

Look at your watch or cue the timekeeper

- 7. Begin raising your doininant hand over your head. Do it at
: least 5 times. Then raise your opposite ha d

We have concluded the presentation and activities for the
“Introduction to Observation and Measurement of Behavior. -

Take about ten”minutes to answer the questions on the
worksheet (pages 1-3), At the end of that time we will go over
% over your the answers and answer any questions you might have.

; .

head.*Do that at least 3 times. Then raise/both. hands.
Drop them. Then raise your dominant hand only to your
shoulder 4 times. Next raise your opposite hand to shoul-
der level 2 times. Finally, raise your dominant hand to
about eye level 3 times.

REFER TO INSTANT REPLAY KEYS FOR ANSWERS
- . Discuss Instant Replay Answers
Answer Questions

-1

2

8. ‘At the'end of the 45-second observation period, againask
the group what their counts were. Record their answers

* on the chalkboard or paper. Be sure to read the section on
“cautions and pitfalls” at the end of this activity regard-
ing the results of the second handraising ‘observation

eriod.
p - o .o

Analysis: - ' ’
*... Have the group discuss the following questions:

Did more ofrus reach agreement on what to observe during

v

' PRESENTATION:

COLLECTING DATA AND MEASURING

'BEHAVIOR

So far we have talked about and practiced -ways of deﬁn.ing

the sécond handraising observation period? : observable- behaviors such as study behavior, handraising,
What was the behavior definition for “handraising”; did kicking or hitting, etc. Now we are ready to look at some of the
the definition follow the who, what, when and where  methods or techniques df measuring behavior. - '

format? .,

D)

How much variability was there among the frequency’
counts from’the first to the second observations?

+* Was it easier to recdrd frequencies with a more specific’

SHOW TRANSPARENCY 3(T-3)
Go over it point by point

definition? ¢

Did the reliability (percent of agreement among partiéi- " The {‘\necdo'ta! Hebprd is an interesting and, helpful tool to
pants’ frequency counts) of the observations improve "~ Start with, especially if a teacher doesn’t know exactly which

given? . : S
Among the issues and points often raised with respect to
observing and measuring behavior, are the difficulties in ob-
‘taining a precise operational definition of the behavior and
‘establishing a sufficient level of reliability across observers. Be
sure to stress the importance of redefining a behavior to be

observed until 80-100% agreement can be established among of

. = “'OBA/S4
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Aruitoxt provided by Eic:

- teachers have other thin
help.them pick a span of time that is realistic—five minutes in
.-the morning and five minutes in the afternvon—or a sample of
. time when they can spend some time writingdown everything
- as it occurs. The advantages, of course, are to get an overview

when a more precise definition of “handraising” was ©f many behaviors to choose or how to priority rank them. An
. L : - anecdotal record consists of a brief writteri description of just
about everything that happens as it occurs. But remember that .

gs to do besides recording data. So

the child’s behavior during that sequénce. But -the

3 . . C
0. .
. oo o

o



. ) 7

.dlsadvantage is that it requires coniinuous obserthon It is

1mpossible to writedown everything, and you will find that it

“is easy to get behaviors mixed up in such a report. It is'a

cumbersome process, and it isn’t very precise. But it can be

useful. . . -

SHOW TRANSPARENCY 4(T-4) .
7 Go over it point by point

Teachers may be the originators of et Measurement of

Products because they have grade books, attendance records,
and the like. Direct measurement of a product is only possible

. when the behavior leaves something behind that can be

Q

E

Aruitoxt provided by Eic:

RIC

recorded. There are many examples. Anythingin a grade book,

.assignments on time".

w5

o :
time! Then if you carry out a procedure designed to get him to
take his.thumb ont of his mouth, your frequency count may
show that he now puts his tlmmb in and out'of his mouth 10 °

times a day. You have succeeded in getting himi té take his

thumb out of his mivuth at least afew times, but ydﬁ's\frequem.}
count makes it look like the behavioris increasing (fProm once:l
day to ten times a day). This is just an example of one of the
réasons why we learn a number of measurenient procedures. It
isimportant that we.use the procedure that really tells us what
we need to know. &
Another important consideration is the case W1th which a
procedure can be used. An example of a behavior for whith we
would be interested in duration and latency is “completing
] If working with a child who is very
slow, the teacher might use the wall clock to time how long it

. takes the child to 'do an assignment that should take five
generally speaklng,ls aproduct. Spellingwords or the number - ¢ 5

of units covered in math are also examples of products. Direct .

minutes. Mayhe it takes this child 25 minutes. So we keep a
record of tHat over time.

measurementof such products can be useful because, teachersw ~—-One advantage of using duration or latency as the basis for

are used to keeping this type of data for other purposes. It is
therefore easy for them to learn to use the same technique as it

. relates to the measurement of behavior. An advantage is that it

is readily -available. You can go back and check up on how
accurate you were, e$pecially ‘with such data as grades on a
report card.You can easily have someone else check the data
as a measure of reliability. It doesn t interfere w1th teachlng

"SHOW TRANSPARENCY 5(T-5)
. Cover each point

-Beyond the permanent product, we getinto the observation
of overt behavior. Frequency Recording is one method used by
teachers and parents to record a great number of behaviors.

~ Anything that can be tallied is amenable to the frequency

count. One useful procedure is to have teachers just put a piece
of masking tape on their arm. They almost always have a
pencil with them, and the tape can be written on e:sily, thus
making it easy to make tally marks. Another method is to use
grocery store counters or golf counters.

_ Some creative kindergarten teachers and parents do thlngs

like put on an apron with a pocket of navybearns or popcornon

one side, and simply move themoverto the other pocket one at
a time. There are all sorts of creative ideas for taking a
frequency count. Of course, teachers can continue to teach.
The observation is not always as reliable as we might like it to
be, but they're teaching while they're doing it. -

A frequency count really lends itself to use by teachers

because they can countbehaviors while theyteach, especially

if they are obvious behaviors. It is also very useful for parents.’

So.we don't-talk much about anecdotal records. We stress
frequency counts—current products. Parents have used the

technique to carry out studies on behaviors like picking up .

clothes or doing chores. Getfingkids to do chores is one/of the
most frequent problems mentioned by- parents.

— =
SHOW TRANSPARENCY 6(T-6)
L Cover each ‘point

measuring behavior is that there are some behaviors for which

occuT. The disadvantage, at least for some behaviors, is that

““almost coutinuous monitoring may be required. ;
Show teachers different techniques of-measuring behavior

for different problems. If the ‘problem they are looking at-
involves academics, then direct meaurement of products is
probably most appropriate. The behavior does something that
you can measure directly. When the problem involves

“

SHOW TRANSPARENCY 7T 7]
Cover aU points

Time Interval recording is- another procedure which

teachers can sometimes use, but which is generally-more
useful for someone, like a schoel psychologist, who cangomto

- it is more important to know how long than how often they - "

knowing how long the behavior lasts,then the measure‘nent of '~
'duratlon and latency comes 1nt0 play. '

the classroom and just observe without also having to teach. - :
This is the procedure that was used in a lot of the studies that
- pioneered this field. It isthe onewe used w1th Robbie to record'

study behavior. )
In interval recording we decide on a recordmg penod and "
divide it up into equal segments: Then we record whether or

‘not a behavior occurs in a given time interval. If the intervals

. effectively by this method. -

" Another useful kind of recording procedure has to do with -

duration or latency. There are some behaviors for which we
are not so interested in how? frequently they occur. We are
concerned with how long the behavior lasts or how long from

the time the teacher gives an instruction the .behavior is -

completed. A good example of this is thumbZsucking. You

decide you are going to count how many times a kid sucks his-

thumb dunng the day But you discover that he puts itintohis
mouth in tﬁe morning and takes it out at night—count, one

- - _OBA/SS-

. oy . .
are made long enough, 'many classroom belaviors are most
easily observed by this method. It is an on- going measure. In

some' studies with preschool children, crying behavior is -

observed using interval recordings. 'Ialkmg outein class is
another behavior that could be observed and recorded

Very often, however, the procedure. requires an ?bserver
other than the teacher. That is why the school psycholbglst
may be needed. If the timed segment is small it requires
somgdne who can contmuously observe; thus it would be
impractical for teachers in those instances. Here is a specific -

> example. You take the period of time you have for -the"

observation, say one minute, and divide it up into 10 second:
intervals, 15 second intervals, etc. Let's. say we are interested
inattending behavior and the symbol for thatis “A”. If, during
the interval, the student is altending appropriately, you mark
down an “A"” for the interval, and then go on to the next
interval. Let's say the attending behavioer was not occurring
during the second interval, so you make a dash. Over. a
minute’s time you find out the number of intervals during -
which attending behavior was occurring.

Anadvantage of interval recordmg, especially if you havean -
observer doing it, is that yoli can often record more than one
behavior or the behavior of more than one person during each .-

41
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interval. In the case of Robbie and his teacher, Natalie Barge,
we recorded his behavjor and her behavior during each 10
second interval. This was how we discovered that when he

was studying he didn't get attention initially, and when he

wasn't studying he did get attention from the teacher because
he was being disruptive. A..school psychologist can use
interval recording to observe the relationship between
behaviors in the, classroom like the. interaction of teacher
behavior and student behavior. ’ e
.. Toobserve certain behaviors a teacher might divide the day

i 'up into hour-long intervals. Let’s say she has a child who oﬁ_;en
gets up and goes to the bathroom. It is possible to- use¥an_

interval recording of whether or not he did that during each
hour of the day. However, if the -behavior is that low  in
frequency, it probably would be just as valuable to use the
frequency count—how many times did.the child go to the
bathroom. per day. S

As a rule, I would say that interval recording js not too
practical for a teacher to use while teaching.

—

had a stopwatch on the person over thét period of time. -
A ‘secret to, “using' this method is to try to divide the
obsarvation period’into 10 equal segments. If it is &t 50 minute
period use 5 minutes; a 60-minute pericd, 6 minutes, and so
“on. The reason for this is that it makes it very easy for you to
“convert the results into a-percentage. Look at this example
(point to example on Transparency T-8). The observation
- period is divided into 10 segnients. Here we have 1, 2, 3, 4. At
the end of four opt*c';_f the 10 segments, the student was
attending. What percent of the time is that? Forty percent, of
course. - g N N

H ) .
; .

The following examplés of time sampling were developed..
by Vance and Marilyn Hall, The trainer(s) can insert their
own examples if preferred. S :

" “One of my favorite studies was carried out by a parent who -

was concerned because her 12-year-old son wouldn't wear an

. In doing the actual interval ‘recording;"yuu'have*a‘i;ecurd_ing.
sheet which you make up, perhaps like the one shown on the

-~ transparency. You can use a stop watch to measure t*‘ne length

of time. Especially in research studies, use is often made of an

~.audio beeper which is designed to beep every 10 !seconds, -

every 15 seconds, or whatever. These are available in case
anyone would want to be that precise about it._

\ . SHOW TRANSPARENCY 8(T-8)
Be sure to cover all points

There is a similar kind of recording to measure ongoing

- behavior that is more practical for teachers or parents to use. It -

is called Time Sampling. It's one of the important techniques
that we teach to teachers. ‘

Time sampling is somewhat like interval recording in that
you do divide the observation period up into segments. But
you don’t observe the student constantly to see whether or not
the behavior is going on during the interval. Instead you record
only whether or not the behavior is going on at the end of the -

‘interval. - ; B -
- Al

E Ilustrate tk\efo]lowi ng exumplei
on the chalk board or on large paper

For example, let’s say we are to observe over a 60-minute

B period. We can easily. divide a 60-minute period into ten .
* segments of six minutes each. Each one of these squares

represents six minutes. Once the observation period starts, we

“-will'note at the end of each 6 minute interval whether or not
the behavior is occurring. If (name of a participant) weré our

subject, and we were trying to measure his/her attending
behavior or his/her smiling behavior, we might record the .
behavior at the end of, say each six minutes. At the end of the
-first six minutes, we would simply put down whatever the
symbol was for smiling, or if it was attending bahavior, we
would putdown an “A”, for example. Because we are using the
‘time sampling technique, we can forget about the subject
.during the interval, and go on about our teaching, or whatever

- weneed to do. Then at the end of the next six minutes, we have
. only to glance at (name of participant) and again record

‘whether or not he/she is participating in the behaviors
involved. This would continue throughout the whole session,
with our checking every six minutes to see whether the
behavior was being exhibited or not. It is relatively simple.
One of the advantages of this method is that it is nearly.as
“accurate as the intervél recording method. Over a period of
time, it will come out very close to what-you would get if you

orthodontic'device that was supposed to Tix his teeth. Using
" time sampling, the mother sampled the boy's behavior twice
in the morning before he went to school and four times after
school ata given interval. I think the interval was 30 minutes.
Overa period of time she found that he was wearing his device
less than 20% of the time. It wasn't sufficient to bring the teeth
into line. The mother then carried out a procedure to change
that, but she didn't tell the orthodontist. When she took'her

~

son in forhis periodit checkup, the orthodontist said, “What is. - ..

going on here?. They're beginning to come back where they
belong.” The mother got the behavior up over 90%, and finally
up t0100% of the time. In 10 months the boy was off the
device. If they had started that procedure at the beginning it
would have saved them $3000 in orthodontic bills.”

One disadvantage of time sampling is that when the teacher
is doing the observation and recording, she might forget and be
off a bit. One way that some teachers have taken care of this is

- to have reliable students remind them when it is time to .

record, but there is a limit to that solution. Other teachers have

used timers—ordinary kitchen timers—set to go off at the time

when they’re.going to record. There are a number of ways to

combat the problem. Some of the new $29.95 discount store

watches have little beepers on them so even more people will
- be able to get time samples and be very accurate.

~  All things considered, the time sample method of recording

observation may be the best way for teachers to measure
ongoing behavior. . : I
Let's review’ what we have covered so far in’ this

" presentation. We have talked about several measurement -

. procedures. The ones that ate very functional for teachers ége -
ves_.

-the measurgment of products where the behavior lea
something ‘we can_count, frequency counts where you. just
" count every time that a behavior occurs, time sampling to get
an idea of the level of an ongoing behavior,
To learn whether or not we have done a good job in defining
behavior and measuring it accurately, we need to check on the
- reliability of our measurement procedure. That brings us to the
next topic for discussion. .

. SHOW TRANSPARENCY 9(T-9)

: Cover each pdrt :
. Use chalkboard or large paper for examples.

~ The reliability of a measure kas to ‘do ‘with the degree to
which more than one observer can agree on what they saw. We
encourage teachers, and perents also, to get a reliability

measure of an observation procedure. For teachers' we say,

“Why don't you ask the school psychologist if he/she will
come in-and do.a reliability check to see if your definition of
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~ you can be more sure that you have zeroed i inon the behavxor --reliability-with such.procedures.....

the behdvmr is good?”’ ' is excellent. For some types of mewsurement procedures, i},is

Athome husbands and wives can actas relmblllty checksfor pretty easy to gethighreliability. Forexample, with spelling or
each other. In carrying out the observation, they-both use the  math products you usually have very hlgl rehablhty Itisa
same measurement procedureand thésame definition toseeif product that is permanent. You can check it and recheck it,
their records come out the same. When vou have such acheck and be very careful about it. It ‘is common to have 98% -

of concern. But observing cooperative play, for example is qu1te
Sometimes ateacher will \vantathav1or tochange somuch  different. If you get 80% there you are doing well. -
that the way she/he records the behavior will change and not Now, why do we do this? Why teach a teacher or parent to

actually the behavior -itself. So getting a measure of the figure reliability? It's a very real concern, because their

. reliability is very important. measures may very well be off, and somnetimes off to a

To compute rellablhty (how much agreement there is) we rSlgmﬁcant degree. If they are off, it is usually not their choice
smmly obtain the ‘percent of agreement between two or more . ;6f a measuremént procedure that is wrong, but rather their
observers. For exainple, let’ssay that in counting the number 'deﬁmtlon If the definition is off, it is necessary to go back and
of fights on the playgmund per week, one observer got 18and .do the 4 “W" questions’ again’ So that both observers
the other got 20. All we do isdivide the lesser number (the 18) - understand it. They observe agam and usually’ get much better
by®he larger number (the 20) and then multiply the result agreement. oo
times 100 to obtain the percentage. In this case that would be  _ : [ e
90%. Very'simple. ' : ' /

Y : i N

— . .~ .. . DoActivity 2

~"H'eferto"I'ra‘nsparency:'I‘-Qforexamples' , - -

ST . -Atmvmrz e

If using interval recording, or tiine sampling, we usually just
look atagreement and disagree ment. Let’s say we had a record A (PRIMAL] SCHOOL HOUSE EXPERIENCE

. like this<(point to Number 2 on Transparency T-9). Now the . Purpose: To provnde practice in Collectmg data and- measurmg

_records don't agree during these two intervals. Théy do agree”  behavior.

? . -
here. So the number of agreementis how many out of 10? (Wait Time: 45 mm_utes:,,lntmduction """" 10 m-mutes

- for participant’s. response) Eight. So we divide the agreement Activit 25 minutes
by the disagreement plus the agreement, and we get .8, which Anal sils """"" 10 minutes
when multiplied by 100 will be 80%. : YSIS - ovezeeeeen
* Are there any questions about either of those examples, or Group Size: Need at least 5 persons but can be used with larger
about computmg the reliability? - o - groups. Limited only by skills of trainer and ablllty of partic-

ipants to view the action.

: Group Structure: Two or three partrcrpants may be selected or

Have participants compute the percent of agreement for - may volunteer to Serve as actors/actresses in the activity. *

Problem 3 Donthelrworksheet _, S A——

7 Ch‘al‘acter*descrlptlons will be provided. The remainder of
7 the group will serve as observers thh instructions provided -

On page 8 of your worksheet materlals thereis a very blmple"‘“—by-the—trarner .
problem. What would the percent of agreement be ifa that case Physxcal Setting: Becaiise observations must be conducted,
for Dfoyem 3.D.7 Go ahead . and compute the percent of - visibility of the characters is an important factor in the

- agreelpént in this case. _ / . setting. The room in which tire workshop is bemg con-
’) : Co A/ - ducted is usually sufficient.
~ - - . Materials:
' SHOW TRANSPARENCY 10(T-10) 1. A separate copy of each characterization for the actors/
. . ' actresses (these can be returned and re- used] '
Have Participants Work the Problem 2. Chalkboard and chalk ~ °
' Be sure to cover the answer . " 3. Transparency - . .
whrle the paru_mpa_nts comp.ule!‘ . Overview: Participants will be assxgned a simulated student
3 (one of the actors/actresses) to observe. There will beat least

" What .would the percent of agreement be fo the problem two opportunities to observe. During the first opporiunity,
presented here (point to transparency T-10)? ?;n you see the - participantsobserve for. the referral problem. At the close of
disagreements? Where is thefirstone? (check for ugreement all the observation session, participants compare observations

* the way across) Now what would the percenja;,e of agreement -and discuss findings. They may choose to redeﬁne the be-
be? They agreed how many times? Seven- times. They. haviors if necessary.

" disagreed three times. Now let’s put it-dgwn as a problem. A second observation session is then conducted. At the end -
{Uncover the answer on the transparency} How many times of the secand observation session, partu‘lpants again com-
did they agree plus disagres—7 +3 =10, S0 we divide 7 by10. pare their ﬁndmgs The trainer facilitates discussion and -
and multiply by 100, and what - percent is that? Seventy raises issues. : .
percent (70%) 5 : Process:

The reliability is always the percent of agreement Whether 1. Select.two or three partlcxpants to serve as sunulated
it is a dad'and a mother, or neighbor, or who ever, there are students. The trainer may ask for 'volunteesé or siinply
always at least two persons recording when you are checking . request the assistarice of sclected participants. Empha-

., forreliability. The point is, how reliable is the definitionand . . size that the only requirement isto follow a role descrip-
- how accurate is the measurement procedure? : tion.
There are no set rules for what an acceptable level of 2. Meet with the two or. three part1c1pants to discuss their

Q
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Aruitoxt provided by Eic:

agreement should be,. but a rule of thumb is 80% as &
minimum. So the 90%1ntheﬁrstexample onthe transparency -

o OBA/ST"
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roles. It is important that the role descriptions are fol-
lowed as closely as possible. Ask them to read the de-



.group-what they are to do. . '

scriptions while you explain to the remainder of the

Explain to the Group:

This is an exercise in observation. You will be given a .

referval problem for the student you are to observe. The
observation period will last. five. minutes.after.which

TR AN L2 L PRI e,
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Aruitoxt provided by Eic:

you will have time to discuss with others observing the

student what you saw. Following a discussion period,a "
second observation session will last three minutes. Af- -

ter that observation period,-additional discussion will

culminate the exercise.

Now_ divide the group into equally numbered sup-
groups, one subgroup for each simulated student you
have selected. For each subgroup, announce the referral
problem that the teacher has reported-(see the role de-

. scriptions). Tell each subgroup to define the behavior,

select a measurement technique and recording proce-
dure, and develop a recording sheet. Tell the group to be
sure to sit where they can see the student they are
observing. Provide as little information beyond. the re-
ferral problem as necessary. Be vague about what the
teacher’s concern is. Commence the observation session
as quickly as possible to keep the activity moving.

Start the first observation period. You act as the teacher
with minimal involvement in the action. At the end of
five minutes say, ~ T

: -STOP

Now ask the groups to study their observations and

- discuss among small groups of 3 to 5 what they say. Each

small group should also answer the following two ques-

tions: : . )

a. 'Were you able to get good reliability?

b. Was the method chosen one that accurately reflected
the level of behavior? ’

. Write these questions on the chalkboard. Allow approx-

imately five minutes for discussion.
Ask the group if the behavior they are observing con-

LI

minutes.

. 7. Start the second observation period. At the end of three
" minutes, say - - - '
} .

. STOP ‘
8a) Ask the group to study their observations and discuss

s g patrw hatthey-say; Remtiid thisiT (6 answer the two
questions on the chalkboard. Allow the group to discuss
- — for five minutes. - Co

8b. OPTIONAL. You may repeat the second observation
period if the subgroups need additional experience fol-
lowing further definition of the behavior.

Analysis: Address the Group and ask for reactions.
. Did everyone reach agreement on what to observe?
‘Did anyone estimate reliability? - .
What does this activity try to present to the group?
Among the issues that are often raised are the difficulties
in gaining an operational definiticn of behavior, the
. difficulties in obtaining a sufficient level of reliability, and -
theneed to study both the teacher's and the student’s behav-
jors,etc. - - o,
OFTIONS: The various definitions used by the group
might be compiled (write them on the chalkboard). In large
groups check to see how many ways the same behavior was -
measured. If there were problems in reliability, what were
they? How could they be prevented in the future?

Caqutions and Pitfalls: Any dramatic opportunity can bring out -
the comedian in some of us. If the cutting-up gets in the way
of the purpose of the activity and the needs of the learners, »
you may have to intervene. :

If a group measures the wrong behavior or uses an inap-
propriate technique, embarrassment can turn to defensive
responses. Listen and support the participants and move on
in the agenda-as quickly as feasible.

Role Descriptions: The following three pages contain three -
role descriptions that are to be given to the actors/actresses
as per the instructions under “Process” above. -

forms-to-the-standardsof wiio, what, when, and where.
Display the transparency (T-2) and tell the group to-

re-define the behavior if necessary. Give the group a few

i
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A School House Experience
Marilyn.or Michael

Referral Problem: A real pest. Won't stay away from my desk. .+

Everytime I look up s/he’s standing there.

~-~—Role'Description: First Observation Period (5 minutes): After
approximately one minute, get up and go to the teacher’s - )
desk. Ask the teacher “Will you give me a pencil?” When -
you have received-a response return to'your desk. Wait
- approximately 30 seconds, then go back to the teacher’s desk
-and ‘ask a question about yoyr work. After receiving a re-
. sponse, return to your.desk. Wait approximately 30 seconds,
then go back to the teacher’s desk and ask “What time is it?-
. When do we go to lunch?”” When you hear what the teacher
\ has to say, return to your desk. As before, wait a brief period o
' and go back to the teacher’s desk. Make about 5 to 6 trips
during the observation period.
Second Observation Period (3 minutes): Walt- approxi--.
. mately 30 seconds and go to the teacher’s desk area but mill
‘around. If the teacher asks you to sit down, move toward the
seat. If you actually sit'down (depends on how stern the
. teacher sounds) get up again, and head for the teacher’s
desk, but don't engage the teacher.
Optional Third Observatlon Period (3 mmutes) Same as

second.
Have fun..
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A SLhODl House Experience
/Vdnce or Vivian

Referral Problem: Can/t stay in his/her seat, just like ajnterbug,
can't sit still. ,-/

Role Descnpnon First Observatlon Period\ (5 mmutes) After
approximately’ozie minute, get out of your seat and go to the
wmdow Then go to another seat, look around and then go

) the teacher’s desk. Pause only briefly/ If the teacher asks
what you want, say “nothing.” Next go to the back of the

/ room and return to your seat. Pause at ydur seat one minute.
If there is time available, go to the window again and return
to your seat. . e i

7 Second Observation Period (3 mmutes) Get out of your

/ seat, stand by your desk, and sit down'again. Next sit on your
£ knees, sit on the desk 6r table, get under the table (if possi-
s ble), and generally move aroiind, but stay as much inthe seat
/ _ -area as possible. \.\ .
....Optional Third Observatlon Perlod (3 mmutes) Same as"
second. \‘\ :
Have fun. . : T

N

Aruitoxt provided by Eic:
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Alan or Alisha

Fteferm! Problem: S/he’s.so sneaky. I don't trust him/her. One
minute everything is fine, the next minute s/he is a real

problem. Gets everyone in trouble. 1 wonder what s/he is -

thinking. -

Role Description: First Observation Period (5 minutes): Begin
the period exhibiting study behavior, working on the papers
.on your desk. After approximately 2 minutes, put your pen-
cil down and talk to ychsself (aloud—normal conversa-
tional tone). Look for Mari¥yn/Michael who will be in their
‘'seat occasionally and attempt to distract him/her. Then re-
-~ turn to your-work until the 5 'minutes-are over.
" Second Observational Period (3 minutes): Work at your
desk obviously being studious. After about one minute put
your pencil down and gaze out the window for the remain-
der of the session.

OptionalThird Observation Perlqd [3_mmutes]..Same as

~second. A
/ ; -"tw
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. N ._ : really tell you. . .
ANSWER ANY QUESTIONS FROM ACTIVITY 2 Alsoby having_u baseline in the beginning. you have date
-*w-*“";“'"-"‘"‘"Administ'er’Set:an‘Op’!iénél‘In'stant"Replay“"”‘“";Su.pport the continued use of a strategy_even_ whex}. for atl
: Allow 10 minutss to Complete Instant Replay reasons, the teacher or some other official wishes it stopp:
O } How many times in the classrooms of America have we q
' . ‘ ~ ‘using a procedure that was good sinply because we w
We have finished the presentation and practice session on unable to shuw that it was .working. We know it was worki
measuring behavior and collecting observation data. We are  but we couldn't show it. A baseline will give you that kind
now ready to complete a short instant replay over the material data. : .

covered so far. Take about ten minutes to answer the questions A second reason to obtain a baseline is that it sometin
- on your worksheet. At the end of 10 minutes, we,will go over  solves the problem all by itself. Two things may happen. Ve
the answers and discuss any questions you might have. ~ often, for some seemingly miraculousreason, the behavior gl

better while you are going through the procedure of obtaini

: - ' a baseline. This happens perhaps 10 to 20 percent of the tin
REFER TO INSTANT REPLAY KEYS FOR ANSWERS Don't ask me why, because no one knows for sure, but
: Discuss Instant Replay Answers " . - happens. _ _ : ' :
and Answer Questions ‘ The other thing that happens, probably more often than -
: percent of the time, is that the teacher or parent finds out th
.-.the_probiem.isn't'as big as-he or she-thought-it-wag; -
For example, in one of Marilyn Hall's courses for parents
high school students, the parents learned "observatic

o ‘ . . B - procedures and went home and recorded behaviors. They h

.  PRESENTATION: : defined very nicely the behaviors they were concerned wit

, SELECTING APPROPRIATE One set of parents was concerned about a son’s behavior
: MEASUREMENT - arguing with them. They decided to record this behavior ove

- two-week period."They came back amazed and reported th
’ PR.OCEDURES AND RECORDING during that time their son had engaged in the offendii

- TECHNIQU\ES . . _ behavior exactly once! One time. They had discovered'that |
o _ ) - wasn'tgiving them such a bad time after all in that respect, £
. We have just completed our discussion on defining behav- they decided to define another behavior to work on..

lors to be observed and collecting data by locking at various (pointto Transparency T-11) So wetry to get abaselinejand w
measurement techniques and the advantages and disadvan- chart the level of the behavior afong the vertical axis of t
tages of each.. o oo : i - graph. . ) - )
" Nowweare ready totakealook at some of themethodsused ~ Lgt's use tantrum behavior as an example. We record th
to chart. behaviors. ' ~ strength of the behavior, which in this case is the number ¢
. What do you do after you begin recording the data? We have  ‘tantrums up the vertical axis on the left side of the graph. W
- learned to chart behaviors very simply. A visual record of the  choosea series of numbers that is indicative of the level of th
behavior is much easier for almost any of us to relate to, There . behavior. In the case of our example (point to Transparenc
are some people who have advocated very complex systems. T-11), we havechosen §, 10, 15, 20, since the child tantrums u
- But we have found that a simple chart—a very simple graph—  t5 18 times in a day. We use this scale for the vertical dimer
~ is easiest for alnll)ost ﬁnyone tC:j re&éi al?d %nder;tatnd. sion: of our graph to indiate the strength of the behavior. .
" - First, we get a baseline record and chart it so tha everyone : . L
can see what the initial behavior is. To do this we just make a (POt tO tvhe example. on the T‘_’“DSPGI‘BUCY) N .
+ very simple graph. There are various types of graph paper  Now, along the horizontal axis, we plot the dimension ¢
available designed specifically for behavioral data. You can time. In this case we are using days, but it could be weeks; |

lar h : ke your own graph on a white could be sessions; it could be periods of the day or most an
:ﬁi;,eg‘f' pagf,?_p paper. or maxe y grap . other period which indicates the passage of time.

Here is the first day we gbserved this child (pqint to th

, I . numbers on the transparency), the second, the third, fourth
SHOW TRANSPARENCY 11 (T-11) . ﬁfz_l;. alx:dfso on. he chil : .A\'l ' had .

PR : : ' n the first day the child in our example had:15 tantrums

' - Use the tr&?}ﬁ;ﬁ;ﬁﬁgﬂ;&:ﬁg f I.g_{dg for . then the next day the number was down to'10, then up to 18

’ e then 16, 10 and finally up to 17. We get a data point for eacl

' . : day. Itis véry simple charting. Usually then we make a simpl

The baseline is simply a record of the behavior before youdo . linegraph by connecting the data points. That gives us a visua
-anything about it. The baseline is very important! We tell image that most anyone can use to get a picture of how th
everyone who uses this system that they should get a record of * behavior is going. You can tell, for example, what the averag:

- . the behavior before they start to do something about it. There number of tantrums s just by eyeballing the graph. What is the
: are twé reasons for this: ) - ; - approximate average (or mean) in’ this example? In-othe
First, one.of the most important reasons for ol')tainmg‘a words, about how many tantrums are there per day; on the
baseline is that unless you know what the behavior is to begin average? About 157 That looks about right. And ydu can see

with, you don’t really have a good way of knowing w_hether this very easily by simply looking at the graph.” .

‘. your intervention is working later—~whether the behaviot has Now when we do a baseline and then continue on with the
really changed. Without a baseline; a teacher can’t tell whether - charting after the intervention procedure is started, we usu-
Johnny’s behavior is getting better or not, So wherf you ask ally connect all of the points, but draw a vertical.line after the
him/her later, *How's it going with Johnny", s/he is likely to  poccling portion of the graph. In this example the vertical ling
respond with something like, **Well, I think maybe he is doing “would be drawn right_here after the sixth day (point to the
better.” Maybe he isn’t doingbetter at all. Or maybe he is. Since - place on the transparency). More on that later.
the teacher doesn’t have a benchmark—a baseline—s/he can't . Sothereis abaseline. Thats all there is to it. It shows where
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we are before we try to do anything about it, in other words,
before we begin the intervention that is designed to change the
behavior at this point, we should do & reliability check. Let’s
say thaton the third day (point to the spot on the transparency)
where we noted 18 tantrums, another person comes along and
does a reliability test for us. He is thé second observer. We give
him the definition of what we niean by atantrum. Then healso
Counts tantrums that day, but he comes up with only 15. We
record his count with a small box as you see here {point to the
tiny .box at day 3 on the transparency). On the fifth day the
second observer got the same count as we did, as you can see
there by the small box located at the same point as our count,

On the fifth day, at least, we have 100% reliability. Back on the -

hird day we had somewhat less than that, but usually when
~e get one or two points where the agreement is-pretty close,
hat is probably good enough. Are there any questions about
hat? . :

wser e~ SHOW-TRANSPARENCY 12 (T-12)

W_hen wegeta baseline like the one in this example (point to -

he transparency), it is often necessary to compute the mean
:vel of the behavior before we can describe the behavior
dequately. Sométimes justeyeballihgitisn't enough as inthis
ase ' where the student has a habit of reversing D’s and B’s.
ach day the observer noted the number of reversals out of a
ertain number of pages of material. The count was as youcan
e, 43, 45, 39, 47, and 45, Now we.can graph that, as we have
10wn on the transparency. But in order to describe it to
ymeone else more effectively, it is often helpful to get the
rithmetic mean. So how do we do that? . :
Most of you probably already know this, but to review, we
mply add the scores obtained for each day of the baseline
»servation, and divide by the number of scores, The sum of
‘€ scores is 220, as you can see, and when we divide that sum.
5 (Which\is the number of scores) we get an average score; or*
mear‘} score, of what? 44,.That is all there i$ to it. The ‘next
1portant thing about a baseline is what y’bu do with it, It
1ps you establish a goal, a kind of minfmum level of the
&havio:‘ which you believe is acceptable:

\  SHOW TRANSPARENCY 11 (T-11)
\ . 'AGAIN!

\
\

You remember we talked about.putting a vertical line on the
iph after the baseline. Another thing that is done is to leave
: space between the last point of the baseline and the first
int of'the next phase—intervention phase—blank. That is,
u don't connect those two dots. You ¢onnect the dots in the
ieline phase and you connect the dots in.the intervention
ase, but between these two phases you don't connect the
s, just place the vertical line. By following this procedure
x/leave no question as to where the baseline ends and the
grvention begins, oo :

SHOW TRANSPARENCY 13 (T-13) _

i

senerally there are three kinds of baselines. Remember, we .

e the level of the behavior on the vertical axis'(point to the
tical axis of the first example on the transparency), and on
s particular one it is the number of spelling words correct.
's say that these are Friday tests, so time here would be the
:*kly tests, We have week1,2, 3,4, 5,8, etc. Accordingto this
ird, there were two correct on the first week, four the next
kk, four the next, then three, five,’and six, What kind of
sline do we have here? - ’

ERIC /.

Aruitoxt provided by Eic:
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" It's an ascending baseline. Would now.be a good time to °

change what's going on in spelling class for this child? No,
because it looks like this child is getting better. The procedure
appears to be working, so let’s leave ita little while longer. If it
continues to'work, we're in good shape. .

Here’s one on tantrums (point to the second example on the
transparency). The level of fantrums is up the vertical axis,
and the time is given in days. The number oftantrums is 12,10,
7, 8, 5, 4. Here we have a descending baseline. Since it is
tantrums that we are recording, we would say we must be
doing something right, because the tantrums are decreasing, [
we keep recording and they go backup, over time, our baseline
will then indicate that it isn't really descending, but that itisa
stable baseline that happens to fluctuate over a certain range.

Now lets look at this one (point to the third example on the

transparency).” Here we are concerned with the number of
minutes a child studies over a 10 minite period. The graph
tells us that on successive observationsthe child studied for 4,

5,3, 4, 5, 4, and 4 minutes. As you can see, that is a stable

baseline, and that is what we usually look for. In fact, that is
what we usually see over a period of time—that most behav-
jorshave been going on for a long time and that those behaviors
we are concerned about will show some kind of stability.

As soon as we see about where that behavior is, on the
average, we can begin thinking about intervention.

But let’s review briefly before we talk about intervention. We
have talked about evaluation procedures, and we have estab-
lished a need to be precise in defining behavior. We have
learned how to observe the behavior using the most relevant

measuring procedure: a permanent product, an anecdotal re-

cord, frequency or event recording, duration or latency mea-
sures, time samples and interval recording,.

Why are we dealing with al] of this, when all of us know that
what we really care about is helping the child? It should be
¢’.ar to you by this time that if these procedures (or something
similar) are not engaged in, we might never know whether we

have effectively helped the child. So it is important to keep in
mind the basic reason behind why we learn all of these proce-

dures and steps. L , :

Now it's time to talk about intervention. In times past, we
tatked about operant conditioning or behavior.modification,
indicating that a lot of emphasis should be placed on changing
an inappropriate behavior. Teachers often talk to you about
behavior that is occurring, whether it be social or academic, in
the classroom or cut of the classroom, that is inappropriate—
behavior they want you to help them change or eliminate.
They will tell you how the behavior is interfering with the
child’swell-being, his/her position inthe classroom, or histher
academic progress. This way of thinking and talking about a
child has a negative connotation. It makes'the school psychol-
ogist, diagnostician, or whoever, think first about changing or
eliminating the offending bohavior." . '

- But let’s present a concept that means the same thing but
comes across more positively. I'm talking about teaching the
person a new .behavior. You have a child, for example, who is
raising a hand, or out of his seat, or throwing temper tantrums,
or not learning her vocabulary words, or his number.facts, or

~her sounds in speech class, or whatever the behavior is. As -

long as such a child is alive and breathing, s/he is engaging in
some kind of behavior. You can’t be insppropriately out of seat
and appropriately in seat at the same time. Every inappro-
priate behavior has an incompatible appropriate alternative
behavior. Soif you think about teaching new behavior, you can

generally help the teacher or whomever come up with an .

incompatible, appropriate behavior for whatever inappro-
priate behavior is taking place. ’ - C
Again, let's review briefly, We teach people four important
steps in observatjon skills, They begin with defining behavior
and measuring that behavior. Those aresteps 1and 2. Then we
teach the intervention procedure, which is step 3—that is,

3 v
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how to teach the child a new. behav1or Finally, the fourth step_

© _isto evaluate what is going on. Number 4 really goes on all the

way through the entire process. You ask yourself if you have a
good definition, whether you have chosen the most approprl-
ate measurement procedure, and if the intervention is work-
ing. These are all evaluation procedures, so evaluation goeson

- all the way through the process.

SHOW TRANSPQ,RENCY 14 (T-14)

During this next discussion, we are going to talk about the
3rd step in that 4-step sequence: Intervention. The first
intervention procedure we will take a look at is called an “AB
Design” (point to.“A” on Transparency T-14). -

On the vertical axis, we have defined the behavior as the
number of appropriate social interactions that the child
engages in during free time. On the horizontal axis we have

days as the'measure of time: During the baseline teasurement —
phase, you have found that there is not much going on in the .

form of appropriate social interactions. If we were really doing -

- a formal measurement procedure, somebody else would have

done a reliability check. Let's say, for convenience, that they
have counted tHé same number of social interactions, so the
reliability checks out. Now it is time to begin the intervention

procedure. [n this case the intervention might be 'atiention-
_from fhie teacher toward the child for being close to another

child in a situation which could lead to an appropriate social
interaction. We can pretend that that is what the teacher has
decided to do.

We -teach our teachers and parents to use social -
reinforcement first because it’s always with them; it doesn’t
cost the school or the family anything. Such personal attention
toward the child at appropriate times might very well be all
that is necessary to increase the behavior. So, in our example,
let’s say that the teacher does this, and continues to record the
behavior .on her ‘graph. As a result, something llke thls
happens (point to the transparency).

By looking at the simple data presented in.this form, the.
-teacher or parent can say, 'l believe that what I'm doing is

" making a difference. I believe the youngster is becoming more

social, or at least having more interactions with-the other

children.” We assume, at least we'd like to believe, that it is -

becaus2 the teacher is giving attention.to the behavior she
wants rather than to the behavior that she doesn’t want.

(point to “A” on the transparency again) Thrs, then, is called

_ the simple*ABdesign. We have a baseline in A and we have

¢

implemented the intervention procedure in B.

What we are really after is to teach children new and better
behavior so that they are more successful. Simple data like this

gives us an indication that this is going on. Iam goingto talk to

you,about more sophistlcated stientific justification, but all
and all, if you can get your parents and teachers to do this
much they will have a pretty ood idea of whats gomg on.
Without this, no one really knows if the intervention is appro-

priate or makes a dY difference. Sometimes the difference is so.
t

small that it’s hard to tell, and there is a temptation to change

- the'intervention procedure too soon.

So it's very important to teach the teachers and parents who
will use these procedures that the process of evaluation is an

" .important thing for them to include. For one thing, you don’t

always want to have to race back and do the whole thing ever
again. And if you do a good teaching job as school psychglo-

" gists, as diagnosticians, or whoever, your teachers and parents

will- be more apt to implemerit the procedures themselves.

. w1thout calling on you so often.

. (pornt to “B™on Transparency T-14) Now for a second reseerch

design, the ABAB design In this example, we are recording a

behavior we don’t want. Generally speaking we try to ¢
people to put things in a positive frame of reference. and
‘increase an appropriate behavior, but a classrooin teacher.wi
30 kids isn’t going to spend very much time in, or have ve
much time for, taking data. But let's say that this youngster
engaging in a number of inap propriate behaviors which,ha
been defined, and we get something that looks like the exai
_ple‘on the screen during our s1mple basgline observatio
Remgmber we are looking for’a trend in the baseline. In th
case, we have a fairly stable baseline. It appears to be ascen
ing,-but we can’t be sure.

The teacher has decided that the intervention will be to gi
secral praise for not ﬁghtlng or teacher attention for not figl
ing. *

The results are shown in the “B” section of the examp
(point to example “B”, on the transparency). The interventic
worked-like’this. You see that the trend is now going dow
“and wb assume it is due to teacher attention and social prai
for not ﬁghtlng But to really know if that is the cause, it
1mportant to have the teacher withdraw that praise and atte
tion for' not fighting and go back to scoldipg the child for actil
mapprqprrately If the behavior returns under these conc
tions (point to the second "A” section of example “B” on tl
transpdrency) then you have prodf that it is the teachel
attentlpn and praise for not ﬁghtlng that is making the diffe
ence with'this youngster. This is called a reversal desngn Y
reverse at the second “A” and then remstltute the 1ntervent1c
at the second “B”. .

In,thls four-step model, you continue to measure throug
out=while obtaining the baseline, putting your interventic
ptocedure)lnto effect, takmg it back out of effect, and the

\ing the process. -

(pornt tc example “C” on 'Iransparency(T-N] Let s considel
‘thlrd example. This one illustrates the fact that you car
;always guess what’s going to work. In this example, the teach
/is hav1ng a problem with temper tantrums on the part of

{ child in kindergarten. Diring the baseline phase of what

call the ABCAC design, we-establish that this youngster
‘showing inappropriate behavior which we define as temp
tantrums. The teacher tries the natural consequences readi:

- available which might be social praise or attention. The resu

looks like -this (point to section “B” of example “C” on t
transparency). And notice that we have had a reliabili:
check, so we are fairly sure of our data.

In this case it appears that the social reinforcement ju
didn’t ‘'work, so we try something else—a second interventic
procedure. This time the teacher tries.some type of activil

- reinforcer;token economy, or maybe a mild punishing cons

quence. This tlme (point to section “C” example “C” on t}
transparency) we get results that show the level of tantrums
dropping off. .

Now ifywe really want to test whether or - not the results wei
caused by the intervention procedure, we can revert to basi
line conditions again (point to the second section “A’ of exan
ple “C” on the transparency). As we found in the previot
example, if the behavior returns to baseline levels and the
declines again when intervention is reinstated, you hax
scientifically verified that it is the interventlon procedure th
is doing the trick.

lustrate the foliowing example
on the chalkboard or large paper

‘Another way to evaluate what you are doing and avoid th

‘need to do a reversal is to engage in something called multip.

baseliné. Remember that abaseline’is a level of the behavior¢
1t is‘occurring before you try anythlng

OBA/Sl4
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“To illustrate multiple baseline recording, let’s consider sev-  will be a lot easier to see whether or not the objectives you get
rral behaviors that are similar but also different, like crying, are being met. You could very easily set up one like that at any
vhining, and pouting. You define each one of them and begin level in any subject. For teachers’ and parents’ information if
sharting them on three separate graphs. Soon you would have ~ you make a visual display it is much easier for them to see
hree separate baselines which you obtained at the same t\me  changes in behavior than if you just have it written out.

n each of these three.behaviors. At this point you decide to :
1se it only on the érying behavior at first. So you begin the. ' . o L

ntervention with crying, and-you continue to record algl three ' Point to “B" on Transparency 16 (T-16)

>ehaviors. After.a time, you may very likely notice that crying . : - ~

sehavior has decreased, but the two behavxors. for which no . _The next example, selected to illustrate “Objective
ntervention took place have remained at baseline levels. Standards”, is taken from the state of Vermont's Special
At this point you\can introdu¢e the same intervention—  Eqycation Program, which is based almost entirely on a set of
eacher approval and attention—for not only crying but also  gystematic measurement procedures. In many of their schools
vhining. If you geta decrease in whining as well as crying, but  they have set up minimum objectives in every classroom.
rour baseline stays up for pouting, you have scientifically They measure-the progress of students and .chart it against

h

rerified that itis your procedure and not somethingelsethatis hgge objective standards. _
naking the difference. At that point, of course, it is time to .+ Example “B” on the transparency shows a ‘program of
ntroduce the intervention to the third behavior, and hopefully reading units. Let’s say in this particular reading series there
rou should get favorable results\ S .*aretwo unitstobe covered-permonthover nine months. There
The multiple baseline procedure -can also be used across -* are nine months shown across the bottom of the example, as
ubjects; you mtroduqe‘ the same ititervention for the reduc- you can see.-If the child finishes two units each month, then
ion of the same behavior in several dlggarent children. Insuch  g/he would have completed 18 by the end of the year. What the
| case, hc')wever,,‘yo$j would introdute the intervention at  teacher does hereat the end of every two weeks is mark where
lifferent times while -ontinuing to chartt esame‘beh_avmr'for that child is. As time goes.on, if the child is completing only
il the children. And, of course, you canu e}{nultlple‘ baseline  gpeynit per month (point to the first 3 months of the example)
o.observe the results across different set ngs. It is a very  jt wouldn't take long to notice on the graph that the child is
iseful tool. .+ - below the minimum objecfive which would be right here

(point 1o the slope illustrating the objective),-and that would

SHOW TRANSPARENCY 15 (T-15) \ mean that the child needs help. So you would give that child
. - '~ some special assistance in order to bring him up to the

) - g - minimum acceptable level. Some children, of course, will go
Let's'discuss an exar-* - .. ‘=g multiple _basclirk\across . off the top, above the minimum objective, and complete the
ettings. Let's define e woliavior as "eomple\ting units even before the nine months are over. But that presentsa
ssignments”. Here is the situation thatis presented to‘you . different kind of a problem. -

vhen Susan is referred: Susan doesn’t complete her work\in Aswyou cdn see then, such a method gives you an objegtive
‘rench class, home egconomics, or English. First we obtainka\ picture of where the.child is compared to a set standard. It
iaseline for -each of the classes (point to transparency 15). takes a lot of work on the part of the, teachers and the staff
‘hen we start an intervention procedure in French class, and \working together to set minimum objectives, at least in some
ve note that she begins to complete her work in French. We subjects. In other subjects it is easier, ahd some curriculum
onfinue to record baseline data in home ec and in English. materials are being produced which already specify
lext we introduce the intervention procgdure in home ec, and'~ objt\ac\tives. . S : .
inally in English. With results like the onks you see here, we When you are writingan LE.P. for a child that you are having
\ave seientifically verified that it is the intervéngion strategy  special problems with, it mightbe worthwhile to set minimum
hat has caused the change in behavior. . objectjves like this and then keep tracking that child to see if .

Aje there any questions on multiple baselines? he s coming up to critérion over a period of time. )
: . - : Do you ha\\/e any questions gbout this procedure?

Answer any Questions . |

L ‘ A

SHOW TRANSPARENCY 16'(T-16) -+ -
Point to “A”, Gompa:ifon to Baseline

' \\ Answer Questions "
Point 'tc< *C" of Transparency 16 (T-16)

<
Another way of setting objectives using observational data is
to observe the peers. Sometimes the teacher will be concerned
— about a child because shg’s always out of her seat or for some
‘Let’s look now at your worksheets. Turn to the section’ Other reason. But when you observé, you learn that she is no”
ntitled “Obtaining Comparative Data” on page 15. We are Worse than the kid sitting next to her. This is something that
oing to. discuss setting goals from  baseline_data. We Often happeps.Butthedatayqu‘havefrom this procedure then
ncourage teachers, parents, and others to set academic or 81Ve You evidence that the child may not need.the special
ehavioral/social intervenfion goals from baseline data. A attention'that the teachir thought she needed. .
aseline gives you an idea about what goals you should set for On the other hand, sometimes we do find that a child’s
hat behavior. _ performance is very different from\}ais peers. (paint to “C” on
For example, in looking at some baselines you might the transparency). This example is taken from a study that
etermine that a student is probably jable to reach 100% - used a tutoring program in which the mother was taught to
1astery. In such a case, you can set th?t/lgyel as the goal; If he tutor in spelling.;During the baseline observation, as you can.
oes it half the time, he can"probably do it all cf the time. But, €€, the percent of words correct on the Friday tests for the
n the other hand, maybe that ign't a reasonable goal for that Cchild was much lower than the average for the rest of the class.
articular ¢hild. : _ L L What the parent wanted ‘was for the child to do at least as
In writing an L.E.P., for example, baseline data can help you  Well as the rest of the class. That was the goal. The tutoring
st a standard. In fact, if you set up an [.E.P. in that manner, it-, intervention was carried out and sure enough,\by the time the
1 - . - OBA/SIS5 - . ‘ : N\ :
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Aruitoxt provided by Eic:

mother was through, his mean Friday test score was somewhat

above the class mean.

That's another wany of setting an’ objective based on your

baseline data.

v

Point to “D" on Transparency 16 (T-16)

Wlhien you are going to observe a student, it is often very
helpful to observe the teacher also. For example, when you do
a time sample on the student or an interval recording, record

whether or not he is attending during that particular intérval.

And also whether or not the teacher is contacting that child
during the same interval. [s that teacher,giving attention? If so,
let’s say we put an *X" when he's attending: It is possible then
to get some evidence about what might need to be done. In
Robbie’s.case, when we found that the only time the teacher
contacted hiin was when he was being disruptive, it gave us
something to suggest that she do differently. .

This type of information can be very important—-

observational data that is easily obtained, and it is even-
possible to ask the teacher to keep that kind of data. You say,
“Okay, when he is being disruptive, would you keep track of
exactly what you do, how many times you have to eontact him,
etc.? : o,
¥ We are now ready to practice or apply the information
presented so far on ‘“selecting appropriate measurement
procedures and recording techniques’s :

pry

. Do Actjvity 3

X
- ACTIVITY 3
YOUR FAVORITE REFERRAL PROBLEM
OR ASSESSMENT QUESTION:

" A Group Experience

Purpose: To provide practice selecting appropriate measure-
ment procedures and recording techniques. -

Time~15 to 45 minutes: Introduction ...... 5 minutes
Activity............ wvariable
Analysis. ......... -~ 5-minutes

"Group Size: 5to 25 persons. It is not particularly helpful with

large groups of 35 or more to use the format described here.
An optional format.for large groups is suggested at the end of
the hamdout. g . .

Group Structure: Small groups of 2 or 3 persons.

Physical Setting: The foom in which the workshop is con-
' ducted{:is usually satisfactory. - © o

" Materials:

1. Copies of the referral problems numbered ‘one through
eleven. o . .
2. Transparency materials if optional format is used.

‘Overview: Participants are: divided into small groups and

given one or more referral problems or assessment questions-
“to use during the activity. For each problem or question, the
small groups select a procedure and recording technique
and address other instructions printed on the page. After a
brief work period the small groups share their answers with
the entire group. The trainer mediates the discussion.

Process: ) . .
1.’ Divide thesgroup in small groups of 2 or 3 participants
each. ‘ ]
2. ‘Tell the Group, I'm going to give each small group one or
more typical referral problem(s). Each has two instruc-
tions to follow. You will have five minutes for each prob-

’ .
4

-
[

lem. When thme is up you will share your-work with the
group as ¢ whole, . -

3. Distribute problems to each small group. Chdose the
number of problems per group that will fit the time yon
have available and the learning ueeds of your grouj.
Additional problems can be gengrated using the refer-
ences for the Observation Section. S :

4. Allot approximately five minutes per j)r()bleil_l. Circulate
. among the groups consyl!i.1ig where questions arise. -

5. At thg end of the allotted work time, ask a group to

< present their problem or question to the group, using
spokesperson, and the result of their discussion. At the
end of eath presentation ask the group for comments and
questions. - '

6. -When each group has reported, ask for any additional
comments. , : o
Cautions and Pitfulls: Any time a person speaks in front of
Jothers, especially colleagues, there is a margin of inter-per-
“sonal Tisk. SUpP6it satgroup's spokesperson. If an error.is
made in the selection of procedure or recording technique,
gently suggest an alternative. Remember, if the appropriate
answer wasn't presented, the trai)ing'was insufficient.

Referral Prpblém #1

A teacher is concerned that one of her students rarely partic-
ipates in class. She is uncertain whether the pupil seldom
volunteers (i.e., raises her hand) when the class is askéd a
juestion or whether she does not notice her when she does

~ rcaise her hand.

1. Set up a measurement procedure, including a data sheet,
which will answer the teacher’s questions for her.

2. How would the teacher go about determining whether
she was encouraging the student to participate at thé
times when the youngster did answer in class?

(Source: Axelrod)

: R;fei'ral Problem #2

Terry is an extre mely disruptive child: The teacher feels that

* he might be encouraging Terry's disruptiveness by attending

tothe youngster when he is inappropriate, but failing to attend
to him when he is appropriate. o :
1. Devise a measurement procedure. - e .
2. Provide a data sheet which will allow the teacher to.
confirm or'deny his suspicions.

{Source: Axelrbd)

Referral Problem #3

. A teacher would like to determine whether a student of his
is a social isolate in free-play situations. His social behavior
should be compared with that of his classmates.

1. Devise a measurement procedure.

2. Suggest an accompanying data sheet. -~

- {Sourcsr Axelrod)

Referral Problem #4

Suppose you wanted to set up a measurement procedure for
conveniently determining how long it takes each student to’
complete an assignment. -

1. Suggest a procedure for doing this. q

2. How would you handle the bookkeeping problem?-

(Source: Axelrod)

-  OBASI6 5o



Referral Problem #5

A teachar feels that although Mike is usually well behaved
there aré periods of the day when he is d1§ruptive She sus-

]

pects that the disruptiveness may occur more frequently when__

she teaches some subject areas than when she teaches othérs.
~ 1. Indicate how the teacher might measure Mike's behavior
in order to test her'suspicions, .
2. Include a sample of the data sheet the,feacher w1ll use.

(Source: Axelrod]

a

s ‘ Referral'Pmblem#

recently been in an automobile accident. The child seldom
wears the brace because his classmates make fun of him when
he does.
1. Suggest a measurement procedure for this problem
2. What measurement procedure/would you suggest a par-
ent use if the child wears the brace intermittently at
home? : ./

N physician prescribes a back br'ac; for a child who has ’

/ - (Source: Axelrod]

Referral Problem #7 = =

John has poor word recognltlon skllls Heis brlghl and rarely
disruptive but his teacher has'noticed a decrease in his 1nterest
and willingness to part1c1pate ’

1. Quantify the problem/ :

2. What measurement procedure or procedures ould ycu

use in obtaining baselines? _ /

Source: Fox).

Rel‘erral Problem #8 [

Mr. Harris is working with high school und,erachleving stu-
dents. He notices that although the students are attentive and

appear to be comprehending the lectures, they nonetheless -

perform poorly on unit tests.
1. Canyou recommend a measurement procedure to se to
investigate this problem?

- 2. How would you go about tackling the problem? /

(Source: Fox)

Lo -Referral Problem #9

Mike often reverses the letter “d” when he copies a short
story that ig writter on the chalkboard each day. This activity
is usually done just before morning recess.

1. How would you measure the problem? .

2. How would you present the data? -

o

VA

ERIC -/

Aruitoxt provided by Eic:

"This has
_[importantly,/he is gaining weight. Sid's mother has thought:

/]

'

Referral Problem #‘1:0 .

A mother is ¢oncerned about her son Sid's eating behavior.
becgme a problem in that it‘is costly, and more

about using/his allowance as a consequence and employing
his brother#in some manner to measure or change the behav-
ior.
1, Suggestanu mber of measurement technlques to measure
this/problem.
2. Which measurement procedure would you choose?
’ Why?

(Source: Fox)

-

Referral Problem #11

Ms. Smith is a new teacher with classroom control prob-

- -

: lemS Herroom is very noisy with students shouting, throwing

tlungs, and chasing each other over and under tables. Ms.
Smith-gives instructions for academlc activities with only a
few students attending to. her. She'gains control (their atten-,
tion) oply occas10nally for short periods of time when she”

~ “blowsup" and shouts at her students. She often makes threats

of punlshment but rarely follows through. She states that she
just can't bear to keep a student in at recess:
1. Indicate a rheasurement procedure to-use and design an .__
accompanying recording sheet to facilitate this process.
2. How might|the data generated be used to begin helping’
. Ms. Smith gain control of her class?

o

(Source: Cossairt)

" ANSW ER7ANY QUESTIONS FROM ACTIVITY 3

Administer Last
Optional Instant Replay

Allo 15 minutes to Complete Instant Replay

We are now ready to take our last instant replay Take about
fifteen mjhutes to answer the questions on your worksheet.
Notice thHere.is an extra problem . for those of you who finish

.. early.

After’ you finish the instant ré’play, we will have a short
discussion on “Training Others in Observational Skills”,
inclufling guidelines which will help workshop trainers in
préféntrng the same kinds of presentations and activities you,,

have participated in at this workshop

- e

 OBA/S17 .

N : Flefer to Instant Replay Keys
ST for Answers’

stcuss Instant Replay Answers
and Answer Questions

™~ . .
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d.)-Duration*
- &) Internal recording™
f.) Time sampling-

. Write a 4 part definition of tﬁébegavvio'r' to be observed—
-a)’Who? © “ ¢)When? 7 . -

b.). What? - ©, d) Where?

Recognize.and 'séléct'appropriate observational procedures—

a.f Anecdotal records

- b.) Direct measurement of permanent 'prod0cts

c.) Frequency cdunting or event recording e

e
{
l

Chart and Record behavior—
a.) Baselines: My

““b.) AB designs - T

c.) ABAB designs |

d.) Multiple baseline designs-

e.) Observation of peers

f.) Observation of teacher behavior

g.) Reliability checks . |

Training others in observation— - o

a.) Helping teachers select a measurement procedure

b.)Reliability checks .
- ¢.) Using observation results ~

T

L
.
1
Y
' d
"
D0



- e*me and ehawm
- Obse Wabﬂe and easu reable
| ’ehawm’

tions:

Answer 0

. Who F{obble thll’d Qfade boy { |

. | ',What Study Behavior -

- Orientation toward assigned course material,

- lecturing teacher, reciting classmates, class
partlcnpatlon by teacher request.

When 30 min. observation sessmns |

., from 9:00-9:30 a o
Where 3rd grade classroom: '
| Natalle Barge ¢

~ during' a.m. math class e

T-2

——
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A Anecdotal Records — Write down everything
- asitoccurs: | I

- 1 Adventages - T
~a.Good to get classés of behaviors of concern,

- b.Getanidea of the Sequence of behavior.
2 Dlsadvantages . . '
. 2. Requires continuous observation

b/ Impossible to record everything
‘c’.lmprec_i;ge T

T3

[
. B
]
l' '
i
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T-4

Drrecl Measuremen of Produc

(Where behavror Ieaves somethmg that can be

observed and measured)

Examples

!

NSO oo

~Written answers to math problems
Spellingwords -+
Chalkboard erased

Units assembled

~ Jobs completed -
6. Cigarettes smoked |
Grades in a grade book -

'

Advanlages :
- a) Readily-available
b) Can be re-examined - , o :
o) Veryreliabe . | i

o d) Doesnt interfere with teachrrfg

Malerlals Record n grade book, make achart,

| wrrte on calendar R
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T4

 Frequency Count or Event Recording

* (Recording or Tally'ing every time a target
-~ behavior oceurs)

- Examples;
1. Arguments

g 2 Outofseat . =~
: 3 Fights -~ . .
o 4 Tantrums .
) Correctly articulated sounds /
o Use: | - e
. Pencil and papertally, maskmg apeon desk orwrlst
- ofcounter e
© Advantagest o
&) Teachers can contlnue toteach -
- -~ b) Easytoputi in numencal terms” v BRI
| Dlsadvantages o | \ L
- ‘a) Notalways as reliable a8 measurement of o
. 6 pe.manent product

. . L]
! k] ot .
Y o - - |
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T

>

| Duration and Latency .

(How long a behaVior asts or How ,ldngfrdm the

beginning to end‘of,abehavior,) |

Evamples:, .
1. Time to complete an‘assignment o
2. Time spent getting into seat after the bell rings,
| 3. Time spent Jooking out the window
4 Minutes spent going tothe“bathroom..v B
- UseStopwatch; wallclogk -+
Advantages: Duration and/or later more importantfor )
some behaviors than frequency e.g. thumbsucking |
Dlsadvantage:May_r.elquire_almostcon’tin_uo‘us monitoring,



n ervai Recordrng W ,,/_

(Recordrng whether or ot hehavior occurs
in a given interval of time,
10

SCC .

:EXampIes T —
1 Atending | = A AL = =AY

L1/VEO

-2 Crying

3. Qut of seat |[—————— 17in,.
=4 Talkingout.' s SERE
U

Recording Shest

Stop Wateh; clock; audro beeper

Advanrages |
Can record more than 1 behaviorto establrsh relatronshrps

Disadvanlages

- Often requires continuous observatron relatrvely ,
rmprecrse rf rntervals are Iong




T

) "‘ "‘ :HI.T;“
(Ddfers fromYnterval recordlng in that |t dees not { .
! .. fequire continugus dbservetlon) AL
 The.observer records behawordnly at the end of gL
‘ :at:melnterval o,
. v ' "‘::' () ‘
R 30mln obs penod ~ m ‘yoamm intervals |
| - 3mins, " oy ..,,J;\:-siﬁ;' BRI
Su S s::'«,". et
2 1A :N.~.' NN NENTR] A |=-0mins,
°°/,_ Ca ot Behawdr A= Attendmg/ s |
) _.f}‘p o -‘ B N Non attendmg |

Student Was attendlng 4 out of 10 (40%) of‘the hmer
- Intevals sampled to soe if s/he.was worleng f‘

.Use' Recordmg eheet S e

| Examples: % df times. heermg alde worn (sample ".6 ‘-x"s
-~ per day) study behavnor |

Advantages' does not reowre o‘w / \wers contmuous
attention v+

A Dlsadvanlages Not used i behawor is.not ongdi‘n'g""or- o
S shddid beongomg R




(Per Cent ot Agreement)

1. When usrng permanent product, frequency count
drrratron - Drvrde Iesser score by greater

90 X 100 90%

- 20:18 o t*

2 When usrng rnterval o trme sampte -

6L/VHO '

A A = [=T<T=T%T7
A AN e
| 80%

| - Divide agieements by
L ‘Or drsagreements+ agreements

Comx 0= g%
30[50 :




O1L/VaO

T-10

1 See Worksheet
2 Other . -

Y : Compare the teacher and psychologrsts trme sample
~records of att tending behavior, -

What s the percent of agreement?

| ,Teacher-s A 'A- |
Psychologist's | & [ A T=T=

A= Attendrng
~= Non attendlng
-

- 70% | SR
T rot“ |
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- Baseline: A record of behavior before intervention -
- (Tells the level of benavior of concern) . |

2| Basellnel
2
c
e |
|- 0.
,'53 " -
> 5 L
(LI
.-\)
1.2 3 4 5 §
DAYS
Time —»

- Vertical axis = Level of behavior
- —Horizontal axis = Time
- — Reliability checks 0

Lo
b
AN

7B



" Find meen (average) bydrvrdrng record for each sesslor
" by the number of sessions: |

. Example
B
e ‘5[2%
2 -8 =
E g e
Y B
220 - S
' IBEVAe
S R
Og - o S .
. 8§ ~30
1
z2 .1,20 |
v o
10
T2 8.4

DAYS
o T 3 43 45 39 q“ 46

S =1Z

GO



| Ascending', Descending, Stable |
1. Spelling words correct — 244356f

2Tanrums-—12107854 |
3. Min. of study — 4/5, 3, 4,5, 4, 4.

10

—_  —a
[ e TR A )

-

"Words Correct
'No. of Tantrums

No; of Sbelling

£L1/VEO

~ o1 ~N ©o
. =

1234 56 |
~ Wesks f - Day

PR o T

No. of mins. of study




. plriyvEO - -

A The AB'Design o

B, The ABAB Design

C. The ABCAC Desigr

'

Terhber

81

A

No. of Fights
2’

N ’ --'//CII]
N

oo

B C A C

. |
g |
Y .
0 A
Q
09 -
20)
C ..

o
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R Compareeffec'ts across behavior
/ &) Coinpare effects across subject .
" 8. Compare effecty across settings .+

"
! '
2 L .
. : |
‘ ‘ . y ot )
q ‘ : Lt '
v ' " ¥ 1] |
X . . .
A
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prlcge - Advantage — No reversal necessary -
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A Comparlson io basellne_ ,M/ :xwv\ I
| | ] | / f |
B Objectlve sﬁandards " Aw
(mlnimum obj.) 3 ' .
123456 7 8 g
. , o Months
C. Observation of Peers
.Egg //\/ ;Q*/C. .
123456?8910 »
D @bservaiion of Teacher o
Student 1A A|A| = |~ |~ A aa]a] 5
Teacher X | = X| = | ~| = | X|~|~|- o
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'WORK 00K FOR OBA

- WORKSHEETS AND INSTANT REPLAYS

o . FOB. -
OBSERVATION sﬁlLLs WORKSHOP

1. DEFINING (EINPOINTING) BEHAVIOR (USING. THE FOUR W'S)
A. THE FIRST STEP. IN' OBSERVING AND' MEASURING BEHAVIOR

v IS T DEFINE IT: A GogQD DEFINITION ANSWERS WHO?
ST WHAT WHEN? *AND WHERE :

1) WHO° 'WHOSE BEHAVIOR IS BEING RECORDED?
2.) W HAT .. WHAT SPECIFIC BEHAV'OR OR BEHAVIORS
ILL BE. RECORDED?
-3, g WHEN? WILL THE BEHAVIOR ‘BE RECORDED7
Q WHERE? HHERE WILL THE BEHAVIOR BE RECORDED? )
-“ [

4 S oy _. -
§ o , -

} B.. R SAMPLE BEHAVIOR PROBLEM:. ‘SIM HOUSTON, A FIFTH GRADER,
. WAS FREQUENTLY ABSENT FROM CLASS BUT A PHYSICIANS REPORT
INDICATED THAT HE WAS IN GOOD HEALTH.  WHEN SIM CAME ToO
- SCHOOL. HE OFTEN FOMPLAINED TO HIS TEACHER ABOUT VARIOUS -
"ACHES AND ¥#AINS.” " SIM SPENT MORE TIME CONCERNED wITH HIS
HEALTH THAN WITH HIS LESSOKS, PIMPOINT THE TARGE BEHAVIOR
AND. SPECIFICALLY DEFINE IT BY ANSWERING THE "W OLEST ONS.




c. DEscrIBE YOUR OWN PROBLEM AND DEFINE IT USING THE
© FOUR N -QUESTIONS ; | |

ya
o

el

)

ACTIVITY 1-- PRACTICE IN DEFINING BEHAVIOR

use T”ﬁoﬁp¢oﬁ SEEOYTTRNBE ﬁDYBﬁUBB ERVﬁXﬁggﬁxsxne:
’ EMONSTRATION IN BEHAVIOR EFINITION ‘

¢

LV

- Uopawz T —




DEFINING BEHAVIOR - OPTIONAL INSTANT REPLAY

IN EACH OF THE SITUATIONS OUTLINED B Low, POI VIOR AND
‘WRITE A FOUR PART DEFINITION USING WE WEA WHEQ° Hﬁ HER

1. AL COULTER IS A THIRD GRADE BOY WHO HAS BEEN REFERRED BY HIS
TEACHER, BECAUSE HE IS HYPERACTIVE AND FAILS TO COMPLETE HIS
WRITTEN ASSIGNMENTS, - ACCORDING TO.HIS TEACHER Ms. JoNES, AL

" NEVER STAYS IN HIS SEAT, HE BOTHERS OTHER STUDENTS AND RARELY
FINISHES HIS ASSIGNMENTS EVEN THOUGH SHE FEELS HE 1S CAPABLE
OF DOING THE WORK, .

SUGGEST A BEHAVIOR OF coNeERN THAT THE TEACHER couED MEASURE

P »

" SUGGEST-A 'SCIENTIFIC DEFINITION FOR THAT BEHAVIOR:
1 - . :

2,

3,

4, o :

-2, ,MS.SMITH IS A sECOND GRADE -TEACHER WHO HAS REFERRED SALLY SLIP:
. BECAUSE OF HER -"AGGRESSIVENESS AND HOSTILITY” TOWARD HER CLASSMATES.

AFTER QUESTIONING Ms., SMITH, You LEARN THAT SALLY FREQUENTLY .

HITS OR KICKS HER CLASSMATES ON THE PLAYGROUND, AND THAT SHE . |

ALSO CURSES AND SCREAMS IF SHE FEELS OFFENDED, '

How WOULD YOU DEFINE AGGRESSION AND HOSTILITY ON THE
PLAYGROUND AS. IT RELATES TO WHAT YOU KNOW ABOUT SALLY S BFHavvnR°

o © OBAfW3 _89'_ )




N\

 §\\\\ 1)) EXAMPLES=-~

2. MEASURING BEHAVIOR (RECORDING PROCEDURES) ,
A, PANCEDOTAL RECORDS (WRITING DOWN EVERYTHING AS IT OCCURS)
'1.)  ADVANTAGES-- - '

2.) DISADVANTAGES--

) j"
. (r £ s . . o . .
B. DIRECT MEASUREMENT OF ProbucTs (MEASURING PRODUCTS
- WHICH ARE A RESULT OF THE BEHAVIOR WHERE BEHAVIOR
- LEAVES SOMETHING THAT CAN BE OBSERVED AND MEASURED
- :I. E. WRITTEN RESULTS OF A SPELLING TEST)

1

1

,3\>¥ o

2.) “RECORDING MATERIALS--
AN

N .
“ .
. ~ .
\\

3.) ADVANTAGES—-

I
Yieae,

4.) DISADVANTAGES-- - o G0



o

FREQUENCY COUNTING OR_EVENI BEgQBuxuggL(RECORDING

EVERY TIME A PINPOINTED BEHAVIOR OCCU
-~ 1.) EXAMPLES--

2.) RECORDING MATERIALS--

e

3.) ADVANTAGES--

“-4,) DISADVANTAGES--

- -D,

‘o

(MEASURING HOW LONG A BEHAVIOR LASTS FROM
BEGINNING TO END OF ITS OCCURENCE '

1.) EXAMPLES--

2.) RECORDING MATERIALS--

~3,) ADVANTAGES--

4.) DISADVANTAGES--

. OBA/WS -



E. INTERVAL RECORDING (RECORDING' WHETHER: OR NOT A
BEHAVIOR OCCURS IN A GIVEN TIME PERIOD)

{\v’f; .
1) EYKQILE3-4

-~

~

2.) RECORDING MATERIALS--

Rl

3.) ADVANTAGES--

4,) DISADVANTAGES--

F. TIME SAMprING (RECORDING WHETHER OR NOT A BEHAVIOR
TS OCCURRING AT THE END OF GIVEN INTERVALS)

1.)  EXAMPLES--

2.) RECORDING MATERIALS--

nop
& -

3.) ADVANTAGES--

4,) DISADVANTAGES-- -
, | : OBA/WS




3. RELIABILITY (THE DEGREE OF AGREEMENT IN THE RECORDS OF
INDEPENDENT OBSERVERS USING THE SAME MEASUREMENT SYSTEM)

) ) 1

A, COMPARISON OF RECORDS BY DIVIDI?G THE LESSER BY THE
GREATER X 100 = 7 oF AGREEMENT (PERMANENT PKOLQUCTS,
DURATION, FREQUENCY COUNTS) : '

1.)  ExAMPLES--

B, DIVIDING THE NUMBER OF AGREEMENTS BY THE NUMBER OF '
AGREEMENTS -PLUS DISAGREEMENTS X 100 = 7 OF AGREEMENT
(INTERVAL OR TIME SAMPLING RECORDING) -

1.) EXAMPLES-—-

C. ACCEPTABLE RELIABILITY STANDARDS,

- These materials are based crn 2. Vance Hali, Managing Behavior
_Series Part I: Observatieon and Wesngurement of Behavior,
.. H & H Enterprises, Inc., Box 10795, Lawrenc&, Kansas, 1977.

OBA/W7 |
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IF THE SPEECH THERAPIST RECORDED THAT FRITZ SKINNER
“ARTICULATED 9 “s” sounps CORRECTLY AND THE SCHooL

PSYCHOLOGIST RECORDED 10 WHAT 1S THE °ER CENT OF
AGREEMENT? '

R TR

OBA/W8



COLLECTING DATA &.MEASURING BEHAVIOR
OPTIONAL INSTANT REPLAY

%

1. OF THE MEASUREMENT TECHNIQUES, THREE .ARE MORE USEFUL TO TEACHERS
AND CLASSROOM SETTINGS THAN OTHERS., SELECT THE THREE MOST - |
USEFUL TO TEACHERS AND BRIEFLY EXPLAIN WHYi '

g NTERVAL RECORDING

: NECDQTAL RECORDS

. IME SAMPLING"

. URATION - |

. REQUENCY. COUNT OR EVENT RECORL INe

. IRECT MEASUREMENT OF PERMANENT PRODUCTS:

T

CATLE NN

- Q

IN EACH OF THE SITUAfIONS‘BELOW IGGEST A M

- » SUGGEST A MEASUREMENT
PROCEDURE FOR THE BEHAVIOR, IN A PREVIOUS LNSTAﬁT REPLAY
YOU DEFINED THE .BEHAVIOR TO BE MEASURED, : :

TN

A. AL COULTER WAS A THIRD GRADE.BOY WHO HAD BEEN REFERRED B
: HIS TEACHER BECAUSE HE WAS HYPERACTIVE .AND FAILED TO >
COMPLETE ASSIGNMENTS. & ACCORDING.TO HIS TEACHER, AL NEVER
WAS IN HIS::SEAT, HE BOTHERED OTHER CHILDREN AND RARELY
FINISHED HIS ASSIGNMENTS EVEN THOUGH SHE FELT HE WAS

CAPABLE OF DOING THE WORK, . . *:
MEASUREMENT PROCEDURE--

A
Y

o . ' : : o

T . OBA/W9
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2. B, Ms SMITH IS A SECOND GRADE TEACHER WHO HAS REF RRED
. , SALLY SLIP BECAUSE OF HER "AGGRESSIVENESS AND OSTILITY"
TOWARD HER CLASSMATES. AFTER QUESTIONING Ms., SMITH You.
LEARN -THAT SALLY FREQUENTLY HITS OR KICKS HER CLASSMATES
 ON,THE PLAYGROUND, .AND THAT SHE ALSO CURSES AND SCREAMS
IF SHE FEELS OFFENDED. b N

b WHAT RECORD?NG PROCEDUPE WOULD YoOU SUGGEST THE TEACHER
USE -TO RECORD HOSTILITY AND AGGRESSION? (REFER BACK TO
YOUR DEFINIT! ON OF THE BEHAVIOR TO BE MEASURED FOR A START) . .

3, JANE TINNEY, A SIXTH GRADE TEACHER, DOESN'T HAVE TIME To WATCH

i BiLL BANG CLOSELY BUT YOU'D LIKE TO HAYE HER MAKE A.RECORD _
OF HOW MUCH TIME HE SPENDS STUDYING. -SUGGEST HOW SHE COULD"USE
TIME SAMPLING TO RECORD STUDY BEHAVIOR AFTER IF_HAD,-BEEN
PINPOINTED, SHOW WHAT A° RECORDING SHEET FOR A 50 MINUTE
MATH PERIOD MIGHT LOOK LIKE.

v

o B
Sy
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WORKSHEETS FOR OBSERVATION SKILLS WORKSHOP

(Interpreting Data Sessions)

.4. Charting Behavior : .
0 ) K ! . - .0

a. Baselines (a record of behavior before intervention,

' depicts the level of behavior of concern)

1) 1level of behavior
o . 4,

2) time dimension

oy

3) 4réliability checks - how do you indicate a check?

4) ascending

, g 8
4 . OFU
' 2,3,5,4,6 Y-
(5) (6) =3
By &~
=] bo 4
3
Be 2
= 0
1 2 3 4 5 6
WEEKS
OBA/W11




- .5) _descending .20
o ‘ oo '
~20,17,18,13,8 8:; 15
(16) . (8) S» 10
=1
= O 5
T
. O
’ 3 - 0
1 2 3 4 5 6
DAYS
6)_'stab1e ' : o0
©25,30,25,25,30 © -8 7
25) B9
Bo S0
55
o8 25
mg ’
= 0

%

=
[\
w
Ee
2]
(=,
~

DAYS .
b. Computing means !
A " Baseline Time Qut
o 20 '
[72]
S 15
=4 .
- 2 10
4 3
n 5
L
° 0
T T 2 3 & 5
15 510 515




5. '‘Assessment of Intervention Procedures T

a. AB.designs‘-(Theofavorite)

b. ABAB designs,-revérsal (The scientific approach).

c. ABC(A) designé'

OBA/W13~




 Spéqia1-UsésE

Level of Behavior

e

Multiple baseline de§igné

1) comparing effects across behaviors

2) "~ comparing effects across students or subjects

3) comparing effects across settings such as
different classrooms :

Baseline -

=
)

i
<
<

OBA/W14 )
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6. ¢thainingfcdmparatiVé Daté

a. Establishing a goal or minimum objective

'vl) comparison to baseline Lset at hlghest 1eve1
: of baseline) , A

L4

o 2) objective standérds'(e;g. gra&e level)

sl e b
15 |- T I

. 1 ‘

3

ﬁ‘.

9
»
3

7 3 4 5 6 7T 8 7
~ MONTHS '

(9]
N

observation of peers
N/L\iv/é\\bp )

T2 3 4 5 6 7 8 9 10 11 12z
WEEKS =~ . IR

# Correct

4) observation of teacher

Student

Teécher,

OBA/W15
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' SELECTING APPROPRIATE® MEASURENENT PROCEDURES mND

 RECORDING TECHNIQUES: AN OPTIONAL INSTANT REPLAY

. Marilyn Ball, a 6th grader, was referred to the school-
psychologist, Vince°Hill, because she 'mever" handed in class
assignments. During study periods,® according to the teacher,
she talked to classmates. Her parents had been unable to get

. her to study at home. Vince, being a responsive psychologist,
- got the teacher to record the percentage of assignments Marilyn

turned in on time. The record over a one week period ‘was 1/5,
3/5, 1/4,.0/6, 1/5. On the third day (Thursday) the teacher

had a reliable student, Alan, check how many papers Marilyn
handed in. He wrote down Marilyn handed in one out of four.
Then Vince and the teacher set up an appointment with the parents
in which a home-school report card system backed by privileges
such as T.V. and free time were contingent on handing in assign--
ments. In the next week the teacher record of assignments com- :
pleted was, 0/4, 2/5, 4/5, 4/4, 6/6. On the last day Alan also
recorded 6 out of 6 assignments completed.- ' S

1. Graph:thesé&data'below:

<

label both axes. .
sepafate the phases'of the study
label both phases of the study

indicate reliabilify checks

what was the baseline mean? . - - e




2.

If. the teacher‘and'parents did a reversal.(ABAB) How
would the data probably.look?N'(just-sKetchjin)-
3.~.Accord1ng to these pre11m1nary results what would a

@

v reasonable goal seem to be for Marllyn as far as

handlng in completed assignments?

Extra Credit for Fast Workers

.

Graph these data'

‘A teacher records the number of times a w1thdrawn
child volunteers in social studles class. The record

eshows 0, 1, 0, 0, 1, 2,»3.

mWhet kind of baseline is this? : ' .

Would you recommend intervention at this time?

N v
OBA/W17 10,, '
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. RESOURCE MATERIALS . -~

.
-

Introduction

There are over 1,000 references on observation skills as
applied to school, home, and community settings. Many pro-
fessionals who observe have developed their own unique re-
cording formats, behavioral definitions, and manuals. With so
many references available, it istmpossible:to present them all
in this ressurce section. Instead, we have chosen only a few,
many of which complement each other. The focus in selecting
references has been to compile a brief list of sources for further
information which would be useful to a trainer. Because the
initial material was prepared by R. Vance and Marilyn Hall,

. this bibliography reflects a bias toward observation as they

Q

E

Aruitoxt provided by Eic:

RIC

have described it.

References ' -

Cartwright, C. A, & Ca'rtw.right. G. P. Developing Observation
Skills. New York: McGraw Hill, 1974.

This is an excellent basic text for teachers. The authors have
combined clear lahguage, humor (including amusing cartoon
drawings) and simple organization to make a readable rela-
tively short book (168 pages). Methods of opservation, behav-
ior, tallying, checklists, anecdotal records, and additional em-
phasis on instructional environments make this book
worthwhile for school personnel. Although very restricted in
scope the bookis one of the best for a beginning observer in the
classroom. .

Deno, S. L. A Direct Approach to Measuring Classroom Behav-
ior: Prccedures and Application. Minneapolis: Institute for
Research on Learning Disabilities, University of Minnesota,
1979. - . .
Deno presents a simple recording system for observing be-

havior in the classroom. Using five categories (noise, ou! of
place, physical contact or destruction, off task, and other) he

(describes a frequency counting system, procedures for in-

terobserver reliability and validity/utility of the system. A
sample case is presented to illustrate not only assessment but

intervention. A sample recording sheet is .also included. -

Deno’s article describes one approach or system for observing
classroom behavior. . '

OBA/RI
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Hall, M. C. Responsive Parenting. Lawrence, KS: H & H Enter-
" prises, Inc., 1878, ™% - :
For training parents in behavioral observation this is an
excellent introductory approach. Mirroring the inaterials de-
veloped for teachers by Vance Hall, a parent manual, leader’s
manual and program director’s guide have been developed.
There-are study giides, definitions, short quizzes, etc.,to make

Hall, R. V. Managing Behavior Series
wrence, KS: H & H Enterprises, 1974.

This series of booklets is the best concise introduction to
observation as it is presented in this module. Number 1 covers
basic principles of measurement and different designs forin-
tervening with behavior problems. Number 2 focuses on the

(Nos. 1, 2, & 3). La-

 basic principles of behavior modification including selecting
reinforcers. Number 3 details examples of behavioral princi-
_ples at home and at school. For a simple introduction, the

Number 1 booklet is perhaps the best. .

Haynes, S. N. Principles of Behavioral Assessment. New York:

Gardner Press; Inc.,.1978. ‘
‘This book is a comprehensive introductory text to behav-
ioral assessment. Some prior basic knowledge of learning the-
ory and behavior therapy principles might be helpful but the

~ book is written for an introductory-graduate level course.
Among the topics covered are methods of tecording observa- -

tions, reliability and inter-observer agreement, assessment int
structured environments, self monitoring, as well as a number
of case studies, -including school, home, institutional, and
marital problems. This book is most helpful in understanding
the assumptions and basic principles of behavioral assess-
ment. \ ' : ’

Hayues, S. N. & Wilson, C. C. Behavioral Assessment: Recent
Advances in Methods, Concepts, and Applications. San

Frqnciseo: Jossey Bass, 1979. . 4
Haynes and Wilson have compiled a comprehensive refer-

ence forbehavioral assessment. Sections focusing on observa-

tion include chapters on conceptual and methodological ad-
vances, observation in natural environments, observation in
structured environments, and self monitoring. There are help-

‘t

- the training more meaningful. This would be helpful material
for those who are responsible for training parents.

1)

ful tables listing recent applications of observation in school, /-
. : . - i

A
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Home, and commuhity settings: Coding systems for observa-

tion, use of participant observers, automated data recording,”

and other topics seldom covered elsewhers are discussed.
Thisbook is most applicable to school psychologists and other
1ssessment personnel. . S T

Jones, R.R., Reid, . 8., & Patterson. G. R. Naturalistic observa-

-tion in clinical assessment. In P. McReynolds (Ed.). Ad-

“vances in Psychological Assessment (V.. Iil). San Fran- -
- cisco: Jossey Bass, 1977.. . i )

The authors discuss the feasibility of observing in naturalis-
tic settings and provide a definition. A recording system (Be-
havioral Coding System—BCS) with a coding sheet is pre-
sented. The article focuses on this system including
establishing reliability, reports of validity. etc., as the BCS has

been used by the Social Learning Project in Oregon. This"

reference is helpful for those interested in;a predetermined
format for rec ording a large number of behaviors. The BCS was
sclected because it has been used both in the home and at

. school.

Lynch, W. W. Guidelines to the Use of Classroom Observation

Instruments by School. Psychologists. Schoo! Psychology
onographs, 1977, 3,1, 1-22. :

School péychologists often observe students for both gligi-
bility and interverition programming purposes. Lynchsets a

. number of guidelines to follow (relevancé, feasibility, reRabil-

~ cases which reflect good ar.d poor exathples. The article
be helpful in introducing si:hool psychologists to the topic of .

ity, validity, etc.).. To illustrate each guideline he desctibes
ay

observation.

Sitko, M. C., J{Fnk, A.H.,&Gillespie, P. H. Utilizing Systematic"
1

Observatian for Decision Making in School Psychology.
. Scbool Psychology Monograph, 1977, 3, 1, 23-44.

’
a

O
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These authors have focused on a flow chart organization for
using observations as pért of an assessment ard intervention
process. They present in situ observations (direct measure-
ment in the classrcom) as opposed to struciured observations.
Throughout theif four stage process they incorporate other .
skills such as task analysis to make their model functional in
-the schocl setting, This should be helpful to those who are
interested in alternative organized appréaches to observgtion
and how the observational data will be u :

Weinberg, R. A. & Wood F. H. (Eds.) Observation of Pupils and
Teachers in Mainstream and Special Educatidn Settings:
Alternative Strategies.Reston, VA.: Council for Exceptional
Children, 1975. ' . L

N Y e ' oo . . . i
- This compilation covers observation from interactive, eco-
logical, ethological, and behaviorist perspectives. There are

articles by Gump, Flanders, Hall, O’Leary, Deno, and others. __

.Most helpful is an article by Deno entitled “Behavioral Ap-
proaches to Observations: Common Problems and Some Sug-
gestions.” The article by Hall, Hawkins, and Axelrod, “Mea-
suring and Recording Student Behavior: A Behavior Analysis.
Approach” is an excellent summary of many of the skills
presented in this moduie. The book also records a cenference -

" held at the University of Minnesota during which these papers '

were discussed. .
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* USER'S GUIDE FOR IBA

USAGE SUMMARY

Rationale . v
The INTERVIZW. BXSED ASSESSMENT component is one
of three non-test-based data collection procedures in the Non-

Test-Based Assessment Package. Interviewing skills as a'part

of assessment can be used by school psychologists or other

" appraisal personnel with a wide variety of people:

1. Teachers
s 2. Parents :
3. B tudent, when approprrdte
4. Any person who has knowledge about a referred stu-

dent's academic or behavioral skills in the school or
home environments.

.User I .

This workshop is designed pr1marrly for school psycholo-
gists and, through them, other assessment personnel such as
educational diagnosticians, counselors, vocational assess-
ment personnel, and physrcnns to give several examples The
primary workshop goal is to instruct the user in listening

* skills, designing and following a logical interview sequence,

recording interview data, and appreciating the need to collect
interview data from a variety of sources such as teachers,.

parents, and even students themselves. Interview data'can be -
1sed as one part of an educational/behavioral evaluation for

determining appropriate curricular and behavroral 1nterven-
tions.

This component can be presented either before, between or
after the other two components in the package. They ate not

"designed to be sequential. It can also be used independently

Q

(i.e., without reference to the other two components). But
when itis used either independently or prior to the other two,
it should be preceded by _the special Introduction and Over-
view component that is desrgned to prepare the user for all
three of the components taken Separately or together.

Y o

Directions to Presenter

Although a script is presented, the presenter(s) should be
familiar enough with the component content so that the script
is not “‘read” Lo the participants. The session will be far more
interesting if presenters make the workshop their own, modi-

fying the script and examples to suit each 1nd1v1dual _pre-

senter’s style.
If the workshop needs to be shortened, the p.esenters
should congider shortening the scripted presentation sections

and placing greater emphasis on audience participition, mod- -

eling material and.techniques, and behavrornl rehearsalactivi-
ties designed for each section.

o

INTERVIEW BASED ASSESSMENT  °
WORKSHOP DBJECTIVES '

Upon cempletion of the Inlerview Based Assessment work-
shop, the participants will be able to:
1. Conduct effective interviews in a vanety of settings such
sas school or home eénvironments.
.2. Record interview data useful for generating questions.for
further assessment.
3. Adapt the interview, if necessary, to investigate problem

RIC .
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-areas or specrﬁc concerns about a referred stude
4. Identify how interview data fits into a compreh
assgssment sequence.

To meet these objectives, the purtrcrpant will:

—complete the worksheets for the.interview based assess-
ment workshop
—participate in ¢he simulation act1v1t1es
“Activity 1. to provide practice in referral 1nterv1ew1ng of.
: parents, teachers, andY:ents(when appro-

nsive

priate). , : .
Activity 2. to provide practice in dgveloping eligibility

.questions from measurable elements in the

definition of a handicap.

" —meet 90% criterion on written instant replays concerning
" information and application of the workshop’s content.

CONTENT OUTLINE

I OVERVIEW . L,
A. General Purpose-of Intervrew Based Assessment
1. Interviewing for asSessment decis’on making.
2. Introductgry case study.

" B. The Referral to Placemént Process ' L v

. Referral stage

. Pre-assessment stage-
. Assessment stage

. LE.P. design stage -

. Placement stage

Tt b W =

II. INTRODUCTION TO INTERVIEWING SKILLS
A. Definition of Interviewing for This Workshop
B. Three Major Components of lntervrewmg
1. Form
2. Content
3. Interpersonal relationship L s
Interview Format
1. Unstructured to structured continuum ,
2. Determining assessment questions that are of
. . concern to interviewers,
3. Collecting 1nformat10n to answer referral
questrons ..
llI. SECONDARY ASPECTS OF INTERVIEWS FOR
ASSESSMENT DECISION MAKING
A. Provision of Information to Ofhers .
B. Assistance to Others in Articulating their Ideas
and Concerns
C. Persuasion of Others
D. Teaching of Others .
E. Providing Emotional Support to Others
F. Confrontation with Others :

Iv. MA]OR COMPONENTS OF EFFECTIVE INTERVIEWS
A. Interpersonal Relationships
i 1. Rapport
2, Empathy
- 3. Reinforcement
4, Cleat communication
‘5. Accurate recording N
6. The first five minutes
B. Listening Skills -
C. Assumptions of un Assessment Interview

a
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D. ~Fou f tio \ g
P ervien questions COMPONENT LESSON PLAN
2. Assessment questions , o . - ' ' S
3. Decision questions i - o
- . 4. Eligibility questions <7 Materlals
. E Types\of questions , 1.”Worksheets and Instant Replays for gach pertlcxpant
.- L Who? -~ - 2. Transparencies and Grease Pencil(s) 3
2. What s it? ® ’ 3. Overhead Projector and Screen
= 3..Whit is happemng? . 4. Newsprint or poster paper (24" X 36") and waterbase
4. Why? . : markmg pens. '~ B
5. How? . ; ~ } R
- 6. Whep? Sequence of Events oo
' 7. Where? -« . ‘ : : ) )
oF. Sources of Informahon for Interviéw Data . Time Estimate
. (in minutes)
V. RELIABILITY AND VALIDITY or INTERVIEW 1. Welcome and Introduction ................ 5-10
.INFORMATION ) . 2. Introduction to Interview Based Assessment .
A Rehablhty Factors ; and Instant Replay #1 .................. 105-110
B. Validity Factors’ * 3. Referral Interviewing and Activity #1:~
C. A Rough Check for Relmbxllty/Vahdlty . IntervieWing Triads (sets t & 2) ........... 80
= 4. Generating Assessnient Questions and ; . ;
~ VI. COLLECTING INTERVIEW DATA . cond.uctlng a Preassessment- Conferénce .
A. "Referra] Stage - - . ‘(Note: Interviewing Triads Set 3 may o "
B. Pre-Assessment Stage “, _Pprecede this section if time permits)-. .". .. . 80"
C. Assessment Stage 5. Developing Eligibility Questions (Dlscussmn :
) * D. General Referral Questions for Teachers __ and Questlons) .......................... 80
E. Follow-up Questions for Teacher-noted Concerns : .
F. - General Referral Questions for Parents . o «
a G. Fullow -up Questions for Parents * . ’
VIL ANALYZING INTERVIEW DATA | , ° " °
A. Referral Stage Interviews -© .
1. Products of referral stage interviews . ) 2
2. Reférral interview effectiveness factors e
B. Pre-Assessment Conference Effectiveness Factars . g ¢ ) .
C. Characteristics of Good Assessment Questions = 7 ,
D. Assessment Interviewing .
N E. -Assessment Interview Effectiveness Factors a
F. EllﬂlI)lIlty Queshons c . ! s
VL SUMMARY . ’
> 7 - T )

O
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SCRIPT

o : PI}ESENTATION :
-INTRODUCTION TO INTERVIEW BASED
‘ASSESSMENT

The introductory section of this presentation should be
personalized by you, the presenter, so that the partici-
pants will know WHO YOU ARE and WHY INTERVIEW

BASED ASSESSMENT IS IMPORTANT TO YOU. The -

scriptis presented in a word for word fashion, but should;
of course be adapted to surt your personality as the pre-
\wm(,r

-Think of the last lime vou were mtervrewed by someone

© Almost everyone has experienced an interview as an inter-

viewee, or the person to whom questions are directed. Inter-

views are used in many social situations for a variety of infor.
Because interviews are so.
. common and wrdely used, there are many definitjons of an’.

_interview. What is a definition of interviewing that would'
apply to assessmeut in the public schools? On the first page of

nfation gathering purposes.

" your participant workbook (W-1) write a deﬁnmon of inter-

vrewrng as you currently know it.

Allow particip,an_ts 3 to 5 minutes to write their own
_definition. At the close of the time period, continue

«

-

Would someone share his or her definition of interviewing?

>
-

- Atthis point pause for responses fromthe partrcrpants T,As‘ !
- each definition is being read, select key words from thé
definitions and write these- words on- the chalk board. .
From each definition select DIFFERENT words from those i
already listed on the chalk board. For example, if someone
* says “Interviewing is a situation between two or more ~

people where one person 'is seeking information and the
other person is delrverrng information”; you might write

“seeking information.” Another person. might add “An -
interview can be a therapeutic encounter where a person
discovers what.is really concernrng them”. You could list
“therapeutic” and “concerns.’

‘When you feel you have sufficiently-canvassed the par-
ticipants for different definitions, thank them and com-
ment on the content-you have writter- un the chalk board.
Complete your comments'by showrng ’Iransparency 1 and

'readrng it to the participants.

SHOW TRANSPARENCY 1

Notice that this prem1se for interview based assessment
hrghlrghts two important aspects of assessment: 1) determin-

ing the questions to be answered and 2) discovering the situa--

tions which make the questions necessary. As we develop a
definition for interviewing during this workshop it will be
- important to keep these two points in mind.

Now let's consider an instance when an interview could
-have been used in assessrnent .While this'might seem lrke an
extreme situation, it'i§ a tfue‘,story

- A 6-vear old boy entered school as a first grader. After sev-'

* - eral weeks of sincere and kindly effort, the teachier was unabl
- to elicit any speech from the child. Consultation with the

Q

Aruitoxt provided by Eic:

ERIC,.

-3

©

IBA/SL - : L

FOR 1B

school psychologlsl and the speach: therapist produwd nei-
ther speech not an understanding of the silence. Finally, -a
consultant psychiatrist who specralm*d in working with au-
tisti¢ children was employed to assist in diagnosing the prob- ..»
lem. After considerable observation und testing, the psychia-
- trist concluded that the child was'indeed “autistic’ and could
best be served in a separate facility for aulistic children'in a
nearby,community. It was left to the social worker to obtain the
- cooperation of the child's mother. It was anticipated that her
cooperation would.not be easily obtained. There had been a
history of confrontation and poor communication with this
" woman when -her three older children had attended school.
The family was poor and the mother was rearing the children
alone. She could neither read nor write. She-had not been
previously consulted abuut the child’s lack of speech because
it was belreved that she would not have any mtormatron to
contribute.” .
When the social worker came tc the hometo present an I E P
callrng for placement in the special school, the mother refused
to sign the form. As predicted, she obwiously was not c.dpable
of understanding the child’s prablems. The mother aasked the '
. social worker to get off her property. _
On the following day. without any. warnlng, the child’s
- mother came to the school. As she stood in the doorway of her
child’s classroom she observed the teacher interacting with
her son by asking him to shake his head when she pointed toa

<. certain color. The child merely stared at the teacher. After

" watching this one-sided effort at communication™ for a few
minutes, the mother strode to her child’s side.and said’ “Jef-’
‘frey, you ‘talk to the lady " There was a iong moment of silence
until the child said, “Yes, ma’am.”

SHOW TRANSPARENCY 2
For a variety of reasons, the mother had never been asde .
whether -the child could talk. While this is an ext.cne’
example, itis nevertheless a true story and exemplifies the
rationale for using interviews in the assessment of chrldren s
.needs. n- "
The fundamental premise of interview- procedures in
non-test-based assessment is that someone has all or part of the
informatjon needed to answer a question. Would anyone here

. like to share with usan example from your experience of how

interviewing was used or mrght have been helpful if it had
beén used? - , .

K

Pause for participant contributions. If youhaveadditional .
examples; you mrght want-to add them. After a few
examples have been offered or 1f no examples are shared,
proceed

i

Intervnew based assessment can be best conceived wrthrn
the broad context of the referral to placement process, While -
there are many ways in which the total appraisal process can
be carried out there are a minimum of steps or stages which
“characterize the process. Interv1ewrng can be used at several
,stages within the process. ’

CAUTION: The'ﬁve stages to be described may have
different names and more steps than presented here.
Modify the following presentation to meet local policies. -
When you are unsure, tell the audrence that 'thrs is a.

-
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general description and ask for differences between what
is presented and local approaches. Terms are often
different for the same essential step.

in general, 'don’t let confusion over terms impede
understanding of the scope of the referral to placement
process.

'SHOW TRANSPARENCY 3

The stages of the referral to placement process include
referral, pre-assessment, assessment, L.E.P. design, and
placement. At each stage., data must be considered and
decisions made. The referral stage indicates the involvement
of school personnel other than the student's classroom
‘téacher(s) as well as the parent. Pre-assessment is best
described as a preparatory stage in which all members of the
assessment team plan a truly individualized assessment.
Logically, in the assessment stage the team members
implement the plan and answér the assessment questions

developed during the pre-assessment stage. The design of the"

. LLE.P., based on the results of the assessment, comes next. Once
. the LE.P. is detailed the decision for placement follows. Is this
‘the sequence with which you are familiar?

Wait for comments. Clarification is usually necessary.
Remember that questions (examples) for each stage are
next in  the presentation.

More specifically, each stage requires decisions and data on
which to base those decisions. As we examine each stage,
«consider the role that interviev:ing might play in the process.

Most important to the referral stage is asking and answering
. the question "Is there a problem?” :

SHOW TRANSPARENCY 4

a

If you want to jot down some of these questions, space is
provided .on page 2 of youtr worksheets. Other questions
include: What is the problem .in desctiptive terms? What
assistance is needed to define the problem? To resolve it?
Should ithe current problem continue intact? Should other
nonspecial education be utilized? Shou)d assessment for

" potential special education assistance be requested?

What other questions assist in making decisions at this

stage? '

Pause for comments and give participants time enough to
. copy the information from the transparency if they wish.

. If the general decision at the referral stage is tocollect more
- ‘'specific assessment data, then the pre-assessment stage will
follow.

SHOW TRANSPARENCY 5

At the pre-as_'slessment stage, decisions are based on the
nature of the réferral problem(s) and the deliberations of a

mutidisciplinary assessment team. The decisions to be made -

during an-assessment are based on key questions developed
during this pre-assessment stage. What are the assessment

questions? We will discuss the nature of assessment questions-

in more detail later. What are the priorities among the
questions? How can these questions be answered? Which
assessment procedures are most appropriate under specific
circumstances? Who can carry out these procedures? How will

assessment results and recontmendations be conununicated?
Are there other questions which would be important prior to
the initiation of assessment? .

p

Pause for comment and questions. Often pre-assessment
provokes a series of questions as to who is responsible for
pre-assessment, and when exactly does it occur. -
Emphasize that much of interview based assessment
pertains to pre-assessment and will be covered during the
workshop. .

. Pre-assessment is designed to individually and precisely
tailor assessment. to a student. This process avoids the
shortcomings in the use of “standard batterv:” and exemplifies
protection in evaluation procedures. Following the
completion of the pre-assessment stage, assessment occurs.

SHOW TRANSPARENCY 6

The decisions which comprise assessment are ‘a
consequence of pre-assessment. What are the answers to the
assessment questions? What eligibility questions should be

-addressed? What other assessment procedures should be used

to answer any remaining or resulting questions? What other
information is available which may assist in determining the
child’s educational and related service needs? What about
othet key questions at this stage? '

Y
<

Pause for possible comment and give participants time to .
copy the questions if they wish. ‘
- SHOW TRANSPARENCY 7.

* When we have coll:cted sufficient assessinent information
about the student we are ready to meet to develop the LE.P.

- What are appropriate goals and objectives for the student,

based on answers to the assessment questions? What are
appropriate methods, materials, environments, and staffing .
ratios for meeting these goals and objectives? What are the

.eligibility factors which can be utilized to provide -an

appropriateé program? If all or part of the, recommended
program is outside regular education, what must occur for the
child to return to a regular class setting? o

What are the criteria for determining success of the
proposed program? What are the staff developnient
implications of this I.LE.P.?

Those are just a few of the many questions. Would youlike to
add any others? . s : .

After developing the LE.P. it is time to designate the
educational placement—this is the placement stage.

SHOW TRANSPARENCY &

Decisions at this stage are based on the following questions:
What are the eligibilities that can be utilized? Which resources -
can be assigned to implement this proposed program? Where
can the program be implemented in the least restrictive
manner? When can the program bagin? .

. In working through these five stages we have considered a -
number of questions and faced a number. of decisions.

As we consider interviewing in this context it.is conceivable
that there is a role for interviewing at the referral stage in
developing the' definition of the. problem. Perhaps most
critically, interviewing plays an .extremely important role at
the pre-assessment stage. During the asséssment stage,
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_-—personal relatlonshlps all help deﬁne dlfferences among -

- structured.

- Wk
interviewing has a traditional role, often in the clinical sense
(as in Sullivan's The Psychiatric Interview). Interviewing has
no formal place in the L.LE.P, design or placement stages but if a

- good job has.been done in the three preceding stages, there

should be sufficient information on which to base decisions.

Interview based assessment can be defined as the collection
of information and the develcpment of assessment questions
in an interpersonal context.

SHOW TRANSPARENCY- v - -

In comparing this definition with others, inclﬁding the ones
that you wrote at the beginning of this workshop, three factors
should be considered. Form (or structure), content, and inter-

definitions of interviewing.

SHOW TRANSPARENCY 10

The first factor, form. has a range from unstructured to
Interview based assessment has a minimal
structure in.that each person should know the purpose of the

interview. The questions to be asked are largely specified, but -

the order and any other aspects of the interview are up to the
interviewer. On a line from unstructured to structured we,
would rate interview based assessment about here.

Point to X on Transparency 10

Because of this relatively unstructured nature the outcome
of the interviews remains flexible.
The content of the interview has two primary aspects. We

are interested in determining what questions are of concern to .

interviewees and should be the focus of assessment.

Simultaneously, the interview also serves to collect’

information to answer some of the assessment-questions.
While it is important to keep these in mind there are other
secondary but noteworthy ourposes as well.

" SHOW TRANSPARENGY 11

.These six secondary aspects are: 1. provision of information
to others; 2. assistance to others in articulating their ideas and
concerns (of special importance to culturally different
parents): 3. persuasion of others: 4. teaching of others; 5
providing emotional support to others; and 6. confrontation
with others. Do any of you want to add other aspects?

" Pause for comments

-is based on at least three factors.

Remembering that the primary purposes of interviewingare
to determine assessment questions and collect information,
here is an example: When a teacher is interviewed we ask
him/her what are his’her concerns about the student referred.
What are the circumstances in which the concerns are

evident? What has been tried to alleviate the problem? These |
and other questions are included.in the interview for the

~ teacher. What kinds of questions can you think of for a

)

Q

situation in which the interviewee is to be a parent?

Pause for additional questions.’If no one provides
comment, be prepared to offer examples.

IBA/S3
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What if .the interviev. ee is to be a student? What types of

"questions would you suggest in that (,ase" Or should a student

be interviewed?

Pause again for additional questions. If 110 one volunteers
-questions, be prepared to offer examples, and to support
the foct that the student should often be interviewed.

J e e e et e e+ = eormemn e em e et e = e e gy e v

We will consider a series of suggested questions and some
possible forms for use in interviewing as the workshop
continues.

The mterpersondl relationship created durmg the interview. .

SHOW TRA'NSPARENC_Y 12

Establishingrapport is obvlously 1mp0rtant 1f youaretrying
to solicit information. Nothing can be more frustrating for an
interviewer than to ask question after question and hear little
or no response. It is equally'frustrating for an interviewee to be

.bombarded with question after question in a mecham(,dl

fashion.

As “interviewees share information regardmg concerns,
emotions come into play. Forexample, when ateacher sharesa
concern or problem, the frustration or exasperation associated
with the student may also be communicated. Empathy, the
ability to communicate caring and understanding, is very’
important at this critical juncture of the interview. The
interviewer must_be able to hear not only the facts being
expressed but also the feelings. .

As the.interview progresses, the interviewer facilitates the
information gathering process by reinforcing the person being

-interviewed. Being genuinely encouraging is not always-easy.

Reinforcement is not only important for the interviewee but’
also for the interviewer. What kinds of remforcement would be
helpful for an interviewer? -

Pause for comments and suggestions for interviewer
-reinforcement. You may want to write the suggestions on -
the chalk board. If there are not comments be prepared to
note at least 3 yourself. Examples include: doing a .
thorough job, uncovering unknown data, understanding
the child better, broademng the view(s) others have of the

student, etc.

Because we are interested primarily.in gathering
information about coricerns and developing questions for
assessment, two specific sets of skills are necessary. First, the
interviewer must be able to communicate clearly. The
questions used must be phrased in such a way that the
interviewee understands what is being requested. The

. suggested-questions to be used in interview based assessment

may be changed in ‘any way that assists in obtaining
information. Clear communication is. facilitated by the
sensitivity of the interviewer to the communication style of
the person being interviewed. One example of clear

_communication is being able to modify the manner of
‘questioning in the middle of an interview when it is found to

be more effective in eliciting information. Can you glve me
some other examples?

"Pause for additional commenfs,and barticipatibn

1 i 1 | ‘ . i




E

T

As information is offered, accurate recording is necessary to
insure that the data will be useful following the interview.
Trying to record verbatim what a person shares is very
difficult, if not impossible. Interviewers sometimes complain
that they cannot interview and write at the same time.
However, it is important to accurately record as much
info:mation as possible. If you communicate to the person
being interviewed that you are trying to be as accurate as
possible, 'some tension about writing so' much may be
alleviated. '

- ~While suggested forms for the questions to be asked are

available. and will be examined during the workshop, some

interviewers prefer using blank paper on which to record what

" the person says. Any form is acceptable as long as the
information is captured for future use. Accuracy is the key.

As you examine the literature on interviewing, especially

the early psychiatric references, you will find one amazing

consistency. All authors agree that the first five minutes sets A

the tone and expectations for much of the interview. During
the first five minutes itis important to clearly state the purpiose

-of the interview and the manner in which the information will
be used. The seeds of rapport. empathy, and reinforcement are
sown during this initial encounter. Each person has entered
the'situation with certain expectations. The first fivée minutes
can assist in creating a satisfactory relationship and bringing
about a helpful outcome for the total interview.

Not only in the first five minutes but also throughout the
interview, listening is the most basic and powerful skill.
Depending on what the interviewer hears, thie direction of the
interview can be adjusted. and a question repeated or a feeling
acknowledged. Listening, while elemental to us all, is still
very difficult. In refining our own listening skills several
guidelines may be helpful. . T :

SHOW TRANSPARENCY 13

Be aware of the reasons you are listening. You might also say
beware of the reasons you are listening. If we anticipate what a
person is going to say we often unintentionally close our
listening to what is actually being communicated.

Related to knowing the reasons for listening is being able to
suspend your own judgment. Preconceptions are the greatest

" barrier to good listening. - ' ’

Focus on the person being interviewed. Maintain
eye-contact at a comfortable level. Don’t get into a staring
contest, but let the person know you are there to listen to what
he or'she has to say. . '

Here is a hard one. It is not always practical, but try it. I think
you will find yourself-better prepared to respond. Practice

waiting 30 seconds befcce responding. That's.tough but can be N

useful. , v P
Every once in a while tell the person you want to be sure you
are listening accurately. Repeat verbatim what you have just

heard. Then ask the person to continue. It helps to check vour -

- memory and gives the person feedback as_to your own

_accuracy. o o . o o
- As the interview continues you will notice trends or
common themes in what is said. A series of problems often
have a central expression’ For example, if parents report

" probléms in' their child's behavior which are exhibited at
different times by crying, tantrums, and refusal to comply with
any parental demand, what theme is coming through?

Pause for the answer (which is “oppositional behavior")
: 50 !

feelings are being expressed? As you consider these guidennes’

for listening.you might want to sharpen your listening skills.
These guidelines, as well as an excellent training manual, are
to be found in Carkhuff & Pierce, The Art of Helping: Trainer's
Guide, (1975). < . N

As you think about listening, remember its special
advantage for interviewing. Good listening focuses on the
interviewee and avoids the preconceptions of the interviewer.

Apart from our preconceptions as interviewers, we do have
certain assumptions which underlié our decision to interview.

SHOW TRANSPARENCY 14

As we listen and record what people say, we know that their _'
concerns can be formulated into answerable questions for the

assessment process.

Second, we assume that the information required to answer
many of the assessment questions is conscibusly or
unconsciously available from the persons being interviewed.
Next, the effectiveness of the interview can he determined by

“the quality of the -assessment questions formulated and the

related information. Indeed, the most important validity
question regarding interviewing should address this
assumption. If-we obtain good, answerable questions and
some of the information to'answer them, have we not donean
effective job of interviewing? ,

Time spent in interviewing will increase the effectiveness of
the assessment and the cooperation of everyone. This
assumption addresses the question of some people as to why
we interview at all. Indeed if a standard battery of tests is going

to be used and the placement decision is already made, much

of what is required in assessment as well as interviewing
seems superfluous. But if individualized assessment and
parent/student cooperation is genuinely desired, then
interviewing is a- recessary component. The interview
operationalizes the involvement of the parent (and student
where appropriate) as a partne: in the assessment process.

Finally, as you-interview any one person.regarding a
student, you will generally find that multiple concerns or
questions are the rule rather than the exception.

As welisten to what is said during interviews, we notice that

different types of questions serve different purposes. As this

workshop has progressed, we have mentioned assessment

questions ‘and interview questions. When we tracked the

referral to placement process, we considered questions on

which decisions are predicated—or decision questions. These

three classes of questions and one more which we will add. are _

formulated in the interview toaccomplish'two objectives: 1) to
express a curiosity or concern, and/or 2) to elicit information.

SHOW TRANSPARENCY 15

Interview questions are those asked by the interviewer

during the interview. There are certain questions which are °

'specified for the interview and others that the interviewer
adds to clarify or elicit additional information.

Assessment questions: are the concerns or reported prob- -

lems formulated into a question format for the multidiscipli-
nary assessment team to address. Additionally, as assessment
progresses, personnel may formulate more questions which
pertain to discovered concerns or unexplained behavior dur-
ing the assessment process. For example, a teacher reports that

. Bill. a third grade student, is constantly out of his seat bother-

ing others and that he never completes his work. As we inter-
view the teacher, additional problems are discovered. Bill has

As you listen to what the person.says, reflect to yourself on —few friends and other students often tattle on him. Academi-

the content. Can you summarize what has been said? What

“_ IBA/s4
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cally, he appears capable, but he seldom completes an assign-
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ment. Assessment questions might be, Wit can the teacher

- doto elicit more completed work and reduce Bill's out of seat

beltavior?” “Is there any skill or ability deficit that is impeding
" Bill's academic periorman e, especially his cornpletion of as-
signments?” As assessient brogresses. an assessment profes-
sional niay question, *'Is there any competing habit that may be
interfering with Bill's adherence to the seguence of an assign-
-~ ment?” Or, “Why doesn’t Bill persist when it appears that he
clearly has the ability and prerequisite skills to do the work?”
All of these are assessment questions which mirror concerns
orreported problemns. Decision questions, those we addressed

in our presentation of theé referral™fo placement process, help -

gnide our behavior through procedures as they are to be fol-
lowed. - ’ : .
Eligibility questions are critical to the special education
placement stage. [s the student eligible for special education?
Sometimes the question may be expréssed more cryptically as

- “Why isn't the student eligible?” The most sensitive decision
made by parents and school personnel is with regard to eligi-

. bility for special -education services. Is the student handi-

- capped according to the definitions provided by regulations?

Each definition of a handicap.implies questions which have -

measurable elements on which to base the eligibility decision.
For example, mental retardation is defined as sighificantly
sub-average intellectual functioning existing concurrently
with deficits in adaptive behavior. That brief definition sug-
gests two eligibility questions. First, is the student

. significantly sub-average in general int&llectual functioning?

E}

Second, are there concurrent deficits in adaptive behavior?
The answers to the questions aid in the decision of eligibility.
Without the questions, the eligibility determination process

cannot be public or readilv understandable to all possible

participants in the eligibility decision. i
Generally, questions (any of the 4 classes) can be divided
into seven types. L
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Each tvpe of question predicts a particular type of accurate
respouse. For example, “Who?" questions provoke names,
titles, and identifying descriptions. “What is it?" questions
require nouns or definitions. “What js happening?” will elicit
verbs and behaviors., "Why?" questions predict. “because”
responses and judgments. ""How?"” questions-yield adverbs,
-adjectives, methods, and/or stvles. A “When?" question
predicts a time, date, duration, or frequency response.
“Where?"” questions suggest location or sitnation. Our purpose
for noting tvpes'of questions is to sensitize vou to how you can
bias your answer by formulating a question in
manuer. For example, “Why?" questions- are frought with
problems. A “because” or “judgment response” is susceptible
to a variety of ‘undesirable influencés. Prejudice and
theoretical-predi}pnsitjon are but two. Yet, “Why?" questions
may be unavoidable. For example, “Why can't Jenny see the

board from the back row, when she has no problem playing left

field in baseball at recess?” Howeverra question such as “Why. .

doesn’t George like his mother?” may not be formulated in the
most effective or answerable manner. - T : _

As the multidisciplinary team begins to answer the
‘assessment questions there are a number of sources to which
members can turn for information.

For infurma"tiofn abouta student’s program the sources include
the child, teachers, aides, principal, other school staff, peers.
and parents. The student’s home may require information
from the child, parents, siblings (if there are any), and relatives
or neighbors. ' * -

In developing ussessinent questions we should involve the
child, parents, siblings, teachers, other school staff, the school
principal andany specialists as they are needed. Regarding the
use of specialists, their services are best justified when an
assessment question has arisen which can best be answered

_through their particular expertise.

As we conduct interviews, we should be concerned with the

reliability-and validity of the process.
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By reliability we mean the degree of stability or consistency
of the information across interviewers. Validity, for our
purposes, suggests two questions: 1, Is the information
obtained through interviews sufficient to construct -
assessment questions and provide some answers? This is our
altempt at demonstrating content validity. 2. Does the
information derived from the interview relate to other
informition obtained in other aspects of the assessment?
Asked in this way, we are examining the criterion-related
validity of the interview process. - o

Itisoftendifficultin the everyday practice ofinterviewingto
determine reliability and validity. But you can do a rough
check of your procedures by answering these four questions: .

SHOW TRANSPARENCY 19

a particular. -the participation of ev

process. Additionally we will consider,
‘questions may be formulated.

Can \you document the information? Does the information
have fact validity? Is the information obsérvable? Is the -
information replicable? You might generally ask, “If someone
else were to interview would they obtain similar information
and is the information factual?” In this manner .you are
maintaining’ an objective examination of what you do in
interviewing. . : - L

~Torecapitulate, collecting data via interviews can be used at v
three junctures in the referral to placement process.
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yone who should be involved in the
process. Interview dafa at the pre-assessment stagé assists in
developing assessment questions. The traditional use of the
interview in clinical practice is exemplified at the assessment
stage when interviews are used to answer appropriate
assessment questions. - :
Our focus in this inservice is on the first

Interviews at the re%;‘al stage .clarify the referral and elicit

two sfélges of the
how eligibility

Pause for questions, and discuss the questions

SHOW TRANSPARENCY 17

As you can see; if the-need is for behavioral information, the
following sources can serve those information needs: the

“child, parents. siblings, teacher(s), other school staff, peers. -
B ' ’ IBA/S5
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Administer Instant Replay #1. You might want to give
participants time to scan_the information for a few
minutes. There are four questions. Ask participants to
turn to page W-7 of their worksheets. Give them 10-15
minutes to complete the page. o

1i3



At the close of the thine périod show the transparency T-22
(dnswels to the first two questions)
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Ask participants to compare their answers with those on the
transparency. Ask if they would like answers explained
further.

- -
<
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.. A\s hefore ask participants to compare their answers with
those on the transparency, and request further
explanations if necessary.

PRESENTATION:
REFERRAL INTERVIEWING AND
~. ACTIVITY #1

As students encounter difﬁculties in school and they are
noted by school personnel, referrals are a logical outcome.
When a teacher has tried to solve a student’s difficulty or
problem and has been unsugccessful, the optionto refer creates

. an opportunity for additional assistance. The referral becomes

a request for help and is usually completed by describing the

- problem and noting relevant information. Let's use an exam-

ple referral to illustrate how interviewing can be helpful.
David is a second grade boy. The referral problem, on the

forin filled out by his teacher, says “David cannot read.” Fortu- -

- nately, the teacher also indicates “He is not having trouble
. with math, but his reading is on a low first grade level.” In

response to a referral form item, the teacher reports that indi-

vidual work with David has been unsuccessful and that the .
‘Title I teacher has said that he is not eligible for that class.

-On page W-8 of your worksheets, you will see the brief

" referral form that the teacher has completed for David. The

parents have-toldtheteacherthatthey will be happy to help in
any way, but that they don't know why David is having prob-
lems. ‘

While this referral i is brief we do have a beginning for our

. examination of David at the referral stage. The factors Wthh

impact the quality and utility of referrals are:
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. The amount and descnptlveness of: 1nformat10n from the’

referral source,
- » Theavailability of useful 1nformatlon about the context of

the referral,

» The extent of useful information about pre- referlal
‘attempts to resolve referral problems,

» The extent to which the referral to placement process is
viewed as appropriate and useful by parents, teachers,
admnnlstrators students etc. : .

As weexamine the referral for Dav1d we can judge that more

~ information is needed to complete the referral and make deci-
_sions regarding it. Now we must consider the use of the inter-

view, what general questions we should ask, and to whom the
questlons should be addressed.
‘Here are the general questions to be asked during the inter-

view of the teacher at the referral stage.

Q

E
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Read the questions as they are listed on T-24. Note that the
questions are also listed on p. W-9 of their worksheets.

From the answer given to question 7, you are able now.to
select from one to three concerns for follow-up. The number of
concerns selected isusually determined by the amount of time
available for the interview. The follow-up questions are as
follows:

SHOW TRANSPARENCY 75

Read the questions as they are listed-on T-25. Note that the
questions are also listed-on p. W-10 of the worksheets.

As you have seen and heard thequestions for the referral .
stage initerview for David’s tedcher. doyou haveany questions’

about these questions?

Pause for questions and comments

As a general rule the procedure noted on pages W-11 and’
W-12 of your worksheets has been helpful as a sequence for the
referral interview of the teacher. Take a few moments to read
the guide and then we will discuss it.

Pause for enouglhi time for the participants to read the
material.

After reading the guide do you have any questions abgut the
sequence of the interview? About any other aspect of the
teacher interview? .

Pause for questions and comments -

Pdges 13- through 18 of your worksheets represent a
suggested form that might be used to facilitate this process. As
we mentioned earlier, many people prefer to use blank paper
while others use a form. You can try both or make a form of
your own. Obtaining the information is the most important
product of the interview regardless of the form in which it is
recorded. Are there any questions about the form?

Pause for questions and discussion of various methods of
recording the data. But keep the discussion BRIEF,
because time will be needed for the activity which
follows. :

Now let’s consider the mechanics of'the teacher interview

‘using David as our example. To do this you wili need todivide

into teamns of three people each. Do that now.

Follow the 1nstructlons for Act1v1ty 1, Set 1 on the
following pages: '
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ACTIVITY 1
INTERVIEWING TRIADS

Purpose: To provide expertence and exposure to the referral
interview and its various roles. The activity incorporates
boththe roles of interviewer and interviewee, as well as one
or more observers of the process.

Time: 30 minutes: Instructions ........ 5 minutes .
Activity ........... 20 minutes
Analysis .......... 15 minutes

Group Size: The size of the group is limited only by the .

trainer’s ability to manage and perhaps by the amount of
room in the facrllty .

Group Structure: Partrcrpants form small groups of three (four
people may join when odd numbers occur)

Physical Setting: A room large enough to comfortably accom-

_ modate the triads in a manner avoiding noise prcblems:

Materials: Participants need only thelr worksheets and pens or
pencils. <

Overview: This activity is designed to provide experience in
the teacher and parent interview. One person plays the role

. of interviewer, another the teacher or parent and the other -

partlclpant “acts as an observer.

Set 1

1. The trainer divides the group into smaller groups of 3.
Four could form .a group where odd numbers exist.

2. The trainer asks each group to volunteer to be either an
interviewer, a teacher (in the first round, a parent in the
second round), and an observer. Ask the partlclpants to
raise their hands in response to. . ‘
“Who is the interviewer?”

“Who is the teacher?”
“Who is the observer?”

3. Instructions to the Interviewer:

"~ “You are now to ask the questions as they have been
described by the trainer. You can use the form or blank
paper. Study the referral of David, and the questions to be
asked as I give instructions to the others "

. 4. Instructions to the Teacher:

“You are going to act as the teacher who completed the
referral regarding David. Study the referral you com-.
pleted. Additionally, you have a role description in your
worksheets on page 19. Study it and try to conform as

' closely to the role description as possible. When a ques-
tion is asked for which the description has not provided
an answer, use your creativity. However, avoid the temp-
tation to be too wordy or extravagant in your answer. Be
as realistic as you can.' :

- 5. Instructions to Observer(s)

“You are to observe the process and take notes on the
interaction. An observation form is-provided on page 20

. of your worksheets. Do not interrupt the interview or
comment until the process has been ended by the trainer.
At that point you will have the opportunity to. provide
feedback. Remember, your primary role is to observe,
and you will be asked to comment on the positive, con-
structive aspects of the interviewer's skills. -

6. Now note to the participants that the interviewer has
approximately 15 minutes.in which to conduct the inter-
view. Ask if there are any questions about what is ex-
pected. Give participants a few minutes to study their
roles and then encourage them to begin.

7. Circulate about the room, and encourage partlclpatlon of
the groups

8. Following approximately 15 minutes, ask the groups to.
take about 2 minutes to complete the interview.

9. At the close of the time period, ask the observers to
provide feedback, constructive and positive, to the inter-
viewer. Allow approximately 3 minutes for this process.

- 10. Next ask the group for general feedback regarding the
- experience. What were their feelings? What thoughts
{what they said to themselves) occurred? What behaviors

did they note in themselves or others during the process?.

Use a chart (newsprint) or a chalkboard d1v1aed in the™™

manner shown below.

~ Interviewer - Teacher/Parent Observer.’

B

Feelings

Thoughts |

Behaviors

Analysis: Take careful note of the feelings and thoughts re-.
ported. Actively listen to any embarrassment or hostility

. that may occur. A certain level of defensiveness is expected:

" Some awkwardness in interviewing m=y be attributed to the
relative unfamiliarity with the questions. However, the feel-
ings of the teacher and interviewer are often good indica-
tions of how people may feel in the actual process. Caution
potential interviewers to 1ake the féelings into consideration
when preparing for and conducting interviews. '

Don't be defensive about this process. Interv1ew1ng is
difficult and the questions are only general ones. If the
participants want to add or delete questions, be permissive.
Encourage them tohave fun during the simulation. Have fun
yourself, but help the group to avoid being silly.

Set 2
Process:

1 Ask the observer to take the role of interviewer now for
the next experience. The previous interviewer will be-
come the parent, and the person who played the teacher

_ will become the observer. If there are four in the group,
assign the two observers to the roles of interviewer and
-parent. The other two will become observers.

2. The role of either mother or father (if you have four to a

“group, you could assign both roles) is described on page
19 of the worksheets. Give the participants time to study
their roles (about 2-3 minutes). Ask for questlons about
what is expected.

. 3. Tell the groups that they will have approxlmately 15
minutes toconduct the interview. Remind observers that
they are to record and not interrupt the process. :

4. Repeat the sequence described in the first set, including .
the analysis. Note: you will hove to prepare anotherchart -
or erase the chalk board. ) o

‘Optional Set 3

Process: Assign the role of David to a member of each group
Conduct the sequence &s described above.

Cautions and Pitfalls: Beware of obseivers who become nega-
tive and excessively critical. This can obscure the purpose .
' of the activity and discourage the potential interviewer.
Also, groups will tend to drag on and should be encour-

;- aged to stop and participate in the analysis. Emphasrze that
IBA/S7 '
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individual differences often account for variance in times of
the interview. Remember, have fun!

Now that we know more about David’s problems from the
teacher’s perspective, it is appropriate to determine what the
parent might have to share about the problems. Here are the
_general questions“which are usually asked during the referral

) parent interview. .

- SHOW TRANSPARENCY 26

Read the questions quickly. Note that the questnons are
s1m1|a'r to those used for the teacher. .

SHOW _TRANSPARENCY 27

T Xsr with the teacher, the follow- -up questlons are similar.
These are listed on page 22 of your worksheets.
Do youthave any questlons or comments about these ques-
tions? .

Pause for questlons and then say.. ..

PRESENTATION: .
Generating Assessmant Questions and
Conducting the Pre-Assessment Conference

L9

Following the completion of the referral interviews it istime
to examine what the products of referral interviews should be:

SHOW TRANSPAREI\CY 28

Read Transparency 28°and allow time for participantsto
copy if they wish.

Now let’s repeat the’ act1v1ty, this time 1nterv1ew1ng Davxd s
parent. ~

We can best )udge the effectiveness of the referral interview
process by examining the following factors

"~ - SHOW TRANSPARENCY 29
Read Transparency 29 and ask for comments.

As we consider David s referral, we can now use the data to
make decisions at the referral stage. Using David as an exam-
ple let’s conslder these questions again: .

" Follow the instructions for Activity 1, Set 2

Atthe completion of Activity 1, Set 2, you havethe optlon
of using Set 3, if time permits. If you choose to do set 3,
then the groups remain where they-are. If not, then the
groups can return to their original seats.” -

Now say. ...

As the information builds  regarding David’s referral it might
be appropriate to interview David himself. What factors
should be considered in determining whether or not to inter-
view a student? - - -

SHOW TRANSPARENCY 4 Again

- Notice that thisis atransparency used before. Repeat each
question on the transparency and elicit answers from the
audience. Note that the typical consensus is that David

- Should be assessed At the close of the questlons say. .

When this activity is conducted thh most groups .the con-

sensus is that David should be assessed. As we prepare: to

conduct the assessment, a pre- -assessment conference is held
to plan the assessment. What-factors can influence the effec- -
tiveness of the pre- assessment conference" v

e Pause and encourage part1c1patlon Write the factors on

the chalk board or newsprint.

z s

On page 32 you will find the general referral questions that-
-might be appropriate for the student. They are, predictably
now. much the same as those for the parent and teacher. So are
the follow-up questions on page 33. And following that page is
the suggested form which could be used for the student. As
you examine it, do you have any questions or comments?

2

Pause for questlons or comments. It is at th1s time that you
would normally do Set 3 of the activity, if you had previ-
ously elected to go ahead with it. And if that is the case

~then you simply follow the directions for Activity 1, Set 3.
After completion, you have the groups return to their
original seats and proceed. .

You can .now consider yourself an_intérviewer, and you

should complete the self assessment on page 40..

Allov's'/'~5.minu_tes 'for' completion of the self-assessment,
and ask for comments and questions.

_ SHOW TRANSPARENCY 30

Asyou cansee, the person who acts as chairperson is the key
component in'the pre-assessment process. During the meeting
or conference there are a number of decisions to consider and a
suggested format to follow is given on pages 42 and 43 of the

- workbook. Study those pages and notice what the agendais.

Pause for a few minutes and then. ..
SHOW TRANSPARENCY 5 Again
Notice that T-5 is a transparency you have used before.

Read the questions and: consider ‘the answers as the
participants offer them

The answers to these questions make up the context-of the .
pre-assessment’ conference.

Let's go back to the first question at the pre-assessment stage.
If we were a multidisciplinary assessment team, meeting to

" consider David with the information we have now, what -

assessment questlons would we generate?

Encourage part1c1pants to logk at the referral interview data
they have collected and begin to share questions. As questions
are verbalized, you should write them on a sheet of newsprint

-or poster paper. Facilitate brainstorming by accept1ng any )

question shared.

IBA/S8 PR
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- You should now have a list of assessment questions for David.

“tions help make the decisions

) 94-142.

Q

°

‘ After a variety of questions have been offered, ask the group to
see if any questiops can be comnbined without making the
question too wordy or 100 complicated to answer parsimo-
niously. : ’

As you can see, there are three measurable elements in the
definition: (1) Sub-average intelligence, (2) deficit in adaptive
- ) behavior, and (3) adversely affected educational performance.
Next. ask the group to priority rank the remaining questions. Based on these measurable elements we can develop
Obtain a vote from the group on each question’s ranking.. - eligibility questions. : -

Ask the group to evaluate the questions using criteria of Trans- ' SHOW TRANSPARENCY 35

parency 31. )
' 'SHOW TRANSPARENCY 31 - Note each question and allow time for comment and
. . ' ) T discussion. Make sure the’ participants understand the
After dlSCUSS_K_m- say.... v : © .- - concept of “measurable element”. -
The next task during the pre-assessment conference would . . Nguw, you will find the definition of “seriously emotionally

be-to assign t)iese questions to members of the multidiscipli-- disturbed”, also taken from the regulations for P.L. 94-142, on
nary team. . - : page 47 of your worksheets. Your assignment now is to see
: how many measurable elements you can find within that

SHOW TRANSPARENCY 5. Again ,  definition.

When all questions that we noted.on this transparency have Pause for about 5 miuuteg and then ask:

been addressed, the pre-assessment conference will have been

completed. _ ) . ‘Okay. how many measurable elements did you find in that
Once completed. the chairperson may choose to evaluate definition? : o

histher performance. A rating form has been prepared and you

_-willfind it on page 44. This may help in such a self-evaluation.

Look at that rating form and see if you think it covers the Elicit estimates or their actual numbers
essential skills. : . :

As you look at the definition you can see at least four

several factors muist be considered,

Pause for comments and questions. Discuss the form for ' dir_nen_sions within the definition and at least 14 measurable
-approximately 3 minutes or less. ' elements. S :
When interviewing is used during the z{ssessmenf stage SHOW TRANSF_‘ARENCY 36

Can you see how these elements were.derived? Are they

~.

SHOW TRANSPARENCY 32 , measurable?
While it is not the purpose.of this workshop to train -~ Pause for comments and questions. If time permits do
interviewers for this stage of the process, it is important to - Activity 2 at this time. Notice that there are a variety.of ..
..know when it is_effective - to - use’ interviewing during methods in which to divide the group.
..assessment. - - Lo : I . If Activity 2 is NOT used, the trainer should provide
‘Consider these three factors: o example questions for one of the elements that have been
~ - derived during the previous participant exercise. For
EHOW TRANSPARENCY 33 o example, the element”“inability to le’arp not ex.plained'_by .
. . intellectual factors” could result -in the following
Read Transparency 33 and allow time for copying. Ask for eligibility questions: “On what is the inability to learn
questions. - - \ based?” “Does the measured level of intellectual
' > SNy functioning explain the inability to learn?” “Are there
S : : " racial or cultural factors that might influence the
S - measurement of intelligence in addressing this element?”

' . .

.. PRESENTATION: >\_
Developing Eligibility Questions\_ h © . ACTIVITY 2
S o \ DEVELOPING ELIGIBILITY QUESTIONS
Early in the workshop we m;:}gﬁgziéh?;a?ll;gggggs?;:i Purpose: To provide the participants with experience in devel-

-

able. To determine the eligibility questions for any handicap it

is first necessary to delineate'the measurable elements of any ments\of a definition of a handicap.

 definition. Consider the definition of mental retardation, for Time: 20-45“\minutes: Instruction_é e 5 minutes
example, specifically as it is listed in the regulations for P.L. -, Process .......... 15-25 minutes
, : o . _ : Analysis ....... ... 5-20 minutes

As determined by-trainer management. In general, the
larger the group, the longer it takes. :

SHOW TRANSPARENCY 34
. ' IBA/S9,
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Group Size: Thesize of the group is determined by the trainer’s
ability to manage the process. This activity hue been done
with groups as large as 200.

Group Structure: Participants need tables on which to prepare
a chart. The size of each group will bé determined by how
many individuals can work comfortably around each table,

~ or by how many tables you have to work with.

- Physical Setting: A room large enough to nccommodate tablea-

and chairs sufficient for the group's size.
Materials: Newsprint or poster paper, approximately 24
inches by 36 inches, waterbased markers; and masking tape.

<Activity: This experience will result in each of the small
groups preparing a list of eligibility questions which a com-

9]

mittee might ask itself to determine if a child'’s characteris-_

JHes ﬁt the measurable element of the definition.

Process: . .

1. Tell the group that they need tp divide into small groups
of, say 6 if you have a large namber of participants (50 or
more), or less if the total group is less than 50. Encourage
small group formations.

2. Explaln that this activity is designed 'to prov1de practice
in developing eligibility questions. Eligibility questions
are defined’as questions which the committee asks itself
to determine if the student’s characterlstlcs fit the mea-
surable elements of the definition.

3. Provide an example by using the follow1ng chart drawn
on,a large piece of poster paper or newprint.

_“inappropriate feelings under normal circumstances”
—What feelings have been reported by the student?

—Is the student experiencing normal circumstances
(what is normal)?

—What is the basis of a )udgment of appropr1ateness"

—Is there asignificant discrepancy between the student’s
reported feelings and the standard of appropriateness?

4. Tell-the small groups that you will cizculate among them
and assign each small group a measurable element from
the definition of *seriously emotionally disturbed”. They

Cautions and Pitfalls: It is important to encourage interaction
at the stage when the small groups begin to work. Because
most participants have not developed eligibility questions
in this manner before, they may be reluctant to proceed. You
must gently urge them on, answering any questions they
may have. .

Upon completlon of Activity 2, proceed w1th the follow-
ing script. . - \

Using the same method we haveapplied to the definitions of
mental retardation and seriously emotionally disturbed, we
can examine any of the handicaps for their measurable ele-
ments. To determine eligibility for any child, we must be able
to compare the measurable elements within a definition of
handicap such as mental retardation or seriously emotionally
disturbed with the data we have compiled. By sharing with all
members of the committee what is measurable we make the

eligibility decision mare public, objective, and susceptible to ' -

" committee deliberation as opposed to its being a preconceived

are to write their particular measurable element at.the -

,o..v..,_a.,,;,,a_top of the chart or newsprint. Next they are to brainstorm .

a series of questions that a committee would ask to deter-

mine presence or absénce of eligibility for a given stu-
dent. After they have generated all of the possible ques-
tions, or when the time'is up, they should list them,
legibly, on the chart with the marker you will provide.
‘Ask for questions, and tell them to begin. Allow about
15-20 minutes for this activity.

5. As you circulate among the groups give each a piece o
‘newsprint or poster paper, a marker, and assign a measur-
able element from Transparency 36. '

6. Circulate among the- small groups after the assrgnments
have been made, and answer any questions' that may

have arisen..Your movement among the small groups at

this time will facilitate interaction.

“"7. As the groups complete their tasks, collect their news-
print or charts and tape them to the walls about the room.

. Analysis: As time permits, ask each group to read their results
to the group at large and comment on-the process of their
particular group in deriving the eligibility questions they
came up with.’

Note for theé participants that all deﬁmtlons of handlcaps
are amenable to this process:

IBA/S10

conclusion without the _beneﬁt of committee deliberation.
Are there any questions abouit this process?

. -

Pause for comments and questions and discuss -

As we consider what we have covered in this workshop on -
interview based assessment, especially since the first instant

" replay, there are several points I would like to re-emphasize.

Take a few moments and complete instant replay number 2
.whit’:h is found on_page 49 of your worksheets.

Allow about 5to 10 m1nutes for completlon of the instant

replay. :

Following completion of the instant replay by the group,

expose them to the answers by using 'Il‘ansparency 37.
SHOW TRANSPARENCY 37

Allow participants time to check their answers. Ask if
" there are any questions. :

When we began this workshop we stlpulated that interview
based assessment had a basic premise.

SHOW TRANSPARENCY 1, Again §

Intervxewmg aswehave presented ithereis designed togive
assessment a satisfactory beginning, to develop assessment
questions as-a rationale for individualizing our assessment,
and to examine all of the situations in which the student may
be having problems. .

Thank you.

END OF WORKSHOP
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_IT MUST HAVE A SATISFACTORY BEGINNING -

T1

* INTERVIEWING

" FOR ASSESSMENT DECISION MAKING

IF ASSESSMENT IS TO HAVE A'SATISFACTORY OUTCOME, .

P

BY DETERMINING THE- QUESTIONS TO BE ANSWERED

- IN ASSESSMENT AND DISCOVERING THE SITUATIONS

WHICH MAKE THE QUESTIONS NECESSARY.
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A TRUE STORY
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FACTS: ; ‘ _ , s
6 YEAR OLD BOY L ‘ FIRST GRADE
TEACHER UNABLE TO ELICIT SPEECH (TRIED SEVERAL WEEKS)
> REFERRED TO SCHOOL PSYCHOLOGIST AND SPEECH THERAPIST
, , - PSYCHIATRIST CONSULTED = - e L -
COULD HE BE AUTISTIC? = s , o
SOCIAL WORKER CONTACTS MOTHER--SHE REFUSES
MOTHER VISITS.SCHOOL
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IBA
THE REFERRAL TO PLACEMENT PROCESS
’ REFERRAL STAGE
PRE-ASSESSMENT STAGE
ASSESSMJ "IT. STAGE |
I.E.”.. T7TSIGN STAGE
PLACEMENT STAGE
o ‘
N
Q
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IBA : ' e e T4
o AEEE REFERRAL STAGE

IS 'THFRE 2 PROBLEM?

e

~ WHAT ASSISTANCE IS NEEDED?

* TO DEFINE,IT? . .

' *®BTO RESOLVE IT? S S
SHOULD THE CURRENT, RBQGBAM.CONTINUE'INTACT?‘~ x
R L - ’
. SHOULD OTHER NON-SPECIAL EDUCATION RESOURCES BE UTILIZED?.

SHOULD ASSESSMENT FOR POTENTIAL SPECIAL EDUCATION

ST ASSISTANCE BE REQUESTED? '

g~
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PRE-ASSESSMENT STAGE
WHAT ARE THE ASSESSMENT QUESTIONS? —
WHAT ARE THE PRIORITIES AMONG “HESE QUESTIONS?
HOW CAN THESE QUESTIONS BE ANSWERED?
e o . WHICH ASSESSMENT :PROCEDURES ARE.-MOST APPROPRIATE =
| = UNDER THE SPECIFIC CIRCOMSTANCES? ,
i - Ny A
[ . . . < /-'/'- ' ) N /)5.‘
’ . WHO CAN CARRY OUT THESE PROCEDURES?-.. _/
: . /1_ . V )
. J/'/ ) o . r N )
HOW WILL THE ASSESSMENT RESULTS AND RECOMMENDATIONS -
- o - BE COMMUNICATED? ’
" a -
- ’T\l
N |
oA
: lk)ﬂi
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ASSESSMENT STAGE

~

WHAT ARE THE ANSWERS TO THE ASSESSMENT QUESTIONS?

°

WHAT ELIGIBILITY QUESTIONS SHOULD BE ADDRESSED?

\\& : 1‘
. WHAT OTHER ASSESSMENT PROCEDURES SI"OULD BE USFD TO
ANSWER QUESTIONS"

WHAT OTHER INFORMATION IS AVAILABLE WHICH MAY ASSIST
y - - * IN DETERMINING. THE CHILD'S EDUCATIONAL AND RELATED:E
' SERVICE NEEDS? o J :

LN
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I.E.P. DESIGN STAGE

WHAT ARE. APPROPRIATE PRIORITY GOALS AND OBJECTIVES FOR THE
S;I‘UDENT'BASED -ON THE ANSWERS TO THE ASSES:_S_‘ME_NT QUE'S'I‘IONS? .

WHAT ARE APPROPRIATE METHODS, MATERIALS, ENVIRONMENTS, AND

STAFFING RATIOS FOR MEETING THESE GOALS AND OBJECTIVES?

. N .. . s ) ) . o . . ; i . - . . . )
WHAT ARE THE ELIGIBILITY FACTORS WHICH CAN BE UTILIZED TO
"PROVIDE AN APPROPRIATE PROGRAM?

IF ALL OR PART OF THE RECOMMENDED PROGRAM IS OUTSIDE REGULAR
EDUCATION, WHAT MUST OCCUR FOR THE CHILD TO RETURN TO A
REGULAR CLASS SETTING? -

AN

L.

WHAT ARE THE CRITERIA FOR DETERMINING THE SUCCESS OF THE PROPOSED

PROGRAM?

WHAT ARE THE STAFF DEVELOPMENT' IMPLICATIONS OF THIS I.E.P.?
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PLACEMENT STAGE

w . -

WHAT ARE THE ELIGIBILITIES THAT CAN BE UTILIZED?

WHICH RESOURCES CAN BE ASSIGNED TO IMPLEMENT THIS
PROPOSED PROGRAM° q. =

. WHERE CAN THE PROGRAl1 BE IMPLEMENTED IN THE "LEAST
RESTRICTIVE MANNER"°

WHEN CAN THE PROGRAM BEGIN? . . 3 -

.o ) . | ‘ . «
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THE ‘COLLECTION OF INFORMATION AND

DEVELOPMENT OF ASSESSMENT QUESTIONS IN

AN INTE%PERSONAL CONTEXT
"

i

i

FORM ;

CONTENT

INTERPERSONAL RELATIONSHIP
&
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. FORM = 1.

~ S . INTERVIEWING* | -
) S O S A Ty S —————-]
Unstructured o .. Structured
CONTENT B \
7] ) N . . . W .
PRIMARY ASPECTS 1. TO DETERMINE THE ASSESSMENT QUESTIONS THAT
’ o ARE OF CONCERN TO INTERVIEWEES
P 2.” TO COLLECT INFORMATION TO ANSWER SOME OF
PR - _ THE QUESTIONS B
/ s i . °
- ‘ P ._ \ \ ’
("-> :
\_ : “ '
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SECONDARY BUT IMPORTANT ASPECTS OF INTERVIEWS. -

'FUR ASSESSMENT DECISION MAKING

1. PROVISION OF INFORMATION TO OTHERS

2. . ASSISTANCE TO OTHERS .IN ARTICULATING THEIR IDEAS AND CONCERNS

T T3 PERSURSTON OF “OTHERS ™= mmms oD
4. ' TEACHING OF OTHERS .
5.". PROVIDING EMOTIONAL SUPPORT TO OTHERS
' 6. CONFRONTATION WITH OTHERS .
-
Y ‘-‘l .
q !
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_ LISTENING SKILLS* (é.,ri

BE AWARE OF THE REASONS YOU ARE LISTENING

V-

. ' SUSPEND YOUR OWN JUDGMENT,
. ”

T FOCUS ON THE PERSON BEING INTERVIEWED ===
PRACTICE WAITING 30 SECONDS BEFORE RESPONDING .
. R . N, -
. N
- PRACTICE REPEATING VERBATIM AS A MEMORY CHECK 5
LOOK FQR COMMON THEMES IN WHAT IS SAID
!
A REFLECT TO YOURSELF ON THE CONTENT OF WHAT THE PERSON SAYS
\
LS . \\ .
’ K . ' ' ' 4 ) \ i)
*QARKHUFF & PIERCE (1975) N
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" ASSUMPTIONS : L.,

" THE . CONCERNS PEOPLE EXPRESS REGARDING A STUDENT CAN BE FORMULATED

INTC ALQWERABLE OUESTIONS

©

- THE INFORMATION' REQUIRED TO ANSWER MANY OF THE QUESTIONS IS
CONSCIOUSLY OR UNCONSCIOUSLY AVAILABLE FROM THE PERSONS
 BEING INTERVIEWED

T T ST Iy

o

THE EFFECTIVENESS OF THE INTERVIEW CAN BE- DETERMINED BY THE -
QUALITY OF THE ASSESSMENT QUESTIONS FORMULATFD AND THE
RELATED INFORMATION = G '

4

ASSESSMENT AND THE COOPERATION OF EVERYONE

’

° | —_

MULTIPLE CONCERNS OR QUESTTIONS ARE THE RULE RATHER THAN THE
 EXCEPTION e

e

IBA/TI4 o .

TIME SPENT INTERVIEWING WILL INCREASE THE EFFECTIVENESS OF THE -
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.QUESTIONS . . . '
* EXPRESSLS A CONCERN OR CURIOSTTY
% ELICITS INFORMATION

s

4 CLASSES OF QUESTIONS

e
[

* ©

INTERVIEW'QUESTI$NS“

ASSESSMENT QUESTIONS
DECISION QUESTIONS
. ]

ELIGIBILITY QUESTIONS

kS




IBA

TYPES OF QUESTIONS

o
4

TYPES  w , Sy ) RESPONSES

WHO , - S '~ NAME, TITLES, IDENTIFYING
A . - ' DESCRIPTIONS |

WHAT ‘IS IT : | ‘ NOUNS, DEFINITIONS
WHAT IS HAPPENING | : VERBS, BEHAVIORS

WHY - | /*- . BECAUSE, JUDGMENTS

. . . . “ {r : - . » v . : .

HOW  ° | L _ ADVERBS, ADJECTIVES, ' =8
. . .~ METHODS, STYLES |

WHEN . - o S TIMES, DATES, DURATION,
' S : FREQUENCIES V ..

T ol - LOCATIONS,} SITUATIONS .

[l

i '(
c o it - a
T4 o ~N ‘
i L ’
o N
)
// e
o D e !
3 &
.. =
L : /
Aty [N ~ L.
o
13
- _,‘w I
g . . '
' . :
: =g
N _ 135 :
— - d
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SOURCES OF INFORMATION

~

9

INFORMATION NEEDS ‘ - SOURCES .~ e

'

STUDENT'S BEHAVIOR , CHILD, PARENTS, SIBLINGS, TEACHER,
- | OTHER SCHOOL STAFF,, PEERS

.
} 4, : .
. Y
o) /O . ~ .
"///// : . . L . FEEN ’ i\ y
B cowt - N

v . : . R - o :
STUDENT'S SCHOOL PROGRAM & 7 CHILD, TEACHER, A];DE-} PRINCIPAL,
' h - OTHER SCHOOL STAFF 4/ PEERS, PARENTS

- . 5 * MY .
e ' o - : N : . )
U ) e e L al el B R P T L e

N 1

STUDENT'S HOME ENVIRONMENT . CHILD, PARENTS, SIBLINGS,; RELATIVES .

, . e . :
W - P

~

ASSESSMENT QUESTIONS . ~ CHILD, PARENTS, SIBLINGS, TEACHERS,
. | | " OTHER SCHOOL STAFF, PRINCIPAL, -

- SPECIALISTS - . st
\::.x B + R
o . ' ; ot ‘
~ ’;::‘“L—\ 1 - . . .
N .
- N | 4
2
4 . o
. L
o 2 . f'\ 4 “ '
; ‘ - ' I'. v S
¢ 2 - . - ¢
2 : ; .
-« « .
v - . 1 3 (‘ o
\ ) O o -
& . - ST .
. g . ' [ Co. A ’ ‘ “ e
Cee . IBATIT .
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. ; .,/ N I
[ N / ’
! S —
./_—1' 2, R ) i
RELéABILITY' o
DEGREE OF STABILITY OR CONSISTENCY ACROSS INTERVIEWERS
: ] VALIDITY
IS THE INFORMATION OBTAINED THROUGH THE TINTERVIEW (S) )
- "SUFFICIENT TO CONSTRUCT ASSESSMENT QUESTIONS -
~'AND PROVIDE SOME ANSWERS (CONTENT VALIDITY)? -
DOES THE INFORMATION DERIVED FROM THE INTERVIEW RELATE
“ TO OTHER .INFORMATION OBTAINED IN OTHER ASPECTS -
OF THE ASSESSMENT (CRITERION-RELATED VALIDITY)?
= o 9 L4
.
- ,
3 :".— ;/f’
: 137
VA
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A ROUGH CHECK FOR RELIABILITY/VALIDITY

_CAN YOU DOCUMENT THE INFORMATION? -
. \\:‘ - . Jt-.wl,w—.::::.
~ DOES THE INFORMATION HAVE FACE VALIDITY? *
' IS THE INFORMATION OBSERVABLE? | </
S | | (,
S
IS THE INFORMATION REPLICABLE?
\'T;‘:}"' "
~.
- ° 9 .
. 13s

IBA/T19
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IBA . o , ;
: A;;‘,)“&/;,‘_-“‘ . -~
b ™
o : i"i~%m~'~*~coLLEcT1NGﬁINTERVTEWWDATAW“““”@W“"“;"
. . ﬁj{,’"

REFERRAL STAGE* -- .INTERVIEW TO CLARIFY REFERRAL
, ELICIT PARTICIPATION
- Q ‘ -*
PRE-ASSESSMENT STAGE* -- USE INTERVIEW DATA TO DEVELOP
M . ASSESSMENT QUESTIONS
VIASSESSMENT STAGE -- INTERVIEW -TO, ANSWER ASSESSMENT QUESTIONS

- WHEN APPROPRIATE

.

"
_ n
* THE FOCUS OF THIS SECTION IS ON THE FIRST TWO STAGES.
' ) v' ) o o
~
“ . 1

IBA/T20 .
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—

‘mwawWHAT ARE-THE.-5..STAGES.~ INMTHE PROGESS THAT SERVFS AS“A‘CONTEXT“““‘z

. FOR INTERVIz:,WING'>

1. REFERRAL .
) l
a

\H,7/

2. APRE ASSESSMENT’
3. AssEssMENT - :
4. TI.E.P. DESIGN

5. PLACEMENT

4

NAME THE TWO PRIMARY ASPECTS OF INTERVIEWING:

1. TO DETERMINE THE ASSESSMENT QUESTIONS THAT ARE OF

"CONCERN TO INTERVIEWERS

[y
h.

2. TO COLLECT INFORMATION TO ANSWER SOME OF THE QUESTIONS:

140

IBA/T21 = . o
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°

TS T-FHREE-"OF ~F EVE-ASSUMPTIONS~DISEUSSED+ - -

.

1. THE CONCERNS PEOPLE EXPRESS REGARDING A STUDENT CAN BE
FORMULATED INTO ANSWERABLE QUESTIONS

2. TIME SPENT INTERVIEWING WILL INCREASE ‘THE EFFECTIVFNESS
OF THE ASSESSMENT AND THE COOPERATION OF FVERYONE

-

3. THE EFFECTIVENESS OF THE INTERVIEW CAN BE DETERMINED BY

THE QUALITY OF .THE ASSESSMENT QUESTIONS FORMULATED AND
THE RELATED INFORMATION '

THERE ARE FOUR ROUGH CHECKS FOR RELIABILITY/VALIDITY;

*

NAME- THEM :

¥

1. CAN YOU DOCUMENT THE INFORMATION? ~ - .

2. DOES THE INFORMATION HAVE FACE VALIDITY?
3. IS THE INFORMATION OBSERVABLE? -

. 4. IS THE INFORMATION REPLICABLE?

S

2

" IBA/T22,
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REFERRAL STAGE
S— .

:-FACTORS IMPACTING THE QUALITY AND UTILITY OF REFERRALS :

< * AMOUNT AND DESCRIPTIVENESS OF INFORMATION FROM '
REFERRAL SOURCE ’ o : SRR o :

e L A B L R et L

* AVAILABLITY OF USEFUL INFORMATION ABOUT THE CONTEXT

1}

OF THE REFERRAL : D o

* EXTENJ. OF USEFUL INFORMATION ABOUT PREREFERRAL R
ATTEMPTS TO RESOLVE REFERRAL PROBLEMS

A

,;"

* EXTENT TO WHICH ‘THE REFERRAL TO PLACEMENT PROCESS
IS VIEWED AS APPROPRIATE AND USEFUL BY PARENTS, r
TEACHERS ADMINISTRATORS STUDENTS, ETC. ) \(—l
’ ' i

142
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1. TIN YOUR JUDGMENT, IS THERE ANYTHING IN THE CHILD'S BEHAVIOR |

“IBA - o o | : T24

GENERAL REFERRAL QUESTIONS FOR THE TEACHER T

/

 OR APPEARANCE TO RAISE CONCERNS (VISION, HEARING, DEVELOPMENT
' AND 'MATURITY COMPARED TO PEERS, PROBLEMS OF ADJUSTMENT
COMPARED TO PEERS, OTHER PROBLEMS)? o

ot

2. WHAT DOES THE CHILD LIKE? HOW DO YOU KNOW THIS?

3. _WHAT DOESN'T THE CHILD LIKE? HOW DO YOU KNOW THIS?

4. WHAT DOES THIS CHILD{ DO WELL:'- HOW DO YOU KNOW THIS?

e
-

5. WHAT DOES THE CHILD DO THAT YOU BELIEVE S/HE SHOULD NOT DO?

6. WHAT DOESN'T THE CHILD DO WHICH YOU BELIEVE S/HE SHOULD DO?

7. FROM AMONG THE CONCERNS REGARDING THIS CHILD THAT YOU HAVE
NOTED FOR ME, WHICH DO YOU CONSIDER MOST IMPORTANT?

©
°

IBA/T24
L
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FOLLOW-UP QUESTIONS FOR TEACHER-~NOTED CONCERNS

T g T HOW LONG - HAVE Y OU- BEEN--AWARE~OF--THI S:-CONCERN2-wrev vty cusoamsmrome e

e

9.

10.

11.

12,

13

14.

15.

HOW OFTEN HAVE YOU BEEN AWARE OF THIS CONCERN?

UNDER WHAT CONDITIONS HAS THIS BEEN NOTICED BY YOU .(TIME .

OF WEEK OR DAY, WHERE, DURING WHAT ACTIVITIES, ETC.)?
WHAT ‘HAVE YOU DONE ABOUT THIS. ALREADY?
WHAT CHANGES OCCURRED AS A RESULT OF WHAT YOU DID?

WHO—HAVElYOUwCONSULTED»ABOUTMTHISW(PARENTSLWCOUNSELOR,"' T
PHYSICIAN, CLERGYMAN, PSYCHOLOGIST,_ETC;)? ' |

WHAT CHANGES HAVE BEEN MADE AS A RESULT OF THIS CONSULTATION’
AT HOME AND ELSEWHERE?

HOW DO OTHER CHILDREN IN THE CLASSROOM (OR ELSEWHERE) RESPOND

16.

17.

18.
- 19.

20.

TO .- . . -'s (THE CHILD'S) BEHAVIOR?

HOW DOES THE CHILD REACT TO THEIR RESPONSES?

—
U
[N L, o0
R

WHAT WOULD YOU LIKE TO SEE TRIED IN THE CLASS AND IN THE
SCHOOL WHICH HAS NOT BEEN TRIED YET? '

WHAT SPECIFiC HELP COULD YOU USE IN THE CLASSROOM TO HELP
THIS CHILD SUCCEED? | '

WHAT SPECIFIC TYPES OF SERVICE OR PROGRAM DOES THIS CHILD NEED

IN ORDER TO RESOLVE THE ISSUE IDENTIFIED IN THIS CHILD'S CASE?

‘WHAT QUESTIONS WOULD YOU LIKE ANSWERED DURING. THE ASSESSMENT :

PROCESS THAT WOULD HELP ASSURE THE CHILD'S SUCCESS AT HOME,
SCHOOL, OR PLAY? ‘
' \ _IBA/T25
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. IBA
e s GENERAE”REFERRAL‘QUESTIONS”FQR”THF PARENT(ST“‘“ R
1. 1IN YOUR JUDGMENT, IS THERE ANYTHING-IN YOUR CHILD'S BEHAVIOR
 OR APPEARANCE TO RAISE CONCERNS (VISION, ‘HEARING, DEVELOPMENT
AND MATURITY COMPARED TO PEERS, ADJUSTMENT COMPARED TO
OTHERS, OTHER PROBLEMS)? ) ‘
2. WHAT ARE YOUR CHILD'S LIKES? GIVE EXAMPLES.
‘3. WHAT ARE YOUR CHILD'S DISLIKES? GIVE EXAMPLES.
4. WHAT ARE YOUR CHILD'S SUCCESSES? - GIVE EXAMPLES.
5.. WHAT HOPES OR IDEAS DO’ YOU HAVE FOR YOUR CHILD?
6. WHAT ARE.THE BEHAVIORS THAT YOUR CHILD DOES WHICH YOU WISH .
THAT S/HE WOULD NOT DOZ.
7. WHAT ARE THE BEHAVIORS THAT YOUR CHILD DOES NOT DO WHICH YOU
WISH S/HE WOULD DO?
| S o R .
 FROM AMONG THE CONCERNS YOU HAVE GIVEN LEGARDING YOUR CHILD,

WHICH ONE_(OR MORE) DO YOU CONSIDER THE MOST IMPORTANT?

4
v,j
s

-
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FOLLOW-UP QUESTIONS FOR THE PARENT(S)

TTRI § N . ro
Tty SRRt vattn g T AT LA g e e e

9. HOW LONG HAVE YOU BEEN AWARE OF THIS’ i{

IOLL; UNDER WHAT CONDITIONS HAVE .YOU NOTICED IT.(TIME OF WEEK" OR
: OR DAY, WHERE, DURING WHAT ACTIVITIES, ETC.)? | I

10. HOW OFTEN HAVE YOU NOTICED THIS?

12. WHAT HAVE YOU DONE ABOUT.IT?-

13. WHAT CHANGES HAVE OCCURRED AS A RESULT OF YOUR ACTIONS?
R ) . . ‘ . . N L A P
. ‘ - . ' R :
- 14. HAVE YOU CONSULTED ANYONE ON.THIS (TEACHER, PHYSICIAN,
-CLERGYMAN, PSYCHOLOGIST, ETC.)? :

'15.‘WHAT CHANGES DID YOU MAKE AS A RESULT OF THIS CONSULTATION
., (AT HONE SCHOOL, OR. ELSEWHERE)’

w~ 5
!/

“16." HOW DO OTHER CHILDREN (BROTHERS, SISTERS, FRIENDS, ETC.)
RESPOND TO . THE CHILD'S BEHAVIOR?

17. HOW DOES THE CHILD REACT TO'THIS/THESE RESPONSE(S)?

18. IS THERE ANYTHING THAT CAN BE. DONE AT SCHOOL WHICH WOULD
' IMPROVE THE SITUATION AT HOME?

.

19. DO YOU HAVE ANY SUGGESTIONS ABOUT THE BEST WAY. TO RESOLVE
THE PROBLEM(S) AT SCHOOL? . -

20. WHAT QUESTIONS DO YOU THINK SHOULD BE ANSWERED DURING THE
ASSESSMENT PROCESS? '

o -

- IBA/T27
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AN ) o S . @

\ . ——

PRODUCTS OF RE%ERRAL STAGE INTERVIEWS

I

B adnaD e

* BEHAWIORAL INFORMATION ABROUT WHAT THE CHILD DOES WHICH THE
- REFERRAL SAYS THE CHILD SHOULD NOT DO.

*.EBEHAVIORAL NFORMATION ABOUT WHAT THE CHILD DOESN T DO WHICH
THE REFERRAL SAYS THE CHILD SHOULD DO.

* CIRCUMSTANCES UNDER WHICH THE PROBLEM(S) IS/ARE PERCEIVED.

a

*. FREQUENCY AND DURATION OF PROBLEM EPISODES.

* 'DESCRIPTION OF THE ENVIRONMENT FROM WHICH THE CHILD WAS
REFERRED: ALSO OTHER SETTINGS. :

% DESCRIPTION-OF-EFFORTS WHICH HAVE BEEN MADE TO RESOLVE PROBLEM(S),
. . \ .

N\

. . . \\ : .
* LTST OF "SPECIFIC OR GENERAL ASSESSME§T QUESTIONS.

IBA/T28’
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N ' /' : I\
. T /r ) )
_ . /
/‘ : A . .
. ;—vf\.}-\ ‘ Tz
..’ . // P ‘ » M “ v
REFERRAL INTERVIEW EFFECTIVENESS :FACTORS
- SPECIFICITY AN$‘DESCRIE IONS.QF INFORMATION .
| o ] | |
K? 7/ . S s — -

RS
SN
.- &

* REGARDING TH@%REASONS FOR REFERRAL .
. R _

@

[

* REGARDINGmPAST AND CURRENT EDUCATION PROGRAMS

x REGARDING;ENVIRONMENTi(scnOoL,jHOME).ANQ,PERsbNEL

*(SOCIAL, EMOTIONAL, ETC.). ASPECTS FRoM,WHICH TRE

Is

- STUDENT WAS REFERRED .

P ] Q ° ) l
‘ A
-!f B i
ﬂ 143
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: o L, ‘ . : 3.'_,,'_“‘;,_,_,\‘.,,“w.ﬁ.n..u..m»_h;u._,,;.
PRE-ASSESSMENT CONFEY_RENCE' EFF_ECTf\IlENE'SS FACTORS

- .

* ORGANIZATION AND DIRECTION PROVIDED BY THE CHATRPERSON

LY . - . '

* TONE OF THE MEETING ESTABLISHED BY THE CHAIRPERSON

“\

B, . J
AN ) R .
N N ' 5 ™

| P \
' * . MANAGEMENT OF DISCUSSION THROUGHOUT THE MEETING * *
: . 7’ ’ ;t-' ’ . '_ S " s . .
. . . . .
»
' .
\ — .:‘ 4 R
. 7 .
) P% . a N
A ) a
o o
\ 3 ? .

149 :

o _— IBA/T30 3 .
~ Con T S

&
¢

-



) X ¢

. CHARACTERISTICS OF GOOD' ASSESSMENT Q}J)ESTI’?:’)N“S”"

4

S s e are

a

1S THE QUESTION RELEVANT TO A LEGITIMATE CONCERN OR PROBLEM?

/
IS THE QUESPION ANSWERABLE?
. ° . ] a ) ) -
WILL THE ANSWER TO THE QUESTION RESULT IN INFORMATION USEFUL
TO DEVELOPING AN INTERVENTION OR DETERMINING ELIGIBILITY?
w '4' : - cot . " - - >
) - oy
e : PT) |

v’,'?.

"IBA/T31 -~ °
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- - - .
$ . L

ASSESSMENT INTERVIEWING

* ‘ONE OF MANY ASSESSMENT PROCEDURES .. - o
R

~* *A CLINICAL, JUDGMENT-MEDIATED METHOD .

* USED WHEN INTERVIEWING IS THE MOST EFFICIENT METEQD/

l TO GATHER ACCURATE INFORMATION TO ANSWER AN ASSESSMENT

QUESTION o K -

151

Y
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h . -, | . _ . h . - .
- ASSESSMENT INTERVIEW EFFECTIVENESS FACTORS,

c;.

EXTENT OF UNDERSTANDING BY INTERVIEWER ‘OF THE ISSUES AND

CIRCUMSTANCES WHICH PROMPTED THE ASSESSMENT QUESTIONS

RN

o

EXTENT-OF SENSITIVITY TO. THE ENVIRONMENT AND SOCIAL CONTEXTS :

,,WITHIN WHICH ‘THE CONC\RN EMERGED REGARDING THE ASSESSMENT

3 QUESTION . wj

-

EXTENT OF UNDERSTANDING BY THE PERSON BEING INTERVIEWED
OF THE ISSUES AND CIRCUMSTANCES WHICH PROMPTED THE ASSESSMENT
QUESTION R .'- o | L ' S

[N Y

;o

1

IBA/T33
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IBA

MENTAL RETARDATION

""JMENTAL RETARDATION' 'MEANS SIGNIEICANTLY SUB-AVERAéE
GENERAL INTELLECTUAL FUNCTIONING EXISTING CONCURRENTLY
@ _. WITH. DEFICITS IN ADAPTIVE BEHAVIOR AND MANIFESTED
DURING THE DEVELOPMENTAL PERIOD,; WHICH ADVEI}SELY AFFECTS .

A CHILD'S. EDUCATIONAL PERFORMANCE." (P.L. 94-142)

—

44
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ELIGIBILITY QUESTIONS

IS THE STUDENT SIGNIFICANTLY SUB~AVERAGE IN INTELLECTUAL

FUNCTIONING? 5

ARE THERE CONCURRENT-DEFICITS IN ADAPTIVE BEHAVIOR?

DOES THE SIGNIFICANT SUB-AVERAGE INTELLECTUAL FUNCTIONING

AND IMPAIRED ADAPTIVE BEHAVIOR SIGNIFICANTLY AFFECT

'EDUCATIONAL PERFORMANCE? ==~ — ==

'IBA/T35
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DEFINITION: SERIOUSLY EMOTIONALLY-DISTURBED

.,\\

FOUR DIMENSIONS: =~ 1. CONDITIONS

2. TO A MARKED DEGREE
3. OVER A LONG PERIOD OF TIME
4. -ADVERSELY AFFECTS EDUCATIONAL PERFORMANCE

14 MEASURABLE ELEMENTS:

S oW N
.

o
.

lo.

11,
12.
13.
14.

INABILITY TO LEARN NOT EXPLAINED BY INTELLECTUAL FACTORS

INABILITY TO LEARN NOT EXPLAINED BY HEALTH FACTORS

INABILITY TO LEARN NOT EXPLAINED BY SENSORY FACTORS
INABILITY TO BUILD OR MAINTAIN SATISFACTORY . INTERPERSONAL
RELATIONSHIPS WITH PEERS _ _ _ L
INABILITY TO BUILD OR MAINTAIN SATISFACTORY INTERPERSONAL -
RELATIONSHIPS WITH TEACHER .

INAPPROPRIATE BEHAVIOR UNDER NORMAL CIRCUMSTANCES
INAPPROPRIATE FEELINGS UNDER NORMAL CIRCUMSTANCES 2

OGENERAL OR PERVASIVE MOOD OF UNHAPPINESS OR DEPRESSION

TENDENCY TO DEVELOP PHYSICAL SYMPTOMS ASSOCIATED WITH
PERSONAL PROBLEMS ' ‘ -

QTENDENCY TO DEVELOP. PHYSICAL 'SYMPTOMS ASSOCIATED WITH
'SCHOOL PROBLEMS -

TENDENCY TO DEVELOP FEARS ASSOCIATEb WITH PERSONAL PROBLEM
TENDENCY TO DEVELOP FEARS ASSOCIATED WITH SCHOOL PROBLEMS -
AUTISM | : L
SCHIZOPHRENIA

IBA/T36 .
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INSTANT REPLAY #2 .

1. 'a)‘.AMOUNT AND DESCRIPTIVENESS OF INFORMATION FROM THE
o REFERRAIL: STAGE

b) "AVAILABILITY OF USEFUL INFORMATION ABOUT THE CONTEXT OF -
THE REFERRAL

c) 'EXTENT OF USEFUL INFORMATION ABOUT PRE REFERRAL ATTEMPTS
TO RESOLVE REFERRAL PROBLEMS , ' :

d) EXTENT TO WHICH THE REFERRAL TO PLACEMENT PROCESS IS
VIEWED AS APPROPRIATE AND USEFUL BY PARENTS, TEACHERS,
ADMINISTRATORS STUDENTS ETC.

2. a) BEHAVIORAL INFORMATI@N ABOUT WHAT THE STUDENT SHOULD NOT L

b)T BEHAVIORAL INFORMATION ABOUT WHAT 'THE STUDENT DOES BUT
SHOULD NOT BE DOING

c) CIRCUMSTANCES UNDER WHICH THE PROBLEM(S) ARE PERCEIVED
d) _FREQUENCY AND DURATION OF PROBLEM EPISODES

e)ﬁ DESCRIPTION ON' THE ENVIRONMENT FROM WHICH THE CHILD WAS
" " REFERRED.

f)_~DESCRIPTION OF EFFORTS WHICH ‘HAVE BEEN MADE TO RESOLVE
PROBLEM(S)"

g) LIST OF SPECIFIC OR GENERAL ASSESSMENT QUESTIONS

,/f”\ ) ’ a

o " IBA/T37 .




~ WORKBOOK FOR IBA

" 'INTERVIEWING (Your Definition):

9

If assessment is to have a satisfactory-outcome, it must .
-have a satisfactory beginning--by determining the question(s)
to be answered in assessment and discovering-the situation(s)
- which make the questions. necessary.

EXAMPLES :

THE REFERRAL TO PLACEMENT PROCESS: A CONTEXT FOR INTERVIEWING:

1. Referral Stage | j : o | N ',f-

2.A-PEe-AssesSﬁeﬁt-gﬁége' o '. "_  3 S

3. 'Assessmenttétgée
4, I.E.P. Dgsign S;agel

5. Placement Stage . 157 N




REFERRAL STAGE
'PRE-ASSESSMENT STAGE

ASSESSMENT STAGE

=

et

I. E. P. DESIGN STAGE
:igj

" PLACEMENT STAGE

_B’

DECISIONS AND ISSUES N

8

IBA/W2

- ISTA

(Y3



INTERVIEWING: DEFINITION
FORM OR STRUCTURE

Unstructured R _ | Structured
CONTENT .
TWO IMPORTANT ASPECTS
3
1.
2. ‘ - g
. EXAMPLES: - jy
INTERPERSONAL RELATIONSHIP . - o
Factors related to success
1. '
2.
3, ’
4. |
- N .
_ Most important time:
158

ty




 LISTENING: SOME HELPFUL RULES
. 1. |

THE TWO IﬁQORIANT PURPOSES OF INTERVIEWING ARE:

LS

1.7

R a




ASSUMPTIONS UNDERLYING INTERVIEW BASED ASSESSMENT
DECISION MAKING
A. |

-B.

- QUESTIONS -- 4 Classes

S

1.

P ' C " - IBAWS



TYPES OF QUESTIONS

. o
-t
SOURCES OF INFORMATION .-
INFORMATION NEEDED -~ - | SOwRces .
./
" RELIABILITY |
\ . .
* .VALIDITY -- Two types -
].'\ .o ’ . bk\—\“i:—f«"/ d . d}i.-«‘
2.
ROUGH CHECKS FOR RELIABILITY/VALIDITY
L 163
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K

INSTANT REPLAY 1 .

»

v

WHAT- ARE THE 5 STAGES IN THE PROCESS THAT SERVES AS A CONTEXT FOR:

INTERV IEWING? ,

T 1 - A
NAME THE TWO IMPORTANT PYRPOSES FOR INTERVIEWING:

1. b

LIST THREE OF FIVE ASSUMPTIONS DISCUSSED:

i

1. | \ .
. \ .

\ e
9 \ = :

A
- \

. ’ \‘\
3 . . : . ) \\‘. o
N A

?

THERE'A#E FOUR ROUGH CHECKS FOR RELIABILITY/VALIDITY.

NAME,;ﬁEM: . | o B
1. . 3.

2 4.
’ 162
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REFERRAL FORM . R Today's Date_ 2/14/80

Name David - - Date of Birth 12/9/70
Sex =~ Male | School- ' Middletown Elementary
Grade 2 Teacher(s) - ». ¢
—_—_ ; - -
Reason for Referral: David can't read >
[
" Describe spec1f1c educatIonaT/behaVIoraT problems: . He is not

1 s

‘ havIng troub]e in math but his reading 15 on a low f1rst grade.

TeveT He knows h15 sounds, but cannot learn sIth words. ., Her is

. d15rupt1ve and gets out of his seat w1thout permISsIOn ‘He. talks

0

out constantTy, gets 1nto f19hts He 15 dIsogganIZed and has a qu1ck

R »
s o . o

temper

‘9 ‘.

LIsT STRATEGIES USED TO ENHANCE STUDENT ACHIEVEMENT AND/OR CLASSROOM

P

BEHAVIOR: I've worked w1th h1m 1nd1v1dua11y ~So has the T1t1e I

’teacher, but she says he is not e1191b1e for the program and doesn t

have any other ideas.

/

CURRENT EDUCATIONAL FUNCTIONING He is fa111ng read1ng but making

i 4

AsatISfactory 1n math Hi's Gates MacGInLIe scores are (5/78) Vocab--”

no score, Comprehen510n--1 4; (2/79) Vocab--no score, Comp -=1.4;

" (10/79) Vocab--1. 6, ComprehenSIOn-—T 5 " ,fs

.o
. - B
1 o . Lo

» ’ | ‘ ) . 0 ’J .‘,
RESULTS OF GENERAL VISION HEARING AND MEDICAL SCREENING " .The

¥

“o.nurse regorts that he is okay on everyth1ng .

i <
*a, ’ o . ~

SIgnatures ,." T .' .

_ 1BA/WS 163 (_ )



FACTORS Impacting the Quality and Utility of Referrals:

]) S /-\."—- " : . ‘ ° .
2) -
3) 5
)
4)

’

GENERAL REFERRAL QUESTI@NS FOR THE TEACHER

1. In your Judgment, is there anyth1ng in the ch11d s behav1or
- or appearance’'to raise concerns (vision, hearing, development
and maturity compared to peers, prob]ems of adjustment com-
- pared to peers, other problems)? - _ , -

1} ) Jé. What does the ch11d 11ke7 How do you know thls7_ o
3. ‘What doesn t the chiid 11ke7 How do yoy know this?
4. What does th1s ch11d do we117 eHow do you know th1s7
E~ mnat does the ch11d do that-ybu be11eve s/he shou1d ‘NOT do7:

E, 6.'}‘hat doesn t the chJJd do wh1ch _you be11eve s/he should do7 .
‘ 1

7. From among the concerns regard1ng th1s ch11d that vou have noted .
- which do you %ons1der most 1mportant7
5 - , Lo« ~.
: : L oo . V- e 7 ® s
o ’ ’- o : o e 7 ¢ »
-’q .\ s Ve . ig
—— - * £ - .~ -
P 4 A:" : AT - 4
r Yo E 4 v ! e ‘
- . d - _ -
- - ¢ i " ad 5\

_ IBA/WY"




+ ‘FOLLOW-UP"QUESTIONS FOR TEACHER-NOTED CONCERNS (May be used for three

most: important concerns if time permﬁts):
8. How long have you been aware Qf this concern?

N - .“lfa ‘v ’

9. How often have you been aware 6%this concern?
10. Under what conditions has this been .noticed by you' (time of week
~or day, where, during what actjvities,‘etc.)? o ' ,

1. What have you done about it?"

- 12. What changes occurred as a result of these activities?
7 "13. Who have you consulted about this (parents, counselor, physician,

' clergyman,. psychologist, etc.)?
« 14, What changes have been made as a result of this consultation?
' At home or elsewhere?’ - ' A

15. How do other children in the <classroom (or e]séwhef@) respond to
- .~ 's (the child's) behavior? - \,\ . _

. 16. How does the child react to" their fééponses? )
(/"§l7;/'whqt wou]d you lﬁke to seé trfed in the class and in school wh{ch
"has not been tried already? '
18. What specjfic hefp could you use in the classroom to help this
child to succeed? , ~ ' .

’

- -19. ﬁhat specific types of serVice or pfogram}Hoés:this childeneed
.in order to resolve the issue identified‘in this chi]d's dq;e?\\

-

you fﬁke answered during the assessment pro-

20.. 'What questions would y
cess that would help assure the child's success at home, school,

T offplay?_l Al _
. D /o o .
e . A\ . }~’ . . N -

165 .
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REFERRAL INTERVIEW ‘GUIDE--TEACHER AND OTHERS

1. Introduce yourse]f and
a. acknowledge the referral )
b. ~when appropriate, explain the referra1 to placement process

Thoroughly d1scus§ the reasons for the referral and note them on
the "Assessment Design Worksheet." Determine what other sources
of information may be available through others who have worked.
with the “teacher and/or ch#1d. (Note: Be certain to obtain
written parental permission prior to any actua1 consultation w1th
these sources of information.) .

I\)"

3. Determ1ne whether in the teacher's (or other persons') Judgment

there is anything about the child's appearance or behav1or to raise
‘concerns about .

" a. »problems of v1$ion. ,' , .- ,
b. prcblems of- hearing. . . - '

~c. .prob, ms of health. B el .

. d. probla's of nutrition. T ‘ -

~e. problems of development and‘matq;ntyi ' _

f. problems of adjustment. v .- ' c
.. other_problems. . g -*f
¥ .- .

Record this infOrmatioA in Sect10n II of the. WOrksheet Discuss
- issues with the teache¥ (and others) regarding tHe child's Tikes
- and d1s1ikes. Rec¥rd this 1anrmat1on in Sect1on III of the Work-

sheet. v ))ji AR
A

Beyond the topics. 1dént1f1ed abové? determ1ne what other concerns
part1§§hzr1y those directly related to the reasons for referral)

. the te Jg(and-c?hers) have and describe these in Section IV of
the‘WOrksheet‘Tn temms ‘of "What does the ch11d do which the teacher
(and’bthersi b§11eves h§/she should not, do?" - (gt ‘doesn’ t'the -
child do whitch the teac er/(and others) be11eves/h

Y
On the "Follow-Up WOrksheet", pursue each o;\the three concerns
i\ ra1sed by the teaacher (and others) in Sect1ons II IIT; and IV.

@

e/she.shou]d do?" ¢ 7

IBA/Wil
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After thoroughly discussing each of the three concerns and
completing the information on the "Follow-Up Worksheet" thank
the teacher (or others) and determine some convenient times -
and Tocations when and where the teacher {and others) can
participate in a pre-assessment conference. - Be sure to ex-.
p1a1n the purpose and importance of the conference in- deter-
mining the assessment priorities_ and quest1ons wh1ch the

assessment process should address~ - T =

LS T
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‘ . Sudgested
ASSESSMENT DESIGN WORKSHEET

.~ Teachers and others -

o
?hi]d's name ' ] l : ' o : . Date ofvreferra1
| PersonxAho referred chj]d
SECTIN T i - . - F' | .
Interviewer T — o . Teacher or ;thef.person
Ch{1d}s 2ge Fate of B{}th“ — - F

¢ =

e

Reasons for referra1:

o

SECTION o - o

. General Areas of Teacher s (or other person s) concern

"IN YOUR JUDGMENT, IS THERE ANYTHING IN THE CHILD'S APPEARANCE 0R’
BEHAVIOR TO RAISE CONCERNS?" Check yes or no. (If yes, ‘reference the

_concern in Section ¥ of the WOrksheet in terms of what the child does
or does not do.)

. 3 ‘ :»'”-IB_A/W13 e 163 - S q&;
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' "PROBLEMS OF HEARING?"

- "OTHER PROBLEMS?" (please specify)

"PROBLEMS OF VISION?" .
yes no

yes no

"PROBLEMS OF DEVéLOPMENT AND MATURITY,

COMPARED TO PEERS?"
. ) - - yeS

"PROBLEMS OF ADJUSTMENT,- COMPARED TO
PEERS?" -

no

yes

no

yes .

v

no

-SECTION IIT

-Other general quéstjons should include:

- 1. "WHAT DOES THE CHILD LIKE? HOW DO YOU KNOW THIS?" -

2. "WHAT DOESN'T THE CHILD LIKE? HOW DO YOU KNOW THIS?"

3.

"WHAT DOES THE CHILD.DO. WELL? . HOW DO YOU KNOW THIS?"

4.1(3§)
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SECTION IV

Teacher's (or other.persoh’s)_qoncerns:
"WHAT DOES THE CHILD DO THAT YOU BELIEVE S/HE'SHOULD_ﬂQI po?"
. " e |

"WHAT DOESN'T THE CHILD DO WHICH YOU BELIEVE S/HE SHOULD DO?"

-

. a‘l.'- . 5 . —

v

"NOW FROM AMONG THE CONCERNS REGARDING THIS STUDENT THAT YOU HAVE NOTED
FOR ME, WHICH DO YOU CONSIDER MOST IMPORTANT?" (Review the concerns, if

necessary. Transfer the three concerns to separate follow-up. Work-
Sheets. - . - '

v . N v--c N .
awis 1 U s



FOLLOW UP WORKSHEET

23

Teachers and others

.ot
T

. . o ' N
Use this form to follow up on ch of the three pr1mary concerns (6ne
form for each concern) identii.ed in Sect1ons II III, and 1V.

S
=

~

Concern:.

- Cuedh S B _
"FOR HOW LONG HAVE YOU BEEN AWARE OF THIS?* R 8

"HOW bFTéN HAVE YOU BEEN AWARENOE THIS?" .

- "UNDER WHA’ CONDITIONS HAS THIS BEEN NOTICED BY YOU?" (time of week or
' day, where during what act1v1t1es, etc )

R )

ot

J

"WHAT HAVE YOU DONE ABOUT THIS?"

©

"WHAT CHANGES OCCURRED AS A RESULT OF THESE ACTIONS?" -

IBA/W16



"WHO HAVE You CONSULTED ABOUT THIS?" (parents, doctor, clergyman,
psychologist, etc ) . _

"WHAT CHANGES WERE MADE AS A RESULT OF THIS CONSULTATION’? AT HOME OR
ELSEWHERE ?" '

"HoW DO QTHER CHILDREN IN THE. CLASSROOM (OR ELSEWHERE) RESPOND TO
. 's (the child' s) BEHAVIOR7"

— "HOW DOES THE CHILD REACT TO THEIR RESPONSES’“

124

"WHAT WOULD YOU LIKE TO SEE TRIED IN THE CLASS AND IN THE SCHOOL WHICH
HASN'T BEEN TRIED?"

_/

=~

"WHAT SPECIFIC HELP COULD You USE IN THE CLASSROOM TD HELP "THIS CHILD
- T0 SUCCEED7" . : _ .

Yy
7 IBAWIT 170
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"WHAT SPECIEIC TYPES OF SERVICE OR PROGRAM DOES THIS CHILD NEED .IN
ORDER TO RESOLVE THE ISSUE IDENTIFIED IN THIS CASE?"

a

"WHAT QUESTIONS WOULD You LIKE ANSWERED DURING THE ASSESSMENT PROCESS
~ THAT WOULD HELP ASSURE THE CHILD'S SUCCESS AT HOME, SCHOOL, OR PLAY?" -

 (Note: this quest1on only needs to be answered once, not for every
concern, but since each concern, when addressed separately, may- raise .
additional questions, it is 11sted here for each concern.)

T

2 o,
3. -
4,

. e

o~
" ¢

5 ~ ae o

-~ \ I’

. ‘ - .

J . “

, .
—
%
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ROLES FOR SIMULATION -

Second Grade Teacher

You have 27 children, including David. -You have consu]ted the parents,
the principal, the first-grade teacher, and the Title I reading teacher
with whom Dav1d spends 45 minutes each day. You are frustrated and
angry. Everyone "understands" your problem. No one has been able to

. help. David's continued frustration #n learning to read has resulted
in an attitude of "I won't try." He is making it very difficult to
control the environment in the class. He hasn't hurt anyone yet. He
has intimidated the other children and he has been hurt. h1mse1f in a.

- fight on the p]ayground . .

Mother B 3 B

You are overwhelmed. Dav1d 1s your youngest and you worry about him., »
At home, you and your husband fight "verbally" much of the time. You
“are passive but proﬁect1ve about-David. . You don't open up easily and
share your feelings: *You don't really see much difference between
.-David' s "behavior at lome and that of your -other children. -He does have
to defend himself because he Js~the youngest, byt that's normal as.you

e it. You have no more nor, Tless control oxer Dav1d than any of the

04her ch11dren. o .

“«

- o s e @ W wm m m m W @ e m W m @ W e @ m @ W & o W e wm W o W = e e e o=

_Father - L .
————— O - .

. {You are angry and frustrated. p1oyment has been sporadic and you
-~ are currently on unemployment and welfawe. .You. find it hard té concen- -——m
trate on earning a 1iving and also "dealing" with these problems. You
. are*willing to help, however, if someone .would suggest something -
specific. You fight with your wife at home. _ Much of that tenseness
results from your feeling that she should be hand11ng the\management
of the children. L .

IBA/W19
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o\ Roles for §imu1afion, Continued
» : \ .

\
David ;

You are a bit frightened. School %has been Tousy. Reading is a big
problem and an embarrassment. A1l your brothers and sisters can read.
They-have laughed at your -"baby" books. Other kids at school do _
better than you. You can fight "pretty well", but you get scared too.
You would rather play or watch television. You especially 1qu the .
"Dukes of Hazzard" and. "B.A.D. Cats" because they are about cars.

Math is better than reading because you can do things. and get about as
many right as the other kids. , _ ‘

-
o

. OBSERVATION NOTES:

"Listening Skills:

Recofding Skills:: !

Clear Communication:

'\ IBA/W20 . :
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4 : b

1

GENERAL REFERRAL QUESTIONS FOR THE PARENT

In your Judgment, is there anyth1ng in your child's behavior or .
appearance to raise concerns (vision, hearing, development and
maturity compared to peers, adjustment compared to others, other
problems)?

" i
What are your child's likes?-Give Examples.

7

What are your child's dislikes? Give Examples. - .
. What are your child's successes? Give Examples.
. What hopes or ideas do you have for your child?

. What are the behaV1ors that your ‘child does which you wish that
.s/he wou]d NOT do? ;

What are the behaviors that your ch11d "does NOT do which you wish
s/he would do? _

From among the concerns you have given regarding youhtch11d5 which

‘one (or more) do you consider the most important?

o

jod

Q\} :
)

ra
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FOLLOW-UP QUESTIONS FOR PARENT-NOTED CONGERNS

9.
10.

1.

12.
13.
14.

15.
16.

170.
18.

19.

20,

“ problem(s) at school?

(May be used for three-most important concerns if time permits)

' [ ' = ) o w o

Iy c '.a
How 1ong have you been aware of th1s7
How often have you noticed it?. 3
!

Under what cond1t1ons have you noticed this (t1me of week or day,
where, dur1ng what activities, etc.)?
What have you done about it?
WHat changes have occurred as a result of your act1ons7

Have you consu1ted anyone on this (teacher, physician, c1ergyman,
psycho]og1st etc )? L

What changes did you make as a result of this consu1tat1on (at homeaﬁ

schoo], or elsewhere)7
:

How do other ch11dren (brothers, s1sters, friends’, etc ) respond ‘to
. the child's behavior? #: :

°

How does the cher-react to this/these response(s)?

Is there anyth1ng that can be dopne at schoo1 wh1ch wou1d 1mprove
the s1tuat1on at home?. . , :

Do you ‘have any suggest1ons about the best way to reso1ve the

- What questions do you th1nk should be answered dur1ng the assessment o
 process? J

«

v
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i ﬁﬂv

" REFERRAL I-NT_;ERVIEN GUIDE--PARENT (ad student- when appr'opr'nte)

e

oo

- c

~

Introduce yqurse]f and AR

o

acknow]edge the ‘refarra’ -

explain the "referral o 33%wvnent" nrocess and the impor-

tance of the parents, gtsdarus, and 7amily n maklnq decisions -

regarding jefforts on b

c.: provide written 1nformat104 and exglain the rights of the
';parents "dnd the ch11d unde state audqfederai Taw.

A

1’,2,-'Thorough1y giscuss the reasons for the referral and note -them .

_on the "Assessment Design Worksheet."- Determine what othef

>

sources of information may be ava11ab1e thyoltigh others-who have
worked with the purents and/oy child. " For sach scurce, obfain

-written _paréntal-permission to cwisult (intervisw) These persons:-.

3. ”Determlne whother in the parents” ar sLudewt's Judgment there 1s.
uan;tn1nq about the cn11d's appearvnte or ‘behavior’ to rai.se con-

2" e

regarding the child's needs and.ary other 1nfqrﬂat1on wh1ch wou]d

i.contrlbuue to the. de51gn of the eisesstent.

cerns about

. a. fproh]ems of vision LN L e : T
b. problems of hearing o ey
.  c. problems of-health =, . ; © .
- - d. “problems of nutrition G : T N -
, e. problems of development and matur1ﬁy ‘ :
s, L f. problems of :adjustment g ‘ ~ S
“g other prob]ems o -( T o~

Réboxd;xhjs information in Section II of the Work Sheet. Discuss -

- issues with the parents (and with the student) regardlng the

- ¢hild's likes and dislikes as well as the parent's hopes and ex-

_ of the work Shﬁet.~ :

P

£ - !

-~

‘pectations for. the child. Record this zjfiertlon 1n.Sect10n 111

Beyend the t0p1cs 1dent1f1ed ehove, determine what other concerns
(particularly those directly re]ated to the reasons for referra])
the parents (and student) have and describé those in Section IV of

the Work.Sheet in terms ‘of "What does’ the child.do wh1qh4the

L : . 1S

LYt = . IBA/W23 -
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% RS ‘ '

parents (and student) believe he/she should. not do?" "What doesn't !
‘the child do which the parents believe he/she.should do?" -
On the "Follow-up Worksheef," pursue each of the three primary .- '!
concerns raised by the parents (and student) in-Sections I1, III,
and IV. - - AEUEET v A o
N . _ . PR m‘ & .
' " After thoroughly discussing each concern and completing<the infor-.
.. Mmation on the "Follow-up Worksheet," thank thesparents and student
and determine soie convenient times and locations when and where
the parents (and student) can participate in.a-pre-assessment, ;
conference. "Be .sure {o-explain the purpose:and ‘importance of the !
conference in determining the assessment“priorities and questions ™
which the assessment process would address. . - :

rd

—
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ASSESSMENT DESIGN WORKSHEET- . . '

- For Parent

Child's naﬁe . Date 6f referral

.

Person who referred thg child

il

N
SECTION I
fParent(E)'Jnterviéwer_“‘ j . -iParent(§5‘nam§155f
Thild's age - Date of birth TN TF

Reasons for referra1”(background.narrative)

- -

T

“SECTION II _

ud

General Areas of queht'Concern -
"IN YOUR JUDGMENT, TS THERE ANVTHING IN YOUR CHILD'S APPEARANCE

OR BEHAVIOR TO RAISE- CONCERNS?" Check yes or no. (If yes, reference’

the concern {n»Sectionuv of the wbrksheet_in terms of what the child .

SR o
1BA/W25 4o



does or does not do.)

"PROBLEMS OF VIﬁ{pN?“ ,

yes no

"PROBLEMS OF HEARING?" |
. yes no

"PROBLEMS OF DEVELOPMENT AND MATURITY?"

"PROBLEMS OF ADJUSTMENT?"

yes no

 ——

-yes o

“OTHER PROBLEMS?" (speci fy)

yes . no

CJ
.

. SECTION 11T |
"WHAT ARE YOUR CXILD'S
| S P LIkEs.gexamp1es)?- '
| 2. DISLIKES (examples)?
43. nSUCCESSES (examp1es)?

4, OTHZR CONCERNS, HOPES, IDEAS?" 4

-

IBA/W26
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SCLCTION IV

-

‘Parents' Concerns:- "WHAT ARE THE BEWAVIORS THAT YOUR CHILD DOES
< 'WHICH YOU WISH THAT S/HE WOULD NOT DO?"

. ' ' :
R
-
- ”
2.
%
e e . Ll —— — e —
*y
-3, - 2
) .
ki £
. . AR
- . @ A3 -]
e ’
4. d i

“WHAT ARE THE BEMAVIORS THAT YOUR CHILD DOES NOT DO WHICH YOU WISH

S/HE WOULD. DO?" ° | o
1;.' : . - '~.' | ' s
0. i .
(N &_
2.
.‘Ai' - _ ¢ :
182
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@

"FROM AMONG THE CONCERNS YOU HAVE GIVEN REGARDINGﬁYOUR-CHILD, WHICH
= -
"THREE DO YOU CONSIDER THE MOST IMPORTANT?" (transfer the three concerns

to separate worksheets). - e

o

0 ' . T 1BA/W2S
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FOLLOW UP “ORKSHEET

Student's name - : -

Use this form to follow up on the top three concerns identified in
Sections II, III, and IV of the "Assessment Des1gn Worksheet" (use
;39"6 of these forms for each <concern).

List the concern

B R L B i AR LRl P HE ]

i ] L_:"(r//

;-',_\/ < . ‘ ‘ . -
' %HOW LONG HAVE YOU BEEN AWARE OF THIS?" . %

"HOW OFTEN HAVE YOU NOTICED THIS?"

"UNDER WHAT CONDITIONS HAVE YOU NOTICED THIS7" (tipe ot week or day,
. where, during what act1v1t1es, etc.)’

—

'WHAT HAVE YOU DONE ABOUT THIS?" : .

* °
a R

e — -

"WHAT CHANGES OCCURRED AS A RESULT OF.YOUR ACTIONS?" o _ ¢

o]

“"HAVE YOU CONSULTED ANYORE ON THIS7" (teacher, doctor, clergyman,
psycho]og1st eté.)

’ - ~ . <,
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o

C'WHAT CHANGES DID YOU MAKE AS A RESULT OF THIS CONSULTATION’" (at home,
school, or elsewhere) :

S HOW DO OTHER C“TLDREN (brothers, 51sters, friends, etc.) RESPONDMTO_,WEL
THE CHILD'S BEHAVIGR?" -~

P

“"HOW DOES THE CHILD REACT TO THIS/THESE RESPONSE(S)?"

-

"IS THERE ANYTHING THAT CAN BE DONE AT ‘SCHOOL NHIOH NOULB IMPROVE - THE,
. '*° SITUATION AT HOME?" (e,g.f Havg someone talk with an older brother

AN _who picks on the child. 3 S
\ .. . w - - ' 2
\\\ T ] - 3
; ,\\\ B f . ‘ . | “. | )
\ <
"DO YOU HAVE ANY SUGGESTIONS AEOUT THE BEST NAY TO RESOLVE THE PROBLEM
AT . C“OOE?" (e.g., what works at home7)
. , i 4\ . l‘ . - . " ) .
. . \ B ‘ . - - - . o
s . \\\ / * Q o | . .

-
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.
S

"WHAT QUESTIONS DO YOU THINK SHOULD BE ANSWERED DURING THE AS;ESSMENT
PROCESS?" (Note: this question: on1y needs to be answered once, not
for every concern, but each conc8rn, when addressed 'separately, as
it is.1in this process, may raise add1t1ona1 questions, so it-should

be at attended to each time at least by the interviewer.) T c e
‘ 1 . - : ) s .
- . " 4 %, [
2. ¢
3. . ) -
.- (TA,;’ ~
4 . | ~ ,fmﬂ”,

5. .
I
’ 4
-~ L]
\ o, . - , -
. - . \\
- / Z ° e
£ ~ *
s s * ”~ o
3 ’
" r
! f
.
4 L
- - \h » -
4 - .-
L]
L\\\4
L4 LY - \ ‘ P . s
¢ - ' ) ’
+ ~ . . D 4 y
N, - fa { -
<
> . M - ‘? ©
- ) ) ¢ o
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o ~80
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5. Are there ény hopes or ideas which_you have fQK“XQHF§§]f3mm” L
6. Yhat do you do that you wish you d1dn t do? : . a'
7. What don't you do which you knew you shou]d do or that you w1sh

GENERAL REFERRAL QUESTIONS FOR THE STUDENT . ..

. In your Judgment, is there anyth1ng in your benavior or appear-

ance which raises your concern. (vision, hearing, deve]opment or

matur1ty, adjustment, or other problems)?

. What do you Tike? | : : ‘ \K;~e

tWWh?t don t you 11ke7

. What do you do wel1? " How do you know this?

you d1d?

&

. From what you have mentioned as concerns or prob1ems, whith one

o
~

-9

(or more) do you consider ‘the most- important? *

4]
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-2 ™~

. . \ - E- o L™ . .
FOLLOW-UP QUESTIONS FOR THE STUDENT (May be used for the three most
) important concerns if time permits) _ S ,
\ X : ) ‘o ) . (j)‘
) d. How long have you been aware or concerned about this?

10. How often’ have you noticed it?
1. Under what conditions has -this been noticed b{ you?
12. wh\\lhave your parents and/or schoo] staff done about this? .

13. What changes occurred as a resu1t of these act1ons°

7N
14. From whom have you asked for help? -

15, "What changes did you make as a result of th1s he]p? W

16. How do other children/students (brothers, s1sters, friends, etc >
respond to your behav1or?

17.-What cou]d the school do which you be11eve wou]d be he]pfu] re-
+/ garding your concern?

.,18.' What specific types cof services or programshao you believe you -
o need in order to take .car. of the probTem we are talking about?

19. What questions would you like answered during the assessment ﬁro-

“cess that would he1p you be success ful at home, school, or else-
where?

=~ IBAW3 { G




- ASSESSMENT DESIGN WORKSHEET

For Student

Student's name Date of referral

P

Person who referred'chj]d . .

!

SECTION I

Student Interviewer

‘Student's perceptions of the reasoné:for referral

¢

\ - . . - \

SECTION IT | : | B

General Areas of Student Concern: (Special Note: These questions may
be especially sensitive to a stucent. Rephrasing is encouraged where
necessary. In some_instances, it may not be appropriate to ask some of-
the questions.) e S
“IN YOUR JUDGMENT, IS THERE ANYTHING IN YOUR APPEARANCE OR BEHAVIOR
THAT RAISES YOUR CONCERN?" .Check.yes or no. (If yes, reference the
concern in Section V of the Worksheet in terms of what the child does
or does not do. . 183 : ‘

@

N L.

“

» g IBA/W34




. | . .
"PROBLEMS OF VISION?"! __ -
. . yes no - /

_ "PROBLEMS OF HEARING?Y - - .
C | yes no '

"PROBLEMS OF DEVELOPMENT AND MATURITY?" |
| -- | - . yes no-

yes no

yes no

'

AR

-0

SECTION III

Other general quéstﬁpns should inc]ude

1. "MHAT DO YOU LIKE?"
. 2. "WHAT DON'T YOU LIKE?" |
* 3] "WHAT DO YOU DO MELL?" HOM DO YOU KNOW THIS?"
4. "ARE THERE ANY OTHER CONCERNS, HOPES, OR IDEAS WHICH YOU

WANT THE ASSESSMENT TEAM TO BE AWARE.OF AS THEY PLAN
* THE EDUCATIONAL PROGRAM FOR YOU?" ™ -

hd

;0T s IBA/W3S .




_SECTION IV
Student's cohcerns:

"WHAT DO "YOU'DO THAT YOU WISH'YOU DIDN'T DO?" .

¢

.-
. kY
] —
2,
. t
’ a
3. A
; >
= -

4 ! o :

. 5 ¢ S

y

"NHAT DON'T YOU DO NHICH YOU KNON You SHOULD DO OR THAT YOu NISH TOU

- DID'?I! _
1. .
20
< ¢ N o‘r
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"NOW FROM THE THINGS YOU HAVE MENTIONED AS CONCERNS OR PROBLEMS g
' NHICH THREE DO YOU. CONSIDER -THE. MOST IMPORTANT?" (L1st tﬁé three

‘concerns on separate fo]1ow -up worksheets. )
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-~ "HOW OFTEN HAVE YOU BEEN AWARE OF THIS?"

-

. . FOLLOW UP WORKSHEET

‘Student Name

‘Use this form to follow up on the top three primary concerns idefti- -
fied in Sections II, III, and IV of the Assessment Design Worksheet
(use one of these forms for each concern).

List the concern

4}

"HOW LONG HAVE YOU-BEEN AWARE OR CQNCERNED ABOUT THIS?"

"UNDER WHAT CONDITIONS HAS THIS BEEN NOTICED BY YOU?2" F(Time of week
or day, where, during what activities, etc.) B

"WHAT HAVE YOUR PARERTS AND/OR SCHOOL STAFF DONE ABOUT THIS?"

"WHAT CHANGES OCCURRED AS A RE%ULT OF THESE ACTIONS?"

13%
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"FROM WHOM HAVE YOU ASKED FOR HELP?" (Friend, doctor cleravm )
cho]og1st etc. ) gyman, psy

. "WHAT CHANGES DID YOU MAKE AS A RESULT OF THIS HELP?"

"HOW DO OTHER CHILKDREN/STUDENTS (brothers and sisters), friends, etc.)
RESPOND TO YOUR BEHAVIOR?" ' _

"NHAT COULD THE SCHOOL DO WHICH YOU BELIEVE WOULD BE HELPFUL REGARDING
THIS CONCERN’“ ‘

"NHAT SPECIFIC TYPES OF SERVICES OR PROGRAMS DO - YOU BELIEVE You NEED
IN ORDER TO TAKE CARE OF THE PROBLEM WE ARE TALKING ABOUT?"

195
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WHAT "QUESTIONS WOULD YOU LIKE ANSWERED DURING THE ASSESSMENT PROCESS”
THAT WOULD HELP YOU-BE SUCCESSFUL AT HOME, SCHOOL, OR ELSEWHERE?"
(Note: this question only needs to be answered once, not for every
“concern, but since each concern, when addressed separately, may raise
additional questions, it-is. listed here for each concern.) ’

1.
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' INTERVIENING SKILLS: A SELF ASSESSMENT ‘
As I think about myself as an ihteryiewer, I would rate myself as:
Mos tly Sbmetimesv Never

1. betng authoritarian

2. conveying co- equa] status to an
1nterv1ewee

3. listening with empathy

. 4. being calm -

5. asking questions which open
- further d1scuss1on rather than
end 1t

6. considerate of parents' teachers'
. and others' vulnerability regard-
- ing a child's problem

7. Eesponding judgmentai]y

8. having a clear grasp of the
. essential questions that need
to be asked

9, understanding the ultimate |
. decisions which must be made

10. using other terms .to assist the
- interviewee to become more
specific

1. adjusting style (directive/ . , -
nondirective) to accomodate :
the interviewee

12, acknow]edg1ng ideas, concerns,
“and information throughout the-

interview

OTHER SELF ASSESSMENT OBSERVATIONS:

199
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= PRODUCTS OF REFERRAL INTERVIEWS

4

Q

REFERRAL INTERVIEW EFFECTIVENESS FACTORS

’ Specificity and Descriptions” of Information

1.

&

PRE-ASSESSMENT CONFERENCE EFFECTIVENESS FACTORS

[t
o
<
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_PRE- ASSESSMENT - CONFERENCE GUIDE

1.7

Introduce yourse]f and the others at the meeting.
(Inc]ude the role and function of each person )

Review the reasons for referra] and the concerns and questions
which were identified during that stage of the process.

been raised:

.' Ask the group to first address theoquéstions which have already

a. Are the questions clear to a11 participants?

_ (e.g., restatement may be necessary) :

b.  Are there any instant answers? - ' -

"~ (e.g., does any one member have actual information which
~ answers the question.of another?)

"c. Do any questions lack relevance?

(e.g., Does any member of the group not understand the
benefit. of answering the question?)

Next, the group should. be asked-to address corncerns which have
been raised but are not yet in the form of questions.-
~,
a. Restating the concern as a question or series of questions.
b. Eliciting from the presenter of the concern their thoughts
..about the issue and determining their reason.for presenting
it. :
c. Determining that the concern has sufficient re1evance to the
assessment being designed. :

After lisiing a.] assessment questions, the group should be
asked to list .them in re1ative priority.

Beginning With the first question, the=group should propose

options ‘for answering the question and from these select one

- or more procedures. This process should be repeated for each

question. Factors to be conSidered in this decision are:

a. Accuracy (e g., . the 1ike11hood that the method Wi11
directly answer the question).
b. Stress or discomfort to the-child"

'c. . The extent to which the answer relies on Judgment versus

data. -

[
o
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.
i
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For each recommended procedure, the group should: be asked for

. "nominations. (While the group has no authority in this regard,

their recommendations should be taken seriously. ) Persons may
nominate themselves as well as others not preient at the con-
'ference , . -

.~ THank the group. Propose a tentative data for the I.E.P.

Design Conference and assure them that they w111 be kept abreast’
of progress. . -
Provide the parent w1th a copy of the quest1ons and proposed

assessment methods. (A final copy should be mailed to the’ parent
when all persons have been- ass1gned ) The parents should be

asked to sign the permission for assessment with an-understanding
that they retain the right to object to any as yeit unnamed persons'
who may be proposed for carry1ng out specific procedures.



i
. R bhairpgrson's Checklist

Have COGNCERNS about the well be1ng of the
- child been ra1sed7 )

" Has fhe PURPOSE beén -dnnounced as the
design of an assessment to determine

the heeds of the child-and methods
© - for meet1ng those needs?

-
—

a

_____ Has each.member of the committee partici-
pated sufficiently to reflect a var1ety
of re]evant perspectives? ~’

Was a Staqdard'battery of tésts avoided?
. ~ ’\ a3
Is each assessment question answerable
through available assessment methods?

Can. the use of each assessment method be
Just1F1ed in terms of efficacy to answer
- the question and requirements for.a
. _valid, nondiscriminatory assegsment? o

Are there any changes ‘that cou1d be made to facilitate a more

satisfTactory pneassessment conference:

- r . . PRE-ASSESSMENT CONFERENCE

-yes

. .S

no ¢

Changes in preparat1on?

Al

Changes in brocedure?:

Changeé in my behavior?

mawas 195



. 2.

FACTORS TO CONSIDER IN-USING INTERVIEWING -
" DURING THE ASSESSMENT STAGE,  —

¢

’ EFF!ECTIVVE FACTORS . FOR USING iNTERVIENING

DURING THE ASSESSMENT STAG

- ' -
> " . ‘P
ty-

269
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{"ANAL¥lING DEFINPTIONS OF HANDICAPS

=T ESTABLISH MEASURABLE ELEMENTS
’ ) . ‘,"_ = . \ ©

EXAMPLEc Mehté% Rétardatfon (P.L. 94-142)

: “Menta1 Retardat1on" means s1gn1f1cant1y subaverage
</ general intellectual functioning existing concurrently
with deficits in adaptive behavior and manifested
during the developmental period, which adverse]y
. affects a ch11d s educat1on€l performance

-~ ’ - -

MEASURABLE-ELEMENTS

.1.»5"s1gn1f1cant1y subaverage 1nte11ectua1 funct1on1ng

2. "deficits in adaptive behaV1or and man1fested dur1ng the
deve]opmenta] period" - .

3° "adverse]y affects a. ch1\g-s educat1ona1 performance

A

LR Py
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£XAMR%E Ser13us1y Emot1ona11y D1sturbed (P L. ;;\TEEQ\\\“

'4 The term means a cond1t1on exh1b1t1ng one or move of the
following characteristics over a long period of time and
to' a marked degree, which adverse1y affects educational
performance:-
- ‘ ' <
a~ An 1nan?TTty to learn which cannot be exp1a¥ned T w
by intellectUal, sensory, or health factors;
b. An inability to build or maintain satisfactory ,
- interpersonal re1at1onsh1ps with peers and &
teachers; ' .
e €. Inappropriate types of behav1or or feelings under -

~normal circumstances;
'd. A genéral pervas1ve mood of unhapp1ness or de—
- pressipn; or- . .
‘e. A tendency to develop. phys1ca1 symptoms or fears
assoc1ated with personal or school prob1ems

, 2, The term includes children who are sch1zophren1c or autistic.
e ' The term does not include children who are socially mdlad-
Jjusted, unless it is determined that they, are ser1ous1y oLy
emotionally d1sturbed

A5

DEFINITIONAL‘ELEMENT: The smallest poss1b1e measurab1e component

w1th1n a definition. R . . ﬂu a
- 2 A
ﬁfd\ LIST THE PO%SIBLE DEFINiTIONAL ELEMENTS WITHIN THE DEFINITION OF - . .
’ EMOTIONAL DISTURBANCE
r;() ) ) _
Y j .
¢ 0 a
'\e
‘ ' S, ‘-/
A} -
I [}
8
y
S - * 3
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INSTRUCTIONS: . Select several elemerts you have identified withig the -
def1n1t1on List the elements in the teft column and formulate
quest13ns which address each e]ement There may be more than one

quest1on per element. ° . ) .
© R R .. . . ! - . .
~Defin1tiona1»e1ements El1igibility Assessment Questions °
,o “
[ N / ? :
) . - f
2 ~
> b . ) '
Q Id
~ ° ¢
D)
o
o v H
/1_
-
N 3
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L Tmemrrewiz LS

-

’ There .are four factors which impact the' quality and utility of
referral data. Name ‘two. ’
\, ] ol ’ . ’ ‘ ' V )
: 2.
] B & .
There are seven possible products at the referral stage. Name three.
ke . N " . 3
1. :
2. i
. bt
. ) l‘:; o <
3.
o0 A v
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RESOURCE GUIDE FOR IBA

RESOURCE MATERIAL

Introduction

If assessment is to have a satisfactory outcome, it must have
a satisfactory beginning—by determining the questions to be
answered in assessment and by discovering the situation(s)

which make the questions necessary. Interview-Based Assess-"

ment is a primary method for developing assessment ques-
tions. More than just a preliminary action, this particular form
of interviewing is a parallel process to assessment in general
where questions are generated and answered, other questions
formulated and answered, etc. In this manner, the information

-derived from interviewing, coupled with profess10nal judg-

ment, structures the assessment process.

An Example

Interviews can be effective in answering certain questions
under certain conditioiis? The following true and admittedly
extreme story illustrates one condition where skillful -inter-
view procedures would have made a significant difference:

A certain 6-year-old boy entered school as a first grader.
After several weeks of sincere and kindly effort, the teacher
was unable to elicit any speech from the child. Consultation
with the school psychologist and the speech therapist pro-
duced ne1ther speech nor an understanding of the 'silence.
Finally, a consultant.psychiatrist who specxallzed in work
with autistic children was employed to assist in diagnosing
the problem. After considerable observation and testlng, the

psychiatrist concluded that the child was.indeed “autistic”

and could be best served in a separate facility for autistic
children in a nearby community.

It was left to the social worker to obtain the cooperation of
the child’s mother. It was anticipated that her cooperation
would not be easily achieved. There had been a history of
confrontation and poor communication with this woman
when her three older children attended school. The family
was poor and the mother was rearing the children alone. She
could neither read nor write. She had not been previously
consulted about the child’s lack of speech because it was
believed that she would not have any information. to contrib-
ute.

When the somal worker came to her’ home to present an

LE.P. calling for placement in a separate school, the-mother -
_refused to sign the form. As predicted, she obviously was not

capable .of understanding the child’s problems. The mother
asked the social worker to get off her property.

On the following day, without any warning, the child's
mother came to the school. As she stood in the doorway of her
child’s classroom, she observed the teacher interacting with
her son by-asking him to shake his head when she pointed to a
certain color. The child merely stared at the teacher.

After watching this one-sided effort at communjcation for a

" .few minutes, the child’s mother strode to her child’s side and

said, ““Jeffrey, you talk tothe lady " There wasa long moment of-

silence until the child said, ““Yes, ma'am.’

_ For a variety df reasons, the mother had never beeu asked
whether the child could talk. ‘While this is an extreme exam-
ple, it is nevertheless a true story and it exemplifies the ration-

"~ ale for using interviews in the assessment of the children’s

Q
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needs.
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The fundamental premise of interview procedures in non-
test-based assessment is that someone has all or part of the
information needed to answer a question.

The Referral to Placement Process: A Context

For purposes of non-test-based assessment, the use of inter-
view procedures will be presented in terms of their usefulness
in (1) managing the referral .to placemeént process; and (2)
assessing the individual needs of children for the purposes of
determining a possible handicapping condition and propos-
ing specific education and related service approaches. - -

The stages of referral to placement 1nclude

Referral Stage
bPre-Asse‘ssment Stage
Assessment Stage
1.E.P. Design Stage
Placement Stage
In order to understand the value of interview prdcedures, it

is helpful to consider the conceptual framework reflected in
these five stages. Each stage represents a level of demsxon

‘inaking.

Referral Stage - The prlmary decisions made at th1s stage’
respond to the following questions:

1. Is there a problem? . -

2. What assistance is needed
a. to define the problem?
b. toresolve the problem?
Should the current program continue intact? ‘
4. Should other non- spec1al education resources be uti-

lized?
5. Should assessment for potential special educatlon be

requested?

Further, a decision can be made to meet the child's needs by
continuing in the current or a comparable-program with minor
modifications. Finally, a decision can be made to conduct an
assessment in order to decide what is an appropriate program

for the child.
Pre-Assessment Stage - The primary decisions made at

this stage respond to the following questions:

1. What are the assessment questions?

2. What are the priorities among these questions?

3. How can these questions be answered?

4. Which assessment procedures are most appropriate un-
der the specific circumstances?
Who can carry out these procedures?
What entitlements and eligibilities can be used to finance
assessment activities? Lo
7. How will the assessment results and recommendations

be communicated?

Assessment Stage - The dec1s10ns made at th1s stage respond
to the following questions:
1. What are the ansivers to the assessment questions?
2. What eligibility:questions should be addressed?
3. What other assessment procedures’ should be used to
answer questions? - '

205 -
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4. Whatother information is available whick may assist in
determining the child's educational and related service
needs? .

LE.P. Design Stac;e - The decisions made at this stage re-
spond to-the following questions:

1. Whatare appropriate priority goals and objectives for the

child, based on the answers to the assessment questions?

2. What are appropriate methods, materials, environments

and staffing ratios for meeting these goals and objectives?

. 3. Whatare eligibility factors which can be utilized to pro-
vide an appropriate program?
4. Ifall or part of the recommended program is outside of
- regular education, what must occur for the child to re-
turn to the regular class setting?
5. What are the criteria for determining the success of the
proposed program?
6. What are the staff development implications of this
LEP.?

Placement Stage - The decisions made at this stage respond to
the following questicns:
1. What are the eligibilities which can be utilized?

2. Which resources cari be ass1gned to implement this pro-

posed program?
3. Where can the program be implemented in the “lzast
- restrictive manner’'?
4. When can the program begin?

The program offered to parents for appropriately - servmg

" their child should be the result of a series of decisions made by

responsible persons and supported by information which is
current and relevant to those decisions.

Definitions of Interviewing

There are a variety of types of interviewing, all of which are
designed to gather information. Will (1954) characterizes the

interview as ‘‘the coming together of two people, one recog- .

nized as an expért in interpersonal relations, the other known
as the client, interviewee, or patient, who expects to derive
some benefit from a serious discussion of his (her) needs with
this expert”, (p. ix). There are a variety of resources which
describe the various phases of interviewing in general (Bur-
dock, 1969; Davis, 1971; Gill, Newmand, & Redlich, 1954;
Gordon, 1975; Richardson, 1965; Shoulksmith, 1968; Sul-
livan, 1954). While there are many recognized forms of inter-
viewing rangmg from personnel selection to psychiatric crisis
intervention, it is generally agreed that the principles of inter-
" viewing are similar regardless of the specific purnose and the
professional conducting the interview (Haynes, 1978).
Peterson (1968), in his critical analysis of interviewing, con-
ceptualizes the principles in three ways, namely, the form (or

" structure), the content, and the interpersonal relationship that -

. predominates in the interview. The most common distinction
in the form of interviews is structured versus unstructured.
"Rogers (1951) exemplifies the unstructured approach al-
though he admittedly disavows any specific purpose to his

- form of interviewing. The epitome of the structured approach

lies in the computer-based inquiry systems in which the in-
formantor client supplies answers to machine-supplied ques-
tions.

Interview-based assessment as it is presented in this mod-
ule, is minimally structured. Each person interviewed is
aware of the-purpose of the interview and is asked similar
preliminary questions. The information supphed by the per-

- son interviewed nay lead to additional inquiry; answer a
question by sGmeone else, or lead to the interviewing of a
previously unplanned person. In this manner the process and
outcome of any interview of this type is highly flexible.

The content of the interview is characterized by the purpose
and nature of the information solicited during the interview-

Q
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ing process. As defined for the context of non-test-based as-
sessment, the purpose of interviewing is * for obtaining infor-
mation about a child and his (her) énvrronrnent(s)" (O'Leary,
1972, p. 258). The information obtained is used to facilitate

_referral-to-placement decisions, which will be described in

the next section. Specific to facilitating decisions, the use of
interviewing has two basic aspects:
1. todetermine the assessment questions about a child that
- are of concern to interviewees-and N
2. tocollect information to answer some of the assessment
questions that are generated.

" For example, when a teacher is 1nterv1ewed regardmg a
referred student, the pvrpuse is to formulate the concerns
about the studentinto assessment questions and to elicit infor-
mation about the student that might answer other assessment
questions. Similarly, the parents are queried regarding their
concerns, and information possibly useful in answering other
questions is also collected.

Peterson (1968) notes that most traditional 1nterv1ew1ng fo-
cuses on obtaining information that is seldom used in the
intervention process. Cgmmon to the forms of all interviews
he examined were history data, which are seldom useful. .
Contrary to that tradition, interview-based assessment focuses
only on presenting concerns of those who have contact with a
student and are selected as part of the interview process. The
precise forms, including the questions, will be presented in

“Section 2—Collecting Data.

The interpersonal relationship created during an 1nterv1ew )
hasan important impact both on the quality of theinformation *
and the future cooperation of the person in other aspects or

_stages of the assessment process. Obviously rapport&: * ~mpa-
thyare integral to the success of the interview (Sullir .~ :34).
Reinforcement for both the persoa interviewed and ti.. --iter-

viewer has also been npted as important (Haynes, 1978). The
abilities to clearly communicate the purpose of the interview
and accurately record responses are perhaps the most over-
looked success factors.

Traditionally, the first five minutes of the interview are con-
sidered critical to success (Pfeiffer, 1968; Sullivan, 1954). Each
person in the interview situation holds certain expectations
regarding the interview and the purpose of the encounter. The
initial presentation sets the stage or tone for the remainder of
the meeting. By clearly stating why the interview is being
conducted and the terms under which the information willbe -
used (as noted in Section 2—-C011ect1ng Data) the person inter-
viewed will be less likely to misperceive the nature_of the
relationship.

Listening is often characterized as the most essential skillin
both building the interpersonal relationship and accurately
collecting the data (Becvar, 1974; Delea-Diana, 1973; Carkhuff,
1969; Morganstern, 1976). Carkhuff and Pierce (1975) provide.
these helpful rules for listening:

1. Be aware of the reasons you are listening (to estabhsh the

- relationship and store information); .
2. Suspend your own judgment;
3. Focus on the person being interviewed;
. 4. Practice waiting 30 seconds before responding in any
. way to the person;

5. Practice repeating verbatim asa memory check

6. Look for common themes ig what the person says;

7. Reflectto yourselfon the conEh at the person says.

A special advantage to listening ishighlighted by Morganstern
(1976); “it focuses on the” problems of the client, not the pre-
conception of the (interviewer)” (p. 63).-

In summary, interview-based assessment can be described
as a flexible procedure which focuses on collecting tnforma-

.tion and developing assessment questions which will facili-

tate decisions throughout the referral-to-placement process.

“The interpersonal relationshlp created during the interview :
IBA/R2
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fosters both the acquisition of needed information and cooper-

" ation in future aspects of the referral-to-placement process.

Assumptions Underlying Interview-Based Assessment

When interviewing is used to facilitate decision making,
several assumptions are important. First, the concerns that
people express regarding a student can be formulated into

_answerable questions which are the primary focus of the as-
sessment. Second, the information required to answer many of

the questions is consciously or unconsciously available (all or
in part) from the persons being interviewed. The possibilities

' regarding the desired information are limited to six options:

Q

ERIC

Aruitoxt provided by Eic:

Persons have and are aware of the information.
Persons have but are unaware of the information.
Persons have partial information.

Persons have inaccurate information.

Persons are withholding information. :
Persons know who has all or part of the information.

QRN

"Third, the effectiveness of the interview can be determined by

the quality of the assessment questions formulated and the
related information. Fourth, time spent interviewing the rele-
vant people concerned with a student will increase the effec-
tiveness of the assessment and the cooperation of everyone
concerned. Fifth, multiple concerns or questions are the rule

rather than the exception.

°

The Role of Questions

Questlons may be thought of in two ways. A question is a
method foreliciting information; italso expresses a concern or

.curiosity. Obviously, questions have other qualities that are
‘not pertinent for purposes of interviewing. Some questions are
rhetorical. Others are so vague as to s1mply raise more vague '

questions. -

Questions as used i in interview- based assessment are offcur
classes; «’

1. Open ended questions for 1nformatlon as descrrbed ini-
tially. The purpose of the questions is to provide opportunities
for expression and tc probe for information. In this manner,
each person interviewed participates in the assessment
process.

2. Specific questrons developed through the process of in-
terviewing to be answered during the assessment process. The
answers may come from other interviews, observations, or
informal and formal testing.  *

3.  Decision questions are directed to those who must take

actions during the referral-to-placement process. Whether or -

not a child receives a particular program or is assigned to a
particular teacher are answers to decision questions.

4. Eligibility questions are the most sensitive and contro-
versial queries in the referral-to-placement process. Determin-
ing a student’s eligibility for special education services as
emotionally disturbed or learning disabled, etc. implies that
questions based-on state and federal regulations have been

-satisfactorily answered. ]
All questions can be classrﬁed into a number of types. Each

type will require a particular kind of response. Listed below
are the types of questions and the kinds of résponses required
by each type: ¢

Kinds of Response,

Type of Question
-Who? Names, titles, 1dent1fy1ng
descriptors.
What is it? Nouns, definitions.
" What is happening? Verbs, behaviors.
.Why? ) ' .. o : ’
How? Adverbs, adjectives, styles,
methods. .
When? Times, dates, durations, -
' ‘ . frequencies. : :

' Where?

Locations, situations.’

Sources of Information

It would be pointless to ask questicns that could not be
answered. As the interviewer formulates the assessment ques-

.tions and seeks additional information, there are several
soprces A partial list of such sources follows

: Sources
Child, parents, s1bllngs teacher,
other school staff, peers.
Child, teacher, aide, principal,
other school staff, peers.
Child, parents, sibﬁngs relat1ves

Informatron needed .
Child’s behavior

Child’s school program

Child's home environ-
ment ]
Assessment questions Child, parents, siblings, teachers,

other school staff, spécialists.

Reliability and Validity

A reasonable issue in collectlng interview data is the extent
to which the information is reliable or valid. Reliability means.
the degree of stability or consistency over a period of time. In
other words, will the information that the interviewer obtains
from a person be consistent if the interview is conducfed
again; or if the same question is asked of another person?
Reliability, a statistical index (Haynes, 1978), is rarely com-
puted when interviews are conducted. Rather, interviewers
often make judgments about the reliability or consistency of
the information they gained. Although this is’common, it is
advisable to occasionally check reliability using procedures
similar to those described by Haynes (1978). '

Validity, a complex conce_t in psychology "(Nunnally,
1978), addresses the question of whether or not the interview
accomplishes what it is intended to do. For the purposes of
interview-based assessment, validity can be considered in two
ways. First, -is the information obtained through the

interview(s) sufficient to construct assessment questions and - -

provide answers to some of the assessment questions (content
validity)? Second, does the information derived from the in-
terview relate to other information obtained in otheraspects of
the assessment (e.g., preliminary screening, formal testing,
medical examination)? This represents criterion-related valid-
ity. These types of validity have seldom been examined in
regard to interview- based assessment in the referral-to-place-

- ment process.

The use of interviewing in non-test-based assessment is

essential to obtaining information from a variety of pérsons

concerned with a particular child, including the child him- -
self/herself. Interviewing also secures the diréct participation

~‘of a variety of persons.in the referral to placement process. The
“skill demonstrated by the interviewer in establisliing relation-

ships with those interviewed and in accurately recording the
information will largely determine the effectiveness of the .
interview procedure. - .

COLLECTING INTERVIEW DATA.

The use of interviewing in the referral to placement process
occurs at two stages. First, thereferral is an opportunity for the
interviewing process to clarify the concerns of the person ..
making the referral and elicit the participation of relevant
people. Often, in clarifying the problem the solution is discov-
ered without need for further action. When problems or con-
cerns are specified through the interview, the development of
assessment questions in the preassessment stage is facilitated.

The second use of interviewing is at the assessment stage.
Following the deyelopment of assessment questions and the
assignment of those questions to personnel during the pre-

-assessment or screemng conference interviewing may be the
IBA/R3 :
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most appropriate method to develop an answer.
In this section, the use of interviewing at the referral stage

- and the development of assessnient questions at the preassess-

inent stage are emphasized.

Interviewing to answer assessment questwns a more tradl-

tional clinical procedure, is. not addressed.

- Referral Stage - Some factors which have an impact on the .

quality and utility of referral activities include:

1. The amount and descriptiveness of information from the .

source of réferral (parent, student, teacher, other school staff,
other agency, etc.) regarding the reasons for referral.

2. The availability of useful information about the current -

environment (regular class, other agency, home; etc.) as a
context from which to consider the referral.

3. The'amount of useful information about pre-referral at- -

tempts to resolve the referral problems.

4. The extent to which the referral-to-placement process is
viewed as an appropriate and useful process by parents,
teachers, principals, students, and others who- mlg.,ht be in-
volved.

In far tQ?‘many instances, reasons for referral from parents,
teachers, Pfincipals and other school staff are limited to com-
ments such as “failure,” *troublemaker,” “immature,” or “re-
tarded.” While these terms may have some meaning for the
person using them, they do little .to build a foundation for

- designing an individual assessment. Referral forms have been

designed and redesigned without proving effective. Resist-
ance to paperwork appears almost universal. Further, people
vary in their ability to complete.referral forms coinpletely and
concrsely

It is clear that interview techniques can help remedy this

situation. It-is also clear that interviews are a most effective

technique in addressing the four factors listed above. It seems
reasonable to assume that effective interviews elicit the infor-
mation identified in the first three factors (i.e., reasons for
referral, description of referring environment, and description
of pre-referral activities). The remaining factoris addressed by
clarifying communication and supporting people during the
referral process—reasonable by- products of person-to-person
interviews.

Skillful interviews of persons making referrals significantly

‘improve the quality "of information obtained at the referral

stage. Properly conducted, these interviews deflect inappro--

priate modifications of ‘regular class programs. Likewise,

when referrals are appropriate, considerable time and effort
can be saved by the skillful interviewer who elicits the infor-
mation necessary for articulating assessment questions. The
products of such interviews include:

1. Behavioral information about what the chrld does which
the referring person believes the child should not do.

2. Behavioral information about what the child doesn’t do

" which the referring person believes the child should do.

3. The circumstances under which a problem.is perceived.

4. The frequency and duration of problem episodes.

5. Adescription of the environment from which the child is
referred as well as other settings where the problems occur.

6. A descrrptron of efforts which have been made to resolve

‘ the prcblem.

Q
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‘7. A list of specific or.general assessment questions about
what the child needs and what can be done to respond to those
nieeds.

From information acquired during the referral interviews,
school personnel are preparedto est'\abhsh the foundation for
assessment by generating a preliminary list of assessment
questions. While there are other important aspects of proce-
dures for determining the needs of a child, none is more
crucial to the ultimate success of assessment’efforts than the
establishment of assessment questions. This is the stage of the
process where individualization begins. The focus of the as-
sessment emerges when the school psychologist organizes the

~ N o R -
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" information obtained from referral interviews into a prelrmr-

nary set of questions which reflect the priorities and concerns
presented by parents, students, teachers, and others who have
been interviewed during the referral stage. The products of‘
these endeavors are quite different from the *standard” r
sponses to referral. Using the personal contact of mtervrews,
school personnel dramatically shape thedirection, character,
and ultimate benefits of the assessment process.

Since the essential justification for assessment activities.is.
to provide a basis for making decisions about children, it is
crucial that assessment efforts..produce the information’
needed to make such decisions. These specificand individual
informationneeds are not likely to beaddressed for each child
unless acareful and skillful effortis madeto deter mine assess-
ment questions. Without the intervention of skilled interviews

that assist parents, students, teachers, and other stafi in___

refining their concerns into specific assessment questions,
assessinent activities” are likely to be perfunctory exercises
which contrrbute little or nothing to the decisions which must
be made.

- GETTING READY TO INTERVIEW

Collecting Data at'the Referral Stage

The primary purposes of referral activities are essentially:
1. To inform parents and students of their rights and the
importance of their role in the referral to placement process

~

“and in the implementation of the students’s educational pro-

grani. '

2. To determine the concerns of patents, student, teachers, .
and others regarding the well-being of the child.’

3. To determine which persons besides the parents, stu-
dent, and teacher may have relevant mfor mation about the
child.
4. To obtain parental permission for consultation with
others who may have relevant information about the child
which may be helpful in the design of the individualized
assessment.

5. Toidentifythe general i issues whrch should beaddressed
in the assessment process.

6. To determine which persons . should partrcrpate at the.
pre-assessment stage.” -

Who should participate in. referral activities? Obviously,

parents, and teacher (and, more often than not, the studenty™

should participate in referral activities because of their funda-
mental rolein knowing and supporting the student. They most

- often have (but are not always aware of) the significant infor-

mation necessary for designingthe asséssment. The necessity
to interview other persons can be decided in discussion with
the parents, student, and teacher (unless the referral came
from another source). The appropriateness of the participation
of others at the referral stage can only be determined by the
informationthey may have about the student, the program, the

. student's envrronment or the type of behavior causing the

concern.

REFERRAL INTERVIEW EFFECTIVENESS
- FACTORS

Some of the more important fdctors which deterinine the .
effectiveness of referral interview activities are: '

- 1. The specificity and descriptiveness of infor mationabout

past or, current programs and services.

"2." The specificity of information regarding the reasons-for
referral (e.g., What the child does which the referring person
believes the child should not do; what the child"does not do - -
which the referring person believes the child should do)..

3. The specificity and descriptiveness of information about
the environment from which the_child is referred.

After a referral is madle, a charrpersonshould be assigned to
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"~ 'The first substantive contact with the parent, student,

coordinate all aspects of the referral to placement process.
This is a serious responsibility which includes assuring that:
(1) All due process rights of the_parents and student are
properly implemented; (2) timelines are met; (3) qualitative
issues are properly addressed at each stage of the process; and
(4) the participants in the process understand and are capable
(with assistance if necessary) of carrying out their respective
functions. "
and
teacher occurs at the referral stage. The person who interviews

the parents and the teacher should be skilled in the use of .

_interview procedures which elicit the essential information

for assembling an assessment team.

Pre-Asséssmént Stage - Some factors which have an impact

‘onthe qualify and utility of pre-assessment activities include:

1. The extent to which the various perceptions, concerns;
fears, and ideas of those who are acquainted with or responsi-
bleforsomeaspect of the child’s well-‘leing_are'focused tohelp
individualize the assessment process. ' ’

2. The degree to which issues proposed as appropriate for .

assessment have priority in terms of immediacy and effect on
the overall growth and development of the child.
- 3. The extent to which criteriacan be applied for evaluating
the eSectiveness and utility of specific assessment activities.

4~ The degree to which parents and students participate in
the design of assessment and consent for itsimplementation is
informed and knowledgeable. o

The sad truth is that most assessments adininistered in pub-
lic schools are not individually designed at all. There are no
questions and consequently there are no answers. A standard
battery of tests is administered and scored. A decision is made
regarding eligibility. A prcgram (consistent with eligibility) is
suggested and the person who administers the program is
asked to write an 1.E.P. Assessment is rarely the individually
designed set of procedures envisioned in P.L. 94-142.

Where assessmerits are effectively managed, issues and con-

- cerns are clarified using a thoughtful and rigorously applied

process of interviewing parents, studeuts, teachers, princi-
pals, and others who have a relevant role in the life of the
child. These interviews prodiice such specific assessment
questions that criteria for determining the utility of answers
derived from assessment activities can be established. Often
priorities among the assessment questions must be estab-
lished. - : o
To build on the information obtained from thereferral inter-
views and the preliminary assessment questions resulting
from that process, a pre-assessment (or screening) conference
is conducted to: 1) formulate specific prioritized assessment
questions; 2) determine procedural options for answering the
assessment_questions; 3) select specific assessment proce-
dures; and 4) prescribe the. manner in which assessment

results and recommendations will be presented to the persons™

responsible for designing the child’s program.
Participants in this conference are persons who either have
information about the child or the current environment, skill

_inrefining general céncerns into assessment questions, partic-
" ular knowledge or experience of an issue raised during the

Q
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referral stage, or other relevant knowledge or experience
which could contribute to the design of an assessment for the
child: Discussion during this conference is managed by a
chairperson to assure that all persons are able to participate
and contribute their concerns and ideas. No procedures for
answering an assessment question are recommended by the
group without a reasonable and specific justification for that
particular method. The chairperson assists participants in the

communication of their points of view by restating or ques-

tioning the meaning of any jargon, acronymns, or unduly tech-

‘nical language. Such a conference greatly enhances the useful-

ness of assessment practices and reduces the likelihood that

RIC

children are improperly placed in programs which are not in
their best interests. . .

In circumstances where such a conference is not feasible,
the chairperson attempts to derive similar results by a series of
telephone and face-to-face discussions with all concerned
parties. Whilethisapproach is not as effective as a conference,
it represents a significant improvement over more traditional
practices. S :

Collecting Data at the Pre-Assessment Stage

__The primary,goals at this stage are: ]
- 1. To compile the various concerns -and questions of all
persons who were interviewed about the child, the program,

-or the environment.

-2. To refine individual or group concerns into questions
which lend themselves to assessment.: '
. 3. To generate a prioritized list of assessment questions.

4. To identify various assessment methods which might

" provide answers to the assessment questions. :

5. To select methods for answering the assessment ques-
tions. B g

6. To assign persons to carry out agreed upon assessment
procedures. - ’

7. To identify others (non-participants at the conference)
who can be asked to implement certain agreed upon assess-
ment procedures. |

8. To obtain written parental permission for carrying out
the assessments agreed upon during the conference.

9. To make arrangements for carrying out assessment.

10. Toestablishatime and place for the L.LE.P. design confer-

ence. . :
Who should participate at the pre-assessment conference? It
is clear that parents and teachers (and, quite often the studentl
are crucial to the successful pre-assessment conference. Th...
knowledge of the child as well as their capacity for clarifying
assessment questions and implementing assessment methods
assures them a pivotal role at this stage of the process. (Serious
consideration should be given to including the child at every
stage of the process. Obviously, the age of the child, the nature

of.the problem, and parental wishes have a bearing on this

decision). Deciding other persons who should participate can
best be accomplished by the c}%airperson or administrator
based on- the nature of the c "9 erns and questions raised
during the referral stage and%y past experience: in either
translating concerns about children into assessment questions
or providing answers which lead to methods for meeting
specific educational goals. Consequently, relevance is the key
to determining who should participate. s

Pre-Assessment Conference Effectiveness Factors
There are certain factors which determine the effectiveness

of pre-assessment conference activities.

1. Theorganization and direction provided by the chairper-
son. must insure that all participants are aware of the location,
time, and purpde of the conference and background informa-

- tionTegarding the child which has been obtained during the.

referral stage. v

.2. Thetone of the meeting established by the chairperson is
important. The chairperson should insure that: a)concernsare
focused on the well-being of the student; b) the group has been
convened to undertake the serious task of designing an assess-
ment to determine the needs of the child and method for
meeting those needs;«c) participation in the conference is
based on the presumption of relevance for each member; d)
there are no “standard” assessment procedures but rather as-
sessment is based on questions which have been previously
formulated for the individual child; e) each proposed assess-
ment method is justified both in terms of its likelihood to
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" ¢hild; and f) scores in .'md of themselves have no value in

determining child needs.

3. The discussion throughout.the meeting should be care- .

fu'ly managed by the chairperson to assure that all partici-
pants are able to express their thoughts w1thout any cne mem-
ber dominating.

The role of the chmrperson is critical not only in assuring
that the legal provisions of state and federal law are properly
carried out but also in determining the Qlldllty of the process.
An important skill for the chairperson is the ability to assist
the group in defining concerns in a manner:that allows assess-
ment questions to be developed as well as supporting the
group in determining some priority to the assessment ques-
tions. -

Finally, the assignment of persnns toanswer the questnons is

-the important culmination of this pre-assessment process.

When the parents are willing (with assistance if necessary)
they represent an important and underutilized assessment
resource. Further, it may be desirable for more than one person
using different methods to attempt to answer the same ques-
tion. While no one should be asked to carry out an assessment
procedure if the necessary licensure or certification is lacking,

" no discipline has a monopoly on the questions themselves. -
“The chairperson should ercourage creative assessment sug-

gestions as long as they have some face validity, and presentno
dauger or undue stress to the ¢ hild an(l family.

Choosmg Assessment Procedures

Some factors which have an impact on the quality and
utility of assessment procedures include:

1. The extent to which assessment questions are clear and
the rationale for asking them is thoroughly understood.

. 2. The extent to which the rationale for each assessment
procedure is clearly responsive to the question being asked.

3. The extent to which each selected assessment procedure
is understood in terms of it3 reliability and validity (i.e., the
reletive weight gwen to inference vs. directly.observable con-
clusions).

4. The extent to Wthh the results attainable from the se-
lected assessment procedures are likely to result in recom-
mendations for an individual education program.

When assessment techniques are staridard and routine, they
often become disassociated from the desired and specific re-
sponses called‘for by carefully articulated assessment ques-
tions. Unfortunately, physicians are often asked to do “physi-
cals” with little or no considerations as to why. Psychologists

- are asked to do "psychofoglcals and social workers are re-

quested to-do “case histories.’* Considerable energy is ex-
pended performing routine procedures resulting in stock an-
swers or no useful answers at all. :

Assessment Stage

Some factors which have an 1mpact on the quality and
utility of assessment activities include:

1. The extent to which assessment procedures are carefully
directed by precisely articulated questlons whose answers can

- be expected to result in recommendations for goals, objectives,
" methods, materials, environments, eligibility, and cther fac-

" examination of the child and analysis of current and potential
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tors.

2.° The extent to which assessment resources and energies
areexpended predominantly in learning about a child’s needs
and moderately on eligibility and funding issues.

3. The relative balance in assessment activities between

programs and environments.

Despite the vast sum of-public and private funds which has
been expended in developing “model” interdisciplinary as-
sessment procedures, the state of the art remains quite unsatis-
factory (CORRC, 1977; Salv1a & Ysseldyke. 1978). One funda-
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mental conceptugl flaw in many inter- and multi-disciplinary
models is that they are based on an assumption of “discipline
participation’ without adec/luate regard to the issues which
tnust be addressed——spemﬁcally the assessment questions.
Consequently, many current practices are characterized by
ritual rather than by dlfferentlally-des1gned assessments
which could logically lead to nonbiased eligibility determina-

o/
_ tion and recommendatjons for an LE.P.

Good practicein assessment not only concludes with appro-
priate program recommendations in the least restrictive envi- .

“ronment, but these recommendatlaus logically.flow from the

answers to the assessment questions. The recommendations -
should reflect the need for behavioral goals for the child but .
also the modlﬁcattons needed in school programs.

When possible,it is appropriate and efficient that the same
person who has mtervxewed all of the concerned parties and

-has managed the\/process resulting in a prioritized list of as-

sessment questu}ﬂgand procedures, should also coordinate
the actual assessment-activities. This person can minimize the
requlrements and ] paperwork for all other participants by as-
suring that assessinent assignments are clear and are carried
out in a timely and,dompetent fashion. Based on the personal
contacts gained from interviews and conferences, this person
can assure alogical{flow of events from referral through assess-
ment to, the actual lmplementatlon of a child’s program. The
same interview procedures used in communicating with indi-
viduals ari alsobe'smployed in chamng all conferences rela- -
tive to}he assessmeént as well as in assigning and supervising
assessment actlvy( es. However, some state and local policies
require that an attministrator chair screening and LE.P. design -
meetings. [n thos«’-}'mstances the person who has coordinated
the assessment plocess can assist the administrator w1thout
preempting hlslhe authority.

Compiling Data after the Assessment Stage

Primary purposes at this stage are:

- 1. To determine the child's educational and related service
needs.

2. To recommend objectives, procedures materials, envi-

.ronments, and any other considerations necessaryfor meetmg _
. those needs.

3. Toansweras spemﬁcally as possible the questions listed
at the pre-assessment conference.

4. To specify any eligibility questions which should be an-
swered in order for the child’s needs to be met.

5. To provide the participants at the Individual Educatlon
Program design conference with all the information they need
in order to produce an LE.P. which will meet the educatlonal
and related service needs of the child.

Persons who have been assigned by the chalrperson (dl-
rectly or by contract) may participate in these activities. While
the parent,(and student) may not actually determine the par-
t1c1pat10n of an individual, their preferences should be given
serious consideration. If they lack confidence in a person or
process, they may not feel comfortable with the recommenda-
tions which come from thls effort.

" Assessment Interview. Effechveness Factors

Some of the more important factors which determine the
effectiveness of assessment interview activities are:

- 1. The extent to which the person assessing the child un-:
derstands the issues and circumstances which prompted the
assessment question.

2. The extent to which the assessment question is ap-'
proached with a sensitivity to the environments and’ socml
contexts within which the concern emerged. . ’

3. The extent to which the assessment questlon can bean--
swered by obtaining information from other persons.

4. The extent to which the ‘person being interviewed is
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assisted in understandin}; the issues and circumstances which
prompted tlie assessment question.

When choosing to use interview procedures in addition to
standardized procedures several factors should be considered.
It is likely that parents and teachers (and students themselves)
will have the most accurate information about the student'’s
-behavior because they have the greatest opportunity to know.
When they are asked about the behavior, they should be made
aware-of why the information is'important. Further, patience
must be employed because these mdwrcluals may not be ac-

customed toarticulating ideas and information in “behavioral = -
Carkhuff, R. R. & Pierce, R. M: The art of helping: Trainer’s

terms”. The use of approximations at restating their ideas in
behavioral terminology is a very effective technique. Also,
- discussions with others, such as siblings and other school

staff, can contribute much to-the accuracy and specrﬁcrty of

-the information.
" Information about the program from which the student has
been Yeferred can usually’ be. obtained from the student,
teacher, aide, principal, supervigors, and other school staff.
While the teacher may have the most in-depth informati6n,

others may have useful perspectives in terms of how the stu- _

dent’s program fits into the overall school program, ways in
‘which it can be integrated with other school services, and
other suggestions. It is important to conduct this interviewasa
“non-defensive analysis” of school efforts with an eye toward
being flexibly responsive to children's needs, This is not a
process of impugning teachers or suggesting-a lack of staff
competence. THE ASSUMPTION UNDERLYING THIS INTER-
. VIEW EFFORT IS THAT ALL STAFF CARE AND ARE WILL-
ING TO MAKE REASONABLE ACCOMMODATIONS TO
MEET THE NEEDS OF CHILDREN. T
Information about the chijld’s home, and other pertinent
environments (e.g., neighborhood) can' best be prov1ded by
parents, the student, and other family members. It is essential
that such interviews avoid unnecessary intrusions into family
privacy. If the family members understand the reasons for the
assessment question, they are imuch more likely to be oper to
- discussions about how the child responds to ome and other
- environments. The teacher and other persons who have ap-
portunities to observe the-child may also have important'in-
sights into the issues involved in such assessment questions.
Information abouit the topic (e.g., reading, language develop-
_ rhent, emotional adjustment, etc.) is vsually sought from spe-
cialists who, through experience and training, have informa-

tionwhich could hzlp answer certain assessment questions. It .

is important that such interviews not be substituted for direct
observation and assessment of achild by a specmhst when that
is whatis needed. Further, itisimportant togive consideration
to the knowledge of others who may not be specialists but who
have had experience or exposure ta the issue bemg addressed
(e.g., parents, teachers, etc.).

, - The obvious should not be overlooked as in the story of the
' child who wouldn’t talk. Whenever it is appropriate, the child
can be interviewed regarding behavior, program, home, or any
other factor. Such interviews can eliminate much time and

- effort in getting answers to assessmeént questions-

Finally, it is important to note that no person conducting.

assessment activities may markedly deviate from the proce-
dures already described to the parents without their knowl-
¢ edge and consent. Each assessment report should be concise as
to procedures, results, and conclusrons Persons who conduct
assessments-may wish to keep extensive notes and records for
‘their own purpose ‘but the actual report should be brief and
directly responsive to the questions. All members at the I:E.P.
design conference should have copiesof all reports prior tothe
_LE.P. design meeting so as to be familiar with their content.
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The Curriculum Based Assessment Workshop is one of three
non-test-based data collection procedures presented in the

" Non-Test-Based Assessment Module. Within education, no
.variable has reteived more attention or been the object of more

frustration for teachers and students than curriculum tasks. -

Likewise, no variab}e\has been more open to daily student/
peer comparison thaiiithe number of assignments that stu-
dents receive in their classrdoms. A routine examination of
such assignments generally shows that even though a majority
of students perform:satisfactorily, the outputs of many stu-
dents still remain inadequaté in one curriculum aspect or
another when compared to those of their peers. Because of this
inability to keep pace and their needs for special help, these
students.could rightfully be called the “casualties" of regular
curriculum programs. The purpose of this Curriculum Based

-.Assessment Workshop is to provide a-continuing education

experience for school psychologists, diagnosti~ians, other as-

‘'sessment professionals, and teachers in selecting curriculum

tasks that will match the curriculum needs of their students.

Uéer ] .
This section is one component of the module on NON-TEST-
BASED. ASSESSMENT. It can be presented either before or

“after the other workshop sections on INTERVIEWING and

OBSERVATION SKILLS, or it can be used independently (i.e.,
it is not necessary for the learner to completeaall of the sections

"in the module to acquire the skills taught in this component.)

Directions to Presenter .

Although a script is presented, the presenter should be .

familiar enough with the workshop so that this script is not
“read" to participants. The session will be far more interesting

"if presenters make the workshop their own, modifying the

o
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script and examples to suit their individual styles.

CURRICULUM BASED ASSESSMENT
' WORKSHOP OBJECTIVES

‘Upon completion of this Curriculum Based Assessment
workshop; the participants will be able to:
1. Identify students who are possible “curriculum casual-
ties.” ) : .
Recognize the sequence and major steps of the assess-
ment cycle. ' : o
State the major factors affecting the instructional match
of task difficulty with student performance.
Define curriculum based assessment. :
Apply an instructional delivery model including task
types, task items, performance levels and basic rules.
Understand the basic learning principle of discrimina-
tive stimuli. I '
. Use competency testing.
. Examine reading scope and sequence
grams. - C
. Apply an instructional delivery model for reading.
. Examine mathematics scope and sequence for mathe-
matics programs. . : :

2.

3.

UI:b‘

for reading pro-
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- --11.~Apply an-instructional delivery-model-for-mathematics.—-——

12. Monitor progress in instructional delivery.
To meet these objectives, the learner will:

—complete the worksheets for the curriculum based assess- -

" ment workshop )
—participate in simulation activities

v

—meet 90% criterion on written instant replay activities

concerning information and application of the workshop

content

'CONTENT OUTLINE

I. A RATIONALE FOR CURRICULUM BASED
ASSESSMENT ' L
A. Curriculum Casualties—thé basic focus
B. The Assessment Cycle—areas of input
C. The Instructional Match -

1. Task Difficulty vs. Student Performarice
2. Factors Affecting the Match:
. a. Professional Bias
b. The Learning Environment
Curriculum Based Assessment
1. Definition
. 2. Assumptions o

?

Implications for Teaching and Learning
1. Effective Teaching Procedures "

2. Research on the Use of the Model
i . 3. ‘A Basic Learning Principle (§"R) -
4. Competency Testing

- II. APPLICATION OF CURRICULUM BASED
ASSESSMENT .
A. Assumptions of Curriculum Based Assessment
Applied to Reading ’
1. Knowledge of Reading Scope and Seguence:
a. Basic Programs =
b. Teacher Expectations _
. Perceptual and Processing Tasks are not
Prerequisites to Academic Tasks

lead to Instructional Improvement:
a. Students’ Strengths and Weaknesses

b. Testing Efficiency )

. Assessment Activities Should be Directly - -
Related to Teaching Activities:
a. Convertible Data
b. Comfortable Performance
c. Complementing Tasks

The Often Confusing Concept of “Level’

Performance-

1. Grade Lev . .

2. Functional Level . .

3. Reading Level :

4. Instructional Level

Use of an Instructional Delivery Model for

Reading :

" . 1. Establishing Instructional Levels—Teacher
Prepared Material o

a. Assessment Input .

b. Determining Ratios of Instruction

c. Preparing Content :

213

! _of

3. Application: An Instructional Deli;/ery Model

. Assessment is to be Accurate, Continuous, and -



d. Preparing Drill
e. Presenting Material to Student
2. Participant Worksheet 1

III. APPLICATION OF CURRICULUM BASED
. ASSESSMENT, CONT'D
~A. Muaintaining Instructional Levels——-Teacher
Transition Material
1. Assessment [nput
2. Preparing Content_
a. Internal Copsistency
b. Misuses andl Abuses
3. Preparing Drill
4. Presenting Material to Student
Participant Worksheet 2

Progress Measurement o

1. Knowledge and Comprehenslon ’

2. Rate of Acquisiton

3. Rate of Fluency

Modification of Reading Related Asslgnments :
1. Frustrational Tasks

2. Curriculum Adaptations

IV. CURRICULUM BASED ASSESSMENT APPLIED TO
.MATHEMATICS
A Knowledge of Mathematics Scope and Sequence*
_ 1. Readiness Skills o
'2. Mathematics Facts arid Associative QOperations
3. Applications of Quantitative Concepts and
Skills -
Common Sources of Error .
1. Using Wrong Operations
2. Using Incorrect Algorithms
3..Problems in Place Value :
. " 4. Random Responses and Assumptlons
__5. Self-Testing Activities
“C. 'Basic Evaluation Technlques _
. 1. Task Analysis o
2. Product Analysis :
a. Examination of Numerical Responses :
b. Observing While Working
c. Working Aloud
. Efficiency in Problem Solv1ng
V. USE OF AN INSTRUCTIONAL DELIVERY MODEL
FOR MATHEMATICS .
Establishing Instructiona® Levels
S 1. Dnlland Concluding Tasks
2. TasKltem Selection .
3. Masteéring Facts
- a. Assessment Input
*b. Determining Ratios of Instruction
7 ’ c. Preparing Concluding Tasks
: d. Preparing Drill
"e. Presenting Material to Student .
. Mastering Facts Through Complementlng
Operations ' ’
. Participant Worksheet . -~
.. Mastering Operations
" a.. Assessment Input
- b. Preparing Material for Students
1.) Modeling ~
2.) Prompting
3.) Practicing
4.) Fading
Cc. Partlclpant Worksheet”
Progress Measurement _ .
1, Rate of Acquisition
2. Rate of Fluency
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3. Use in Applied Situations
C. Monitoring Progress
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Matermls

1. Worksheets and Instant Replays for each participant.
2. Transparencies and Grease Pencil(s).
_3 Overhead Projector and Screen. _

Sequence of Events . }

Time Estimate
(in minutes)

1 Welcome and Introduction

.................. 5-10
6 Presentation and Instant Replay E
Activities I:
\A Rat10nale for Cumculum Based
T tAssessment
" Activity—The Learmng Game ....... e 180
3. Presentation and Instant Replay
Activities II: 2
Application of Cumculum Based
Assessment :
| Reading-~PartI................ ... ... 180
4. Presentation and Instant Replay -
Activities III:
Application of Cumculum Based'
Assessment © . oo
Reading—Part II........... S + 180
5.-Presentation and Instant Replay ‘
 Activities IV: o
Application of Cumculum Based '
Assessment S
Mathematics—PartI .................... 180
6. Presentation and Instant Replay"*" T T
Activities V: -
Application of Cumculum Based .
- Assessment
- Mathematirs—Part II ......... . 180
7. Cl0s1ng DlSCuSSlon and Questions........... 15-30
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Kl

The introductory section of this presentation can be
adapted by .each trainer to present histher own experi-
ences and examples. The introduction pfovided is one
given by Edward E. Gickling, Ph.D., and John F. Haver-
tape, Ed.D., primary content developers of this section.
Generally, in the introduction, the trainer should person-
alize the presentation by addressing “Who am I” and
“Why is curriculum based assessnient important to me?"”

—

My interest in this are started primarily with my back-

ound ineducational psy?:tlology, and then developed later at
€ University of Tennessee, in Special Education, where this
/.lrrlculum Based Asséssment” concept began to evolve. Ini-
lly, I was trying to pull together learning theorles and prin-
ples toymake some sense out of them. But it was a professorof

iaf education, with a strong background in language and”

nguage development, who got me involved in whatI do now.
If I have any specialty, it is probably in hePping people
iderstand the impdrtance of delivery—-instructional deliv-,
y, not service delivery systems. A lot of people don’t make

at kind of distinction. They think if we make a service.

-ailable—merely provide a teacher to kids—that teaching
ill automatically occur. I don’t buy that. I think it works like
at sometimes, but too often it just doesn’t. I'm interested in
iproving the delivery process under instructional condi-
mns.

The next section of this presentation begins with an over-
view of the workshop Excellent references in preparing
the trainer’s‘overview in addition to the content material
are Salvia. & YsseIdyke (1977} and Wallace & Larsen
(1976)

[3

.

To give you an overview as to what we are going to try to do

this workshop, we will start with some discussion as to-

hat Currigulum Based Assessment is all about. [ will try to
ve you some indication of the dimensions of Curriculum’
ased Assessment and how the term itself is somewhat limit-

svice. Then we are going to cover two content areas, reading
ud mathematics. I am also gomg to touch on the relationship

"language arts to reading, and ’try to show how these two-

eas need to be coordinated. Most of what we do will be
lustrated using a series of examples, student work, and in®
ant replay activities. .

°

HAND QUT WORKSHGP MATERIALS

You will now receive a set of workshop materials, including'
yme instructional worksheets, afid instant replay activity
1eetst Your packet of materials will for the most-part
)rrespond to the content of the overhead transparencies we
ill be using. It might be to your advantage to make notes on
nur worksheet outlines in case you want to make your own
ansparencxes for any training sessions you mlght cohduct

N
A

C. " rm—p—"
The target population that we will be discussing is one that

we have labeled “Curriculum Casualty Group.” When you

look at the large amount of school work that kids ai= ;;iven, the
number of.informational facts presented, and the numbers of
assignments, it is astounding. Even so, the majority of children
are generally able to deal with their curriculum and the
‘dectsions their teachers make for them to learn that
curriculum. - -

But there is'an identifiable group.of students who do poorly

I would estimate the number of assignments that kids have -

.over a school year to be.a m1n1mum'of 750. When you-look at

-that total volume, you can estimate how a child performing
noorly might feel with respect te each of those’ ass1gnments'

- That child could easily become a“*Curriculum Casualty.” I
other words,*the curriculum has produced the problem.
When discussing student casualties, one naturally thinks of

handicapped populations. With the current emphasis on

mainstreaming and' the attention being given to training
regular teachers to work with handicapped children inregular
classroom environments, it is.difficult to think otherwise. But
handicapped children only represent a portion of those
students who are experiencing curri¢culum difficulties. A far

larger number are exhibiting. marginal performance within.”

regular classrooms, most often without the beneﬁt of any
special assistance.

According to the former deputy commissioner of the B ureau
of Education for the Handicapped, Edwin Martin, (1974),
there is growing evidence that as many as 25 to 40 percent of

all children will display sufficient variations in lgarning or -

behavior styles to warrant spec1ally designed educational
programs for at°least short intervals during the school year.
Even though these figures may appear to be high, research
indicates that educators expect a third ‘of their children.in

achievementumeasures {Helmstadter, 1964; Stevens, 1971).
These are the children who are usually swept aside by the
‘indiscriminate and insensitive use of materials and programs
based on normative instructional standards.

‘Let me introduce you to Rick. Rickiis a third grade boy who,

., according to his teacher, is not perfoiming at grade level in
g- I want you to think of it as more than just an assessment

spellmg and reading. He is beginning to have temper outbursts
in class, refuses to complete tasks and wanders about the
room. . .

A

- Yegular grades to obtain below average scores-on standardized'

SHOW TRANSPARENCY 1a”
<

Rick has'normal vision and hearing, and he shows average

performance on an individually adm1n1stered test of

intellectual functlomng

B *
*

. SHOW TRANSPARENCY 1b

He performed well below average on the Wide Range
Achievement Test (WRAT), with a standard score of 69 in
reading and 83 in spelling. When we look at an estimate of his
1ntellectual fUI]CthI]lI]g, a verbal IQ scoreof 102,' and compare

v cRA/SI Lo

Q ) a e

RIC

Aruitoxt provided by Eic:

DN B .

w s

-



Q

ERIC

Aruitoxt provided by Eic:

_performance?”

" -

his reading and spelling standard scores, our fivst hypothosis
is that Rick should be doing bettor in those academic areas.
Even if wg carefully oxamine Rick’s WRATsprotocol we iy

. nol be able to discover what skills Rick has and what specitic

recommendations we can offer to his teacher for using the
available curricnla. . ©

While you may want to speciilate about reasons why Rick’s
performance is discrepant, let's look at his actual reading
behavior in the currigulum to which he is assigned. We will
focus on what words Rick reads without hesitation, what
words he reads but calls hesitantly (i.¢., with some delay)and
whit words he does not know. Rick's currew assignment is a
low vocabulary, high interest series that the teachet has just
selected for a group of students in her class who gre not doing
woll. The series’ first story is “The Red Truck”.

SHOW TRANSPARENCY 1c¢

. '

Notice which words are known and which are hesitants and '

unknowns.. Unknown and hesitant. words represent
“challenges” for Rick. As we Ik at his performance we
shounld ask ourselves: “Is this.s lection too hard, just right, or
too easy to use in improving ' 's performance? Howy do we
adjust the ‘instruction tha  ‘ick receives to help his

* ‘The answers we give ours 1l say a great deal notonly
about*Rick but also about he w pproach assessment in
general. Keep Rick and the ques im. you might have about his
performance, the teacher’s instryctional style, and curricular
material, and so on in mind as we explore curriculum based
‘assessment. : . ,

We have briefly addressed the idea of curriculuin casualties,

and we have used the case of Rick to illustrate the idea -

initially. Now let's take a look at assessment as it is used to
identify students with special learning curriculum needs.

. ! 4
SHOW TRAN‘SP%RENCY 2

What is assessinent? Basically it is a process which should
yield sufficient informatién to render-educational judgment
on behalf of a child. Such judgments are usually made in four
distinct stages: screening, identification, instruction, and the
measurement of progrgss. : . v .

Screening is basically a process leading to early recognition
of problems, and it is usually the step following a referral. The
identification stage is a verification or discounting of the
problem. The problem is either of sufficient magnitude to

" warrant special service; or itis not. It iShere that we get into all

of the problems of labeling, but for the purposes of this
module, the label is irrelevant, therefore there is no need to
discuss it further. ) : : ,

The identification phase is basically a discriminative
process, wherein normative comparisons-play 4n essential
role. Just how different the student must be in order to justify
some kind of special service is usually the question tg be

answered at this stage. That question is going to be with us.

regardless of the kind of“instruimnents we use, but it is usually
easier to justify the use of standardized-testing at this stage
since tire discrimination necessar y will alivays require some

_ form of comparison with pgers, expected skill level, ofhormal

development fo dempustrgte-the extent of the problem.
The third stage is instruct-f_én. This is where help ¢an be
provided, and it isat this stage that we are going to concentrate
our attentiorp in this part of the workshop. Screening and
identification may help make available special programs and
personnel for the school system and for the child, but these
alone will not assure the student instructional success.

. CBA" N
Sy
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Assessment al thjs level must be concerned with the student’s
daily assignmonts. That is what curriculum based assessment
is all about, It takes into acgount the daily arrangement and
presentation of assignments, as well as the student’s
performance. Obviously that requires asscssiment on lwo‘
dimensions, =77 7 7T B

Cugricajuin based assessment is not only abotit the child
and his/her skills but it is also an analysis of the materials that
will be used by the child. Ny

The last stage in the sequence of four is the measurement of
progress. That is almost self-evident, butitis often overlooked.

This concept of stages in assessment follows a logical
sequence. Because the stages are interrelated, it is easy to
assume that input in)t(f‘oue phase will automatically
contribute to the ng:xt. luqfeed. this seems lo be true with
respect to screenjng and jidentification. The assumption
becomes .much inpre ténuous, however, between the
identification stage%d the instrudtional stage. The fact that

‘time is being devotel] to train people in the use of Non-Test®
Based Assessmcnt is\evidence of this point. Information

_obtained and used dugingthe-identification stage is generally
16TTar

not transferable ina funct way to teachers who control a
child’s instruction. So even though thereare linksamong these
four stages, that linkage is very tenuous between identification
and instruction.

2

+ ' CONDUCT INSTANT REPLAY
_ THEN . ] .
SHOW TRANSPARENCY 3

What we are really talking about; then, is the concept of
instructionial match. That.is, the match between the child’s
ability and the task demand. When we say that the match is
right, what we are saying is that there is an optimum level of
learning occurring. In other -words, the child is getting the

H . g . . )
maximum from the task, and the learning experience is

engaging the teacher in providing new information.
ging .

.. When these two things occur, we have what rea\(}ing

teachers have, for a long time, called {the Instructional Level"".
When the task demand is not challenging and thetudent is
able to do the task without any effort, we refer to that as an
independent level of performance. The problem we facé with
curriculum casualties is that they seldom reach athis level.
Instead, they generally flounder around at or near the

frustration level. They are not getting much from the task, and

°

they are expending an exorbitant amount of energy for few
resylts. So the instructional match is really a mismatch. We

‘want to control this match the best we can. The purpose of this

workshop is.to train you with procedures that will enable you
to control the instructional match.

SHOW TRANSPARENCY 3a .

. There are factors that-we have to consider when we attempt
to control the match. One is our professional biases. All of us
have professional biases.c All of us have been trained -in
particular schools of thinking. All professional personnel
working with kids who.need help attempt to pinpoint areas of
disability inthe students they work with. What we identify as
the disability depends on our former professional training,
and how personality is interacting with that training. "~ .

In essence, one looks for, finds, and treats what one expects
and believes exists. So you have to look into y our background

“of theory and ex eriénce to see what your biases are.

Are youa “readiness” kind of person,a “basic sk&lls" kind of
person, a ‘‘whole content” kind of person, or,tﬁ“language
experience” person? What are your orientations? What are

5 .
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our biases? B

Other factors thataffect professional bins are external forces

1at ‘impinge upon the teacher. Those of .you who are

sychologists are part of that external force network. When

1aking recommendations to teachers about curriculum you

re providing indireet services. Unfo tely, -whether you

ke it or not, unless you have good rapport with people, you-
ren’t réutinely accepted by the teachers when you come in to

rovide this kind of consulting help. Under such conditions;

1e concept of an instructional match will generally be-
pproached with a great deal of uncertainty by the teacher.

ou may make suggestions, but if the person you are makinga.
:commer.dation to.is not quite in agreement with you, then

-grader might be performing at a third grade level. It can be used
both ways. e

If we say that a child is afifth grader and is functioning at the
third grade-level, how is that determined? It is based on.some
kind of comparison, soine kind of testing system..It may be
formal analysis with standardized instruments which provide
‘grade level equivalent scores, or it may be some kind of
informal measure. s
. We use the concept of grade level to provide us with alittle
more precision in looking at the performance of a child. If we
use the concept of “reading level” it provides even more
specificity for looking at a child’s actual performance.

The problem with using a numerical reading level though, is

1e chance of that match or recommendation being fulfilled s~that it is sfill a normative comparison. More useful

muous. So we always have to keep in mind the point of view _
f the direct service person. '

The kind of service delivery system we. use inay also be a
purce of professional bias. Mos ucators in special
ducation are now in resource positions. As resource persons,
1ey should be serving the regular classroom teachers. That
1eans, if we are doing our job, we mustYecome familiar with

1we-instructional-materials-that-our-teachers-are=using==—-—=

The concept of curriculum based assessment which is
eveloped in this workshop necessitates the examination and
se .of regulat classroom materials and .a-close cooperation
rith ,regular- classroom teachers. We examine classroom
urricula and talk with teachers to facilitate making qur
ecisions and recommendations. Their biases also will
afluence the directions we can go. o

PARENCY 3B
; - - - :

Another area that we need to consider is the learning
nvironment. We will consider this point only briefly. The
:arning environment includes such facters as:

1. The selection of materials E
.2. The way the systems are organized .

3. The sequencing of concept in the curriculum

4. The modes of presentation applied.

It also has to do with situational variables:

1. How we use groups | : e

2. How we involve peer teaching

3. How we allow for volunteers
. 4. The structnre of the school day. =

' \sHow TRANS

-

o

Anotherimportant element in the learning environment is
1e student’s ability to read the teacher. The ability to accu- -
itely recognize and follow-through on both the teacher’s ver-
al and non-verbal communication will, in large. measure,
etermine the success the student is having in the classroom.
“the student isn’t picking up on the teacher’s cues, then
e/she is going te have difficulty in the classroom.

1

* SHOW TRANSPARENCY 3¢

A third factor affecting the instructional match involves -
:vels of performance. For the purposes of our discussion, the
svel of performance has more to do with where the student is
erformjng than some defined need. T

] ‘a

'SHOW TRANSPARENCY 3d .

First we have grade level. Grade level. is often applied to
hronological age. For.example, a studentis ten yearsold: s/he”
i probably in-the fifth grade, right? But grade level can also
pply to where the child is performing. For example, a fifth

, . . " CBA/S3

information is provided by estimating a level of reading
performance whichi. is instructionally comfortable for the
individual student. We further specify reading level to include
the instructional level, the frustration level, the independent
level, and the potential level. But even using these terms may
notgive us much more precision. After we determine the level,
we are still compelled to make some kind of match between
_the .material and .the_level on which we_say the child is
functioning. We then hope that the child will be eble toread a
little bit better. This concept seems sound enough, but what
.actually happens within the diagnostic-prescriptive process is
_that we'usually collapse several student abilities into a single
score, We call this single score a “reading level”. Level is then
interpreted quite literally to mean thie student’s actual reading
ability score, but it cannot possibly reflect the range of abilities
that the-student has. - e .

. What educators often forget is that a score is merely an-
estimate: it is only a sampling of a student’s performance.
From our observations we suspect that when independent,
inftructipnal, and frustrational levels have been determined,
theYfeceive very litt attention aftet the student isassigned a
reading book. It is as if the book will now take care of any
discrepancies in the student’s skills. At least, if not this book,
then another book! o
" Well, that is net=going to provide the kind of resolution ¢hat
you want, and there are lots-of reasons for that. The kina of
precision that is needed is probably not going to be provided
by the concept of reading levels, especially when the scores .
are at grade 2.5 or below, because the match then becomes
much more tentative. Above that level, the estimating error of
the test is reduced to some extent by the greatér ability of the
child, and then'the match is likelyto be more appropriate. Any
time you get a score in reading of grade 2.5 or below; you have
to be very careful with your interpretations.

There are problems with standardized achievement tests
which also contribute to the lack of precjsion in the concept of
reading level. It is common knowledge, for example, that.
reading achievement test scores are usually inflated. In other
‘words, if you get a reading score of 2.1 on the Wide Range
Achievement Test (WRAT), that means the clkild is probablys,
reading at a pre-primer level on classroom tasks.-The score is :
inflated: In contrast, the reading level of basal reading
materials is often underestimated by publishers. When you see
a publisher's recommendation that a book is a second grade
reader, and you .apply some readability formula, you will
.usually find that the book is harder than the publisher says it
is. Now, if you assign a child with an inflated performance’

.. score to material that has an-underestimated difficulty level,

how good is'the instructional match? Do you see why this
method is so tenuous when the reading grade level is specified
as a score of 2.5, or below? There is also evidence to indicate

. that scores from standardized achievement tests may notbeall ”

that representative of what we are trying to teach in reading
anyway. T _ :

Cther terms we often use synonymously with grade level
and reading level are performance level and functional level.
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)Bi{%uy‘limu we use these concepts, we are still relying upon

standar:lized tests. -

You have probably heard-it said that “Tésts themselves are

not good or bad: it's how you use them that’s important.”” We
are not saying that vou shouldn't use tests. We encourage their

use, but only where appropriate. They are particularly-
~ viluable iz measuring progress; biit they are not very usefulin

making instructional decisions. To make instructional
decisions, we need something we can “hang our hat on”
instructionally. Every day when the teacher goes in to face a
child, she/he should be doing something that can be evatuated.

That brings us then tc the only really meaningful unit that

we have to work with in the classroom on a daily basis. Itis not

the concept of grade level, reading level, or functional level,
but it is the instructional level. Determining the instructional

- level requires-you to look at the performance-:,;ability of the
child on every assignment she/he receives.

SHOW TRANSPARENCY 4

Now let's take a look at the definition of curriculum based
assessment. It sounds self-evident déesn’t it? But don’t make
the mistake of interpreting curriculum here as it is typically
applied in the assessment process. Instead, we see curriculum
based assessment as a-process of data collection,
interpretation, and application. These three processes are
interwoven in curriculum based assessment, with the result

* being an emphasis on instruction. So-what we-are talking

about is not just a process for collecting information but a
device which also allgws us to make instructional decisions.

‘Let me define this procedure for you, and’ see how your
definitions compare with mine. _

“The focus ’s on the care curriculuin content that is being
used in the school to teach students. It is this core content
whigh becomes the medium that is used as the assessment
device. If the tnedium that your school {or your teachers) have
chosen for teaching is workable, then it can also be a very
useful assessment tool. Curriculum based assessment
includes irect observation of the learning environinent,
analysis of the processes the child uses in approaching tasks,
and a controlled arrangement of the tasks. ' N

Are there any questions about the definition’of curriculum
based assessment? :

Now let’s go over soine basic assumptions relevant to
understanding the concept of curriculum-based assessment.
Then we will be ready to start learning to apply a model of
instructional delivbery,: T ' oo

DO INSTANT REPLAY
. THEN ,
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The model that wé have been talking about-is based on
certain assumnptidus. Let's run through these very quickly.
First, you have to have an understanding of the kind of
curricutum scope and sequence that youare working.with. As
you know, scope and sequence vary from one program or ope
publisher to another. But theres niay- bé common elements

" between programs, regardless of the particular’scope and

sequence. For example, most réading programs include
readiness skills, word recog“nitié_n.skills.‘passivé, reading,
reading'comprehensidn. reading for tluency, and/sftuc,ly.skills
in the content aréa. - T T

It is perhaps easier to designate a specific learning sequence

theirstudents generally try toteach across such series of skills,
as opposed to teaching within just one skill area. You shouid
incorporate all of them at one time if you can find a way to do
this that works for you. L :

Another very important assumption that we make is thaté
perceptual and processing tasks are not prerequisites to
reading. Perceptual processing appears to have more to do
with reading readiness than with reading itself. Basic
perceptual skills are very “inportant. But a question often .
raised is this: “Does training in basic perceptual skills
facilitate later reading ability?” Mot of the literature that we
have reviewed indicates that this is a moot question, and we
feel that there ought to be a moratorium on the process
approach for the time being while we focus on the specific .
sklls used in reading. - .

Yet another assumption that we niake is that curriculum
inaterial can be an asset or'a deterrent to reading. People
generally think that the materials, by themselves, are neutral.
We believs that they are not atall neutral. If they are anything,
they are normative in the same sense that tests are normative. ~
Once they are printed, they don’t change. As a variety of.

- children with different skills are exposed to the same material

variation will occur. So, you’ve got to learn how to modify and
manipulate the material itself if you are going to make it work
for the child. - - : .

A fourth assumption is that assessment must be accurate
and continuous and lead to instructional improvement. By .
“accurate” we mean that it has to be sufficient to get the job
done and reflect the student’s current situation as exactly as
possible. o .

When you are assessing to make decisionsabout instruction,
it is quite different from assessing for placement or for
identification. You don’t have to worry about such thirigs as
the error‘of measurement when you assess for instruction; in -
fact, the on-going instructional process allows you to @ccount
for errors and-ti overcome and plan for errors as they'occurin
the child’s course of study. ’ o

There is often an inverse relationship between time spentin
assessment and time spent in instruction. Itis paradoxical that .
children who perform well -are subjected to -very little
assessment, leaving more time for instruction. But poor’
performers, who need more instruction, often lose much of
this time to the onslaught of assessment, while the evaluators -
aretrying to ideutify the problem. For those who still advocate .
this approach, we add -the caution that even the best use of
methods' and materials may not offset the learning loss
produced by excessive time spent in evaluation. When-
instruction is our goal we want to get on with the instructional
program. We don’t need all that much'data, only enough to get
started and to make decisions. ‘ o

Here is a general rule to follow: When you are working with

_achild who has cansiderable skills, focus on what s/he doesn’t |

know: but when a student is skill-deficient look for what sthe
knpws. You will save yourselfa lot of time. Let me give you an
example, - - :

The following example is one provided by Dr. Edward E:
Gickling, from his experience &

A student teacher once came to see me about a girl she was
trying o teach. The teachersaid, “I don't know what to do with
this girl. I have been working with her for six weeks. She is’
14-years old, and I can’t.get her to learn auything.”

“Well, what does she know,” I asked. T

“She doesn't know anything,” the student teacher reﬁlied.q

““What does she know in math?”

withén each of these skill areas than across the skill areas. But ~ "Nothing.” ) o 4
reading teachers who are able to get.tho greatest gains from What does she know,m reading? ' A
' S | CBA/S4 .- | | ;
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“I tokl .vou, nothing.”

Then the teacher stup;u-(l andasked,
hat does she know?”
I replied, “Does-she know any letters? Does she know any
ords? Does she have any phonetic skills? Go back and find
it exactly what she knows.”

Theteacher came back the next day and said.

*What do vou mean,

‘Hereit is. The

il is in the seventh grade. She knows five words and seven |

tters of the alphabet. and that is all.” FThen we had something
iat we could build on. What kind of standardized testing
rocedure would pick up that kind of data? From that
iformation. we were able to teach the girl two new words the’
axt day. She'learned to write two new sentences, and shehad
ar first successful reading ekperience in seven years of
:hool. e

When verv little is known. find whdtrs known. You wlllsaw
surself a lot of tiine.

Again, curriculum based nssessment is a ovrocedure for
aterinining the instruc tional needs of a stude... based on the
udent’'s ongoing performance within exrstmg course-
mtent.

lask and the task items will determme lns/hu

and unknown items (from the perspective of the student)

These first two components of tasks are basically decided by
the teacher. The third component, however, has to do with
student performance. How well the student functions on the .
level of
performance on the task, '

Both hesitant and unknmvn responses are represented in
the dellvery model as areas of challenge, whereas high
emissions indicate the area of known responses. For reading.
an instructional level represents between 93-97 percént
known items following a 3-7 percent nargin of challenge.
Comprehension should be approximately 75 percent or higher
at the instructional level. For drill, the nargins of challenge’
‘are increased; an instructional level for drill is 70-85 percent
known items leaving 15-30 percent of the items us challenge.

These ranges allow flexibility in making instructional
choices of reading and drill activities and provide a
manageable set of criteria to evaluate the dally suitability of
students’ instructional assignments. -

- The concepts of instructional, independent, and
frustratior *! levels are most commonly applied to reading.
The termy

it includes the use- Y A

1. Direct observation-of the learning environment,

2. An analysis of the processes used by the student in
approaching tasks,

3. An examination of the tesks completed, and

4. The control and arrangement of tasks for the student.

These aspects will become clearer as we move-along.

The.bu;den of responsibility in the teaching learning situa-

on must be changed from requiring every child to meet pre-

stablished lcarning conditions to changing conditions to
ieet the individual needs of the (hlld (Orlando & Lynch,
374)

In the words of Thomas Gordon (1974), “Teachers are sel-
om helped by merely being told that they will be more effec-
ve if they would only improve their relationship with the
bung peoplethey tea(.h This is far too abstract. They want to
10w how to do it.” (p. 25) That statemeticould also be
splied to the concept of individualizing instruction. Its inter-
retation is ‘usually far too abstract and its application too

1gue for instruction’ to be consistent and effective across

aching personnel. :

The curriculum based assessment model provides a struc-
ire for controlling the differences between what the'teacher is
ying to teach and what the student is able to learn.

Now, lets look at the essentials ofmstructlonal tasks as they -

e shown on the transparency.
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When it comes to readmg instruction, there-are basically
ily two types of tasks. There are tasks which require reading
id there are tasks which do not, but require other kinds of
tivity,

Reading is defined in this model as “rapid and sequentlal
sht word recognition with accompanying comprehension.”
rerything else that is done which doesn’t allow for rapid,
quential sight word flow is not reading. It may be anaspect of
ading, it may be drill related to readmg. butitisnotthe act of
ading itself.

Drill—there may be a better word for it, but it is a term in
mmon use. Drill related activities make up most of the
acher’s instructional day. More time is spent in drill than in
iy other kind of activity. Students’ performance must be at a
gher level in reading than in drill to be successful.

The second component is the task item. Within each task
pe you will find that there are known items, hesitant items,

ERIC

Aruitoxt provided by Eic:
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on his observations of students’' reading behaviors. He
indicatéd that an independent reading level is repiresented by
98 percentaccuracy andat least 90 percent comnprehension;an
instructional reading level by 95 percent accuracy and 75

- percent comprehension; whereas 90 percent or less accuracy

and 50 percent ‘or less comprehension is considered a
frustrational level. He concluded that students profit inost
from reading materials-at their-instructional levpl and least
from materials at a frustrational level.

Some performance atan independent level is also deslrable.
but at this level neither the material nor the assistance of the
teacher are used to-full advantage. Since the conception of
these levels, the basic goal of reading has been to select
materials which will not frustrate students, but will produc.e
instructional and independent performance.

DO INSTANT REPLAY -
THEN SHOW TRANSPARENCY 7

There are some basic rulesto remember in using this model.
The first rule is to keep the percentage of “knowns” high—that
is critical. It provides motivation and lets students know
they're doing okay. The “sandwich” technique is useful—two
or three knowns, and then an unknown. Drill on an unknown;".
then provide knowns; and then go back to the unknown. Keep
your percentage of knowns high. It also does marvelousthmgs
for the attention span of the student.

A second rule is to confine new miaterial to the child’s
margins of challenge. Items of undetermined status should be
treated as unknown. Suppose you find a new word and you

-don't know whether the child can handle.it or not. Use the

word as an urknown in the margin of challenge. What often
happensina qyplcal reading program is this: We give achilda
book and say, “Read paragraph soand so,” and then we ask the

"student to read another paragraph and another. There can-bea

substantial number of unknowns in such an experience, and
the reading of several simple paragraphs can frustrate the-
student significantly..

Did you know, for example, that variation in difficulty of
first grade reading texts ranges from four months to two years?
For the intermediate years, the range is as much as oneto four
years. Now, if you are talking about a darge variation of .
difficulty, sentence length and vocabulary words, that is an

" awful lot to throw at a child who has marginal performance to

begin with.
The third rule states that items of undetermmed status are

0. Tl Y

sefirstintroduced by Betts.(1952) and werebased——un— -




treated as unkuown, This requiires that you look ahead at the
material before vou assign it, and anticipaté what these items

will be. .

Rule four: I'repare the content before the drill. Now this is
just common sense. If you know your kids, even before you
read the content you can anticipate where a given student’s
errors are likely to oceur. And knowing this. you know what to
emphasize in vour drill. The drill will complement what the
student is going to read later. A reading drill often is done
independent of the content. Most workbooks, for example, are
independent ol content. ’

Thelifthrule slutes‘ilhut although ypu prepare content before
drill, you always reverse that order in the assigninent. Present
the drill to the student before content.

Finally, the s:xth rule requires that all tasks be carried to
their logical conclusion. ‘That is, for a task to be meaningful toa
student, it has to be explained explicitly in terms of the
content being presented for learning. _

The following example is shared with us by Ed Gickling, one
of the major developers of this training package: “I'visited a
class once, and I sat and watched a boy cutting and pastingD’s
for_about_ 20 minutes. There were cardboard D's, biue D's,

-

used twice: Once at the beginning and agaiu at the end.
The “token economy” condition was like the diagnostic

. prescriptive approach except that external reinforcements

were administered for on-task and task completion behavior.
In the “controlled corricolum® condition the principles of

curticulum based assessment—the ones we are presenting in

this workshop—were applied. ‘ L
Finally, in the “combined curriculum” condition external

reinforcement was ad ded to the controlled curriculum.

During the stucy students were rotated across freatment
conditions, so that no more than two kids would bein the same
treatment condition at any one time, ’

Across conditions there are two things that you should ook
al. One is the relative percent of task completions jnd on-task
behaviors; the other is the fluctuation that you see occurring

from day to day. Often we are happy with the relative overall

percentage count, without looking at variations in
performance from day to day. : '

For exapiple, look at the behavior at the beginning here -
(Point to diagnostic/prescriptive 1 on Transparency 8). The
behavior is pretty good for the first few days. Now notice the

S

Q
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sandpaper D's, beautiful D's, capital’ D's.and Tower case’D’sT,

Then the bell rang, and he left the room. I walked up to his
teacher and said, ‘Hey, Mary Kay, what’s a “D"?" She couldn’t
answer me. In'fact. she was dumbfounded that I would ask her

“suchan involved question. I put it to you—what isa “D"?Itisa .

full name for a graphic.. . . itis aletter of the alphabet.. . .itis a
duék? What is the logicai conclusion of the task that Mary Kay
had the student doing? “A ‘D’ is part of a word, you'say okay. If
itis only part, is making “D's" a conclusion to a task? Of course
not. There was no meaning derived from the experience.

A logical conclusion is the end point at which meaning is
attached to the experience. The experience of working with
“D’s" could have been related to recognizing words that utiiize

-the-letter. *D" in thein.- We see it done on television programs

like “Sesame Street™ all the time. If this had beery done in the

example just cited, then the student couid at least have left the -
‘room with something meaningful. Carry everything to its

logical conclusion. The essence of reading is 'to gain
understanding and meaning. That is what we must ‘help

students accomplish and what we must loak for in-

determining whether or not a student can read.

DO INSTANT REPLAY _ T :

What about the research regarding this particular modei?
Are we presenting this to you just because e think-that it
makes sense? Things do have to make sénse for teachers touse
them in the first place, but they aiso have to show some resuits.
Let me share with yvou some findings that have come from

research on this model,
&~

M ~
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Note: These are two studies conducted and presented by  +

EEd Gickling which can be adapted for- presentation by
each trainer. - o .

In this study, we observed four children who had been
classified as~learning disabled. They were in the 7 to 10
vear-old range and were being served in a diagnostie center.

The terin *diagnostic prescriptive approach™ is used here to

describe the routine procedures that the teacher had been .
usiirg. She did the usual kind of testing with achievement tests

and'tried to determine the student's level of functioning. She

then matched assignments to this level. As you can see {point '

to the transpdrency) the diagnostic prescriptive approach was

A b

relationship._between_task_compietion and on-task behavior.
They move together, don't they? One appears to affect the
other. The child's task tends to be relatively easy at first; the
teacher makes an adjustment, and the behavior starts to fall off
until we are only getting about 65% on-task behavior and a task -
completion rate of about 45%. What happend was that the
teacher, seeing that the tasks were too easy, made an adjust-

. ment, and overadjusted making them too difficult.

Employing token-economy systems, under these kinds of
conditions. won't take out this type of fluctuation. It nierely
encourages on-task activity, which aithough desirable is sec-
ondary to learning. It does not control the curriculum. If a
child is struggling with tasks, external reinforcement isn’t
going to help him learn: instead it will -help him struggi
longer. ‘ , ‘

For the third condition shown on the transparency; in. .
which we were able to control the task, we reaily did not have
to worry about what eise was going on. In the fourth condition.
when reinforcement was added to the control of the task,
nothing was gained over the third condition. - :

Obviously, with such a small sample of subjects, it would
not be wise to generalize too much from these data, but they
give you an idea of what is theoretically possiblie.

. ANSWER ANY QUESTIONS :
. SHOW TRANSPARENCY 9 FOR 2ND STUDY

¢

From another study, with a different group of students, we
can see what happens when difficulty of instructional material
is ‘controlled. This study took place in a Title I Reading
Program. Four first graders and four second graders were
selected fronftwu classes. These eight students were selected

‘because they were frustrated and appeared to have very little

idea of what was going on in reading class. A look at the
baseline level (point to the first column on the tronsparency)
here.in the first column shows this very well. .
Now, if you had just looked at task completions, you would
have gotten a ‘mistaken impression about performance.
because their task completions averaged more than 60%. But
completion of tasks isn't a good gauge of understanding. When
we look also at on-task behavior, we see that these students

weren't putting out very much effort. When the students were

asked questions like, “What is this word?" “What does thii
mean?" “What was that ietter?”, the comprehension rate wa
low, as you can see. . , o _

: Now let's look at the ways that each of these three elements’
are measured: . ‘ -

. . CBAIS6 - Pt L



~Tomeasure task completion, we wait until the students have .

turned in‘their work to the teacher. We check to see if each task

&l

was attempted-—not whether or not it is correct. If there was an
_attempt at the task, it is called a comiplation. Whether it is right
or wrong will come into play later when we measure
compreliension.

We take the student’s work back to him/her nuuu-(lmlelv dlld
ask the followmg types of questions:

“What is this word?”

“What is this letter?™ ) ¢

“What is this sentence?”

“What does this mean?”

What we are trying to ascertain is \vhether or not lhe student
understands the task.

To get a measure of reading comprehenslou we generally
ask four or five questions. To assess understanding of certain
other tasks we ask about ten or twelve questions. For example,
if the task is letter recognition, we would ask a minimum of 10
"questions: “What.letter?”, “What letter?”,*What letter?”, etc.

and we would figure percentages from that. We would need . '
more than four or five résponses to gel an accurate percentage. °

But if the task for the child was to read a selection, then we

~ would ask four or five comprehension questlons and figure

percentages from that.
Now take a look at the second rolumn. For this phase

students were taken out of the regular classroom into an

. adjacent room where they worked using the same textbooks

- that they had been working in with their teachers..In this.

instance; all of the assighments were controlled to around'a

- 309 level of difficulty. The material was prepared before the

student got there, presented to him, and then observations
‘wer2 made by asking comprehension questions. At the

* frustration level we merely confirmed what was already seen

‘reading and 70 to 85% in drill. The tasks were controlled"

in the regular classroom.
The next week the same students were given assrgnments at
the instructional level. The range of knowns was 93 to 97% in

within those levels. The effect was immediate and clearly
demonstrated in column three of the transparency. Remember

that the materials were "prepared before the instructional:

session_based on_the assessment_of_knowns._The.materials
_were now manipulating the performante of the students.
In the third week, the material was made even less difficult
by establishing the assignments at the independent level. You
cnn_see that comprehension and task completion were near

"100%, but what happened? The ease of the material allowed an

excess amount of free time which the students (,ould have
spent more carefully. .

ANSWER QUESTIONS

“

-So far we have looked at some basic rules for curriculum

based assessment and we have briefly reviewed two studies. '

Now.we are going to take a look at a basic learning principle.

.When we finish with that, we will end this part of the

workshop with an activity called “ A Discrimination Learning -

-Game". The next [arts of the workshop will then deal with an

applied curriculum based assessment model for reading and

" mathematics.

- _
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Let'stakealook ata basic learning principle—S"R, wherea
stimulus is presented which will allow the. kind of

- associations that will produce the correct response. For the

- nottheresponse We must get the right response, ofcourse but-

RIC

E

purposes of our discussion here, the most important thing is

Aruitoxt provided by Eic:

ARAIQT T

the important thing is the “D": the number of discriminative
‘stimuli that we introdnee will proportionately increase the
amount-of interference that the child will have in acquiring

agsociations. Now let me say it another way. -

he number of discriminative stimnli that you introdnee,

wil proportionately increase the amount of interference that |
the dhild has to overcome in acquiring the associations that
you want him to learn. If-you have ten spelling words that are
all unknown, vou have ten discriminative stimuli. What
makes the child discriminate one unknown from another

" unknown when there are ten nnknowns tocontenct with? It is

just that that makes the learning of the spelling words difficult.

a . DO /‘.C’l IVlTY 1 )
A DISCRIMINATION LEARNING GAME

ACTIVITY 1

-A DISCRIMINATION LEARNING GAME
FOR DISCRIMINATING LEARNERS

Purpose: To introduce a curriculum based assessment learn1ng ’
model illustrating instructional versus frustratlonal learn-
ing levels. .

Time: 30 minutes: Introduction. ..... -—5- nu{lutes
- ~ Activity. . . 15 minutes
R Analysis........... 10 minutes

Group Size: Need at least ten people who can perform before
the larger group Also, all participants in the workshop can
try the activity using pencil and paper.

Group Structure: Ten people need to be selected to serve as
“learners” in the activity. The remainder of the group will
serve as observers with instnictions provided by thetrainer.

Physical Setting: Because responses from the ‘“learnérs” must
beheard by the other participants, they need tobe instructed
to address their answers to the participants audibly. The
room in which the workshpp is being conducted isusually _
sufficient.

Materlals._

2. Pencil and paper for audience

3. Blank transparency to record or illustrate ac-
tivity results.-

Overview: Participants will be asked to record the1r answers
on paper as the ten selected members give their an_swers
orally. This activity involves atwo part learninggame:in the
first part all new learning material is introduced initially ta
create a high frustrational level for learning. Then the sec-

- ond part will involve gradual introductien of unknown ma-
‘terial into words already introduced and mastered. Partici-

- pants and “learners” will then be asked to contrast their
levels of frustration from the first part to the second.

Process:

1. Select ten participants to serve as s1mulated learners and
“discriminative stimuli”. The trainer may ask for volun-
teers or simply request the assistance of selected partici-
pants. Emphasize that the only requirement is to say a
word or discriminative stimulus in-front of the larger
group. .

- 2. Meet with the ten participants to discuss thelr roles. This
is a good time to offer the group at large a ten minute
break..Tell the ten selected participants:-

“I want each of you to take a word as.your new name. I
. will agk you to.introduce, yourself to the group, Select a.

D ESNp)

1. Chalkboard and chalk _ . L

word that is not a proper noun or name. These words can -



be adjectives, nouns, verbs. Examples of names you can
take are: “About”, “Saw”, “Was”, “The”, “That”,
“There”, “And”, “Look”, “Go", “When", “IT", etc.”
Then tell them not to tell their word to anyone until
you (the instructor) tell them to say the word after the
activity starts. (See “Cautions and Pitfalls” at the end of
this activity before continuing.) T T
3. Explain to the workshop audience:
“Now we're going to try a little learning game. Each of
these ten people represents a new word that I-am intro-
ducing to you for the first time. I want you to listen to all

ten words first and therr write down as many as you can’

_ remember. Don't write down the words as we go along.
Wait until every person has given you.the word he/she
represents. Now (point to the first.person of the ten,

. asking him/her to tell the group his/her word name) Who
are you?” (go quickly through all ten people having each
give his/her word name) : B .

“Now tell the audience: “Now take 30 seconds to write

‘down as many of the names as you can remember.” '

write down as many of the words as they can remember
as well. .

Part 2: Say to the audience: N

“Now, we are going totry ita little bit differently. What
we have done so far is to introduce you to nothing but
discriminations. They were all new. As you are trying to

recall one, the next one is being introduced, and the next .

one, etc. The amount of interference that occurred was
obvious to each of you Iam sure. This interference over-
loaded the association. . '

“Now, let’s tty to change that a little bit" (ask partici-

pants to give the names of one or two of the participants,,

and. you then refer back to those named several times
before introducing another. Now the game co_nt'mues.)
' You {the leader) ask the-first 2 of the ten what their

names are, and then you introduce them to each other. It -

might go like this: To the first one you would ask, “Who

are you?" The answer might be *‘Own”. Then, to the-

second person you would ask the same question, “Who
are you?” The answer might be “The”. Then you intro-
duce them to each other, perhaps like this: “Own, this is
The.” Then you drili these two by asking, “Own, Who is
this?” (pointing to Y The”; "' And The,;whois this?” (point-
© ing to “Own”). After each such question you wait for the

. person to reply. . ) . ' >

Now address the third person in the group of 10: “Who

. areyou?” “Go” that person might respond. You then ask
each of the three to name the other two participants.

And now you address the fot/x'r_t__hﬁperson_in the same

manner, and then ask each of the four to name the other

"~ three participants. " g :

’ You keep adding only one new name each time before
initiating drill thus maintaining the instructional
model’s ratio of known/unknowrd words when instruct-
‘ing students. T
~You can continue to add one new person until all ten

4+ have been introduced and finally one participant can
successfully nameall ten " new” persons (words). Or, you

can quit half way through'the names, make the point

about this method being easier because of the ratio of

- knowns te unknowns and ask the-ten participants to
" return to their seats. '

The decision to stop half way through is made on the

"basis (1) the workshop group’s interest in continuing,

‘and (2) whether they appear to understand the instric-

tional model’s ratio of knowns to unknownis when in-,

structing students.

Aunalysis: (The following is suggested script for a discussion of

Q
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" - control the amount of discrimination that is introduced, and
* that amount will depend a lot on the student’s capability.”

You can also instruct each of the ten selected peopleto

the analysis of this activity)) . ‘

“Let’s talk a moment about acquisition rate. This activity a

illustrates control of the pattern of introduction., We are

trying to keep the numbaer of knowns high and then only

introduce one or two new challenges at a time. | . :
“If we gradually introduce words, the acquisition rate is '

* higher. For example, how many of you now know who

“Own"” is? “The?” etc. You don’t have to concentrate on
those people anymore. You are listening for the new word,
the new experience. That is what-we are trying to do, to

™~

One more thing, this model deals with competency test-
ing. These activities are basically competency testing activi- =
ties to illustrate application of the model.

Cautions and Pitfalls: Any opportunity to perform before a

group can bring out the comedian in some of us. Emphasize
that the words selected by the ten participants should simu-

late a classroom drill session. Ribald words or words with.

puns attached to them may add some amusing entertain-

_ment, but may also distract from the meaning and focus of

the activity. If you -want to control for this, preselect some
words and print them on slips of paper or index cards, and:
then have the selected performers choose a word from the

cards. Just be sure they give no visual cuesto the audience or

to each other. The words are to be spoken, not shown visu-
ally. - ' ' ’
‘Also, if the cutting up gets in the, way of the activity and

" appropriate discussion, you may need to intervene: Try to';

minimize any competitive efforts of individuals to outper-
form others. Otherwise the meaning and intended focus of

~ the activity may again be overshadowed.

- PRESENTATION:
APPLICATION OF CURRICULUM
- BASED-ASSESSMENT
- READING PART 1

SHOW TRANSPARENCY 11
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We are going to move quickly through the presentation part -

of this section so we can get into some of the,actual

opportunities for you to manipulate the materials we have. We -

will start with some assumptions applied to reading.

SHOW TRANSPARENCY 12

It is assumed that evaluators who collect- data and plan .

instruction are well versed in the scope and sequence of
reading instruction in general and how it applies to the child’s

individual needs in particular. They must know what skills or
sets of skills are being.taught,;the order. in which they are -

presented and the types of adaptations which are feasible
within the reading content 6f the child’s classroom. Such

. knowledge is essential for the purposes of determining which

specific skills have and have not been mastered.

. We should mention, though, that educators are not in total -
agreement as to what the scope and sequence of reading -
~ skould be, or for that matter, exactly what the essential .
‘subskills are for readirig. This may be why there are so many .
variations and approaches to reading. With these limitations .
in mind, we would/nevertheless like to present a’simpliﬁel‘

version of a reading scope and sequence. Doing this will help

'us keep things in/perspective as we discuss and demonstrate

certain aspects of reading assessment and planning.

i e -
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" OQutline the following material on the blackboard, orona.,
- transparency with grease pencil as you present each item.

'SAMPLE SCOPE AND SEQUENCE

1. Readiness skills for reading

A. Attending behavior

. B. Auditory discrimination
C. Visual discrimination
D: Letter recognition and differentiation S
E. Experiences with language :

v

2.- Word recognition skills
“A. Whaole word
B. Phohic analysis
1) grapheme-phongme associations
a) consonants
b) vowels

as not to confuse the child or create program dissonance, the
resource person should use those methods and teach those
reading skills which support his other instruction. This, of
course, may limit the options and instructional choices availa-
ble tothe resource person to a predetermined scope and teach-

1ng sequence.

The talents, curricular emphasis, and specnal 1nterests of the
teacher will also dictate which aspects of the reading scope
and sequence are to receive the greatest weight. For example,

" the teacher who focuses almost exclusively on word attack

and drill related tasks will be more likely to slight the content
and comprehension aspects of reading, which in a scope and
sequence are equally important. A teacher who is closed to all
except one method of teaching word attack, for example,
would not provide suitable instruction for a child who per--
forms best under an eclectic approach. Likewise, a teacher
whose interests in reading”are wide ranging, open, and free
may have difficulty providing the finite choices and structure
some children may require to learn to.read. In providing these
illustrations, of course, we do not want to make value judg-
ments about teacher. personalities and.instructional philoso--=."-

c) blends
d) digraphs .
2) Sound blehding - S

C. Structural gnalysis
- 1) prefixe .
2) suffixe :
3) :root words

4) familiar elements’
5) syllabication
D Contgnt clues
onaries and resources

E. mZ
3 Passa7 reading (rapid- sequentlal word recognition)

4 Rea ing comprehenslon

/Vocabulary knowledge = s
Literal meaning .

Imagery :

Use of context to mon1tor accuracy

. Main ideas

F. Inference S h .
G." Critical reading

/5 Fluency of readmg
6 Reading and study Skl“S in content- areas

The term “scope and sequence” implies that there is a logi-
cal orderin which sk_uls are to be presented and developed. In
reading, however, it is probably beneficial to think of sich
items 'more as a list of skills to be developed than as a particu-

lar order to follow. If a’hierarchy for presentation does exist, it -

- is within the major skill divisions rather than across divisions.
In reading, teachers naturally cut across division lines as they

-work -simultancously on a variety of skills. To do otherwise .

would tend to fragment the reading process and delay students
* from becoming functional readers.

An evaluator must be aware that an'exact scope and se-"

_ ‘quence is-contingent on the structu:,e/and type of the reading
‘program and curriculum used within/ the particular class-
room.-The skills and their sequence of de\ielopment will be
‘:different depending uporn-whether a phonics, linguistic, or
N content approach is be1ng taught. There will also be variations

-in scope”and sequence in different publishers' versions_of

; these three general approaches.to rteading”

In addition to differences in programs, teachers’ e,cpecta-

phies, but merely to call your attention to the individuality of
teachers as well as students as determinants ofthe scope and
sequence taught. . \

SHOW TRANSPARENCY 13

The practitioner who feels that perceptual and processing
tasks form the basis from which other learning proceeds
would prescribe these tasks as essential. Instruction would
. involve the remediation of these processing skills before the
. introduction of basic academics. However, we dp not believe -
‘that one instructioral approach has to follow the other, nor
that perceptilal and processing tasks are necessary
prerequisites to the generalization and ‘acquisition of
academicability. Instead, we believe that skill development is
. quite specific and requires concentration within that area of
specificity. v

. We concur with others that developing underlynng abilities ,
or psychological processes is an-indirect and ineffective way

-~ to lead into reading instruction. The issue has basically been

one of reading readiness, since neither advocatés of process

training nor of the skill approach are in disagreement about the ,,

need to learn basic reading skills. The two questions-have

been: (1) Should educators emphasize the development of

underlying abilities which supposedly provide the

foundation for learning and therefore facilitate the subsequent-
acquisition of reading skills? (2) If so, how much time stiould

be devoted to this effort? Sincethe answer to this first question

seems to be in doubt, a response to the second question isnot -

worth pursuing. - -

Inlight of the growing amount of nonsupport for perceptual
and process training, we concur with Arter and Jenkins (1979) -
that there should be a moratorium on classlfylng and
recommending materials and programs that claim to improve
underlying abilities, at least in their present form. We feel as
Torgesen (1979) does, that there is a need to change from a*
child-centered process approach where the difficulties are
1dent1ﬁed as being within the child, to one of delineatingthe
_processes required for the performance of specific’tasks in -
specific settings. This approach would certainly put more
emphasis on the requirerhents of tasks and how teachers and
support personnel present them.

P 3

tions also influence the scope and sequence of. readlng in at
~ least two ways. In one situation/"if the teacher is to provide
‘resource or supplemental services, then these serviceg should_
emphasnze the acquisition of those skills the child needs in
: order to meet the demands of his regular classroom teacher So

ERIC

Aruitoxt provided by Eic:

© SHOW TRANSPARENGY 14~

- Some people would argue that matenals in themselves are
>E> . )



.

" difficulty and appealing to the different rea

-

neutral in the'learning process; they believe it is the use-of

_materials by teachers that makes-the difference. We agree in

part with this statement, especially with the part about
teachers being catalysts, but materials themselves are not
neutral. We view them, instead, as being basically normatjve
in as much as they demand the same amount of performal/lf:e

~from each student regardless of ability. Unless they are used
judiciously, they can function as deterrents to the learning of .

purliculdlf‘.‘:tudeuis. :

We concur that having a good variety and supply of
materials on hand certainly makes the job of teachiné easier.
This is-especiallv true if at the core of those materials/is a basal

program or two in reading that the teacher feels confident in_

/ SHOW TRANSPARENCY 16 -
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JEENERFASTEN

If assessment data can't be converted into ¢
instructional decisions, then there is serious question ab;
usefulness forthe teacher. Likewise; if the information
one learning task is not related to the next learning task
teaching activities are not coordinated and will fragme
learning experiénce. In_both cases, assessment mu
focused on the content being taught. This assure:
assignniénts complement each other and arcat the appro
instructional level for the student.

A curriculum based orientation to assessment encon

to other reading resources and have taken the time to selecta  teachers to make ongoing instructional de¢isions and |

using. We would also hope that the teacher woulz(k ave access

variety of supplemental materials written at dif; rent levels of

ding interests of

students. The availability of such resources is/:{‘real asset tothe

“ teacher, provided there is a deliberate attempt to match the
“material to the reading ability of thie child. .

In matching material to the beginning or disabled rea

R T KIS T We feel that the diffictilty of “the’ material is a Tiore

Q

ERIC

Aruitoxt provided by Eic:

important factor to consider than the/interest level of the

material. It seems that the ability to evaluate whether material ’

is interesting or not is contingent upon sufficient reading
experience to make such a judgment. If a child is still basically
and/or functionally a non-reader, upon what basis is hé/she

going to make a judgment, other thén perhaps stating that all ---

reading material is uninteresting? The fact is that even if a high
- degree of intercst is shown toward reading a selection, interest
is soon smothered as the child discovers it is too hard to read.
- Trying to match materials to children and mionitoring the
relative success of the matc/h/for the teacher is an unending
process. The process.does not seem any easier when one also

. /. . N . .
realizes the .amount of variance- in_difficulty there_is in -

instructional materia'l./Within the primary grades, for

" example, the reading difficulty of basal readers will vary six -

months to two years: arid within the intermediate grades, one

year to four years. With such sizable variancés, one can see
- how use of reading materials, ot to mention their misuse, can
“result in a misma/téh and become a deterrent to reading.

L /éHOW TRANSPARENCY 15 '

. /. . . °
Assessment is not a static process unrelated to what is
happening/in the resource and regular classrooms. To be
useful and effective, assessment data must not only accurately
‘determine what the student is able to do, but also accurately
assess /'v('hat he or she is expected to do across various course
content. Without a clear understanding of the curriculum
demdnds placed upon the child, planning will not be as
- confinuous as it should be and will very likely lead to erratic

and fluctuating patterns of student behavior. ’

Accuracy ‘is a relative termi, though, especially when it
¢omes to.assessment for instructional purposes. Criticism of

‘school psychologists has been leveled by teachers for-

# recommendations hased on general evaluations of children’s
“overall functioning, and justifiably so, because this form of
input does not accurately reflect teachers’ needs, nor does it
=contain sufficient specificity to enable them to make sound
‘instructional decisions. If an evaluation is to be useful to a
teacher it should be directly related to_ both the skills of the
tudent and what I or she is expected to do within the
[classroom curriculum. Data which have this type of direct
relevance for teachers are appropriate because the information
.can be applied efficiently and effectively in the classroom.

i : T r

der’s

these decisions continually via student performanc
prefer that teachers be' more concerned about the imm
instructional suitability of each of their decisions than
the long range measurement of student progress, believir
progress will take care of itself if there is evidence that te:
ing sound instructional decisions on a daily ba
‘a logical flow BétWée'n'é’s‘s'e’s“s:fﬁé’ﬁt"éfli’d'teéi':ﬁﬁ
have found it beneficial to identify and adhere to some g
guidelines whenever the primary purpose for assessir
curriculum based. We call them ‘“‘convertible ¢
“comfortable performance”, and “complementing tas}
As I stated before; the whole purpose of assessmen
make sure that assessment data are directly related to te:
activity. If the information that you receive cannot be d
translated into instructional decisions, then it has limite
Perhaps that is a major reason why school psychologists
are having some trouble with credibility—they either
have the ability .to convert assessment data to instruc
suggestions or the suggestions they are making @
“canned”. ' '

SHOW TRANSPARENCY 17

The first general guideline for curriculum based asses
_is the principle of convertible data. What we me
“convertible” is the ability to change, or to transform. 7
individual responses (or scores) on the WISC or the
“Reading Achievement.and convert them to instruc
information, is a very tenuous practice. To do sc
responses (or scores) from the ITPA and other well I
instruments and even some of our reading and math !
equally unsubstantiated. In other words, these scores al
samplings and they have gaps; you may have to look f
~“The problem doesn't end with just standardized !
though. Look at this example, which is from a real case.
to transparency 17) This is an illustration of a readi
measure, and what is shown is the error pattern demont
by this particular student. If you will look along here w
(point to exact spot on the transparéncy) you can see t.
have a series of errors in which the student shows 1
3omisions, 1insertion, 18 substitutions, and 10 repetit
43 erroi'sinall, ina 70-word or so passage selection. In te
compre:ension: 50%; in terms of speed: father slow, wc
you say’ Now, when you have that kind of diag
informatipn, how convettible is it? Doés.it show you v
do inthe reading class? Actually, you may be-overwheh
the errors, but it really doesn't tell.you the instru
direction in which to proceed. Mistake analysis woulc
any good under these conditions either. It is'obvious fr:
total number of ‘errors that this passage is extremely d
for the student. It is doubtful that you would be able toic
any particular reading pattern, since the student exh
variety of reading errors. Neither speed nor compreh

CBA/S10 D & ¢
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provide much more information, so what do you need then? This is another one of education’s paradoxes. The student .
~ You could drop back.to a lower reading level. Even if you who doesn't have any problems stays within the same
find.a suitable passage which the child cén read, though, you cirriculum and consequently doesn’t havealot of variation'to
mare left with only a reading sample. You still have the difficult {ontend with. But the student who is experiencing problems
ask of matching that reading sample to other SUitﬂble/and is provided with multiple approaches, actually has an
¥ performance levels. What you lack is more assessment. Thus,/ increased problem in that he has to struggle with multiple
you- alwayé have atenwousssituation under such cir/ curricula. We sometimes ask students with less capability to
“cumstances. * ' ' work under more conceptually complex conditions than
So, some of the most commonly used reagding instruments  students who are doing well. ' ‘
donot yield the kind of precision needed to make instructignal 5 . -
decisions, particularly when you are overwhelmed by efrors ' ' ) ,
being made. Data Ras to be convertible in order to be useful for . SHOW TRANSPARENCY 20
instruction. . ’ 5

- Not only is this paradox illustrated in reading, but also in
SHOW TRANSPARENCY 18 / other dreas of language arts. For example, here is the case of a
- girl named Rebecca. Rebecca is teni years old, and she is asked
" o : / to read this particular passage of “AWise Idea”. Now you read

The second area L would like to address js the area of the content—it is on page W-12 in your worksheets. ;
comfortableness. The student must be at ease with the task. A You will note niow that Rebecca has made 19 or 20 errors.
report of research in the 1979 Reading Teacher (Harris, 1979),  There are-19 unknowns, and one hesitant response in that

—says;—The- eas’ier;the;r'eader:SMa,S:fO,rrmg-lélﬂl:(ll‘tﬂhgkmgg_Rs‘hgr_t paragraph. In other words, the passagé which was taken
progress_the child made during the year. This held for both. ™ from her classroom reader, is again too difficult.
boys and girls, and for above average, average, and below" . : .

. average readers. The best average gains were made by children ' T )

who made fewer ‘than three errors per 100 words; and - SHOW TRANSPARENCY 21
furthermore, the easier the material wag, in relationship to the : :
child’s reading ability, the better his orher classroom behavior
tended to-be.” : .-

So there seems to be a direct relationship between students’
ability to handle reading material and how well they behave in
tlass. This apparently applies/to good readers, -average
readers, and poorreaders. But thc;re is still a range of comfort to
consider. Apparently it is not harmful at all for students to

wfluctuate between the instructidnal and independent levels of
eading. In fact, it is quite/useful to provide material at
independent functioning levels in the reading task.

_Rebecca was asked to do an assignment from a different
series, Language in Daily Use. Her instructions were: “Here is
the story. Write an ending to the-last sentence, and make a
picture from the story.” o ‘ '

The story is about Tip the baby elephant who lives in the
zoo. There are Sve words that Rebecca does not know; those .
five unknown responses are part of herwriting activity, butnot
a bit related to. Ann and Yuon in the preceding story.

Lo : . SHOW TRANSPARENCY 22
The overriding problem’ in assuring a successful reading - - ©
match, is to control for difficulty within the curriculum mate- ~ .

_ rial: For the inadequate,feader who reads F.elow his assigned Now what do we see in spelling? Usually spelling lessons
grade level, how are you going to find appropriate material? ~ aré assigned by groups of similar words (as they occur in the
Often you are left tc;oy()ur own devices. We are goirig to show . spelling book), not by function. .

~you what you can d¢’ under these conditions. - ] And here again, in this case, the spelling ass-i‘gnment is not
. As Harris says, “Some teachers do not seem to realize how addressing anything that.is being done in the reading
few unknown words it takes to make a selection difficult fora assignment. It is taken from Spell Correctly, pages 56 and 57.
child. With the byest of inténtions, they keep many children This is typical of how assignments are made. Notice how

_struggling with Mmaterial that is unsuitably hard for them.” - poorly Rebecca spelled. .
. . /. : v . To reiterate, materials for the three tasks (reading, writing,

] / ) ' ' C and spelling) are unrelated. There isn't any coordination, and
SHOW TRANSPARENCY 19 _ they don’t complement each otherinany way. The spellingisa
/ : total loss. We can do something more consistent for Rebecca. - -

. ./ R . . . .
.. The thjrd area that you should consider in these kinds of dig%u?:(awi‘:lhe}n“;zavépr:]l?ovggztséléeix%f;ﬁg?; Sl:]d sh:l‘ﬁrr:g
assessmeént activities is one called “complementing tasks.” y ! 1ng 208 p 8

Com}lfmenting tasks are defined as tasks which contribute assignments. Some may think the idea ngwerbutw_e feel that it

mutugdlly to the development of the whole; or, in simpler helps a child to function. g

What happened in Rebecca's case? Well, we put her'intoan’
easier reader, and_in doing that, we identified language arts

A

termé, tasks that go along with and help to strengthen one

another. For example, does a.drill activity follow the L . :
2elopment of a task? or does the task lead to a logical activities from that particular reader as well as spelling words.

d : . Y . .
: Z‘clusion? Those are the prime questions in considering . 'I‘hropgh those coordinated activities, she attained 100% in
/ZQ[T']plementing tasks. , , spelling. Because all of the assignments were related, she

Here is an illustration of this condition (point to understood them better. . . .
- transparency 19, and tell participants to refer to page W-11in So remember the concepts of. convertability, com-
their worksheets). As you read it over you will see how fortableness, and complementing tasks. Assessment should

assignments can be competing with rather than lead directly to instruction!m
$omplementing each other. - L

e T :
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-PAUSE FOR THE GROUP TO READ TH}ZMA}L‘RIA_L

"Thatis t? byekground. We want you now toactually usethe :
i U .

3 / ( ‘rmA/C1
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Aruitoxt provided by Eic:
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Aruitoxt provided by Eic:

<

model. The first thing you have to remember is that it is
basically a ratio systein, Any time you deal with the concepts
of drill and reading, you will be nsing ratios: you will always
have a pair of percentages of knowns versus unkuowns. It is
important to confrol this ratio, so that the expenences can bes
profitable for th(- student. ~

SHOW TRANSPARENCY 24
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There is no need for a teacher to create new materials for-
capdble readers. There is enough printed material available
that is useful with capable readers, and the time saved can be
used for those students who need the extra help. Rather than
suggesting that much of readlgg instruction should consist of
teacher-prepared materials, We are advocating the-correct use
of options that are available. If you have a capable reader,look
for material that is already printed, and is appropriate £6r-the
student’s reading skill level.

As you look dt_‘clll_ldrgx_s_.ékxlls_and _find-a-less_capable==
reader, there are some other options that must be employed
For example, when you find a child with liinited skills, to the

extent that it is extremely difficult for you tolocate appropriate-

pr1nted material, then it may be approprlate for you to start
using teacher-prepared material. It is at this point that you
have to break the cycle of failure for the student, and’it may
take special material that s/he can succeed with. The only
othe{ option for this type of student is probably to use some
kind'of aural/oral program, like auditory tapes or “read albag".
But if you feel that the child still might be able to benefit from
reading experience, and acquire some basic reading skillsand
functions, then teacher prepared material becomes a very
viable optlon

SHOW TRANSPFARENCY 25

Now, what do we mean by teacher-prepared materials?

. First, let’s give an illustration of the kind of child for whomwe ~

would consider providing such,materials. Here we have Holly. -

‘She is nine years_old-and is placed in a third-grade, -

self-contained class for the learning disabled. Look at the
assessment of her word pool. The words that Holly knows are
“one, two, three, green, red, purple, orange, a, I and Holly".
You can imagine the mass of unknowns. There are ten known
words, and this student is a third grader! In other words, she.
has acquired, if you average that out, three words per year.

" Another thing you have to remember about teacher prepared

stories is not to be in a hurry. Some of these kids are really far
behind. If we can get Holly to learn two or three words’in a
week, we will have done as much as some people apparently
have done in a year. Solet’s take it from that perspective.

SHOW-TRANSPARENCY 26

When yourstart the instructional’plan for this girl, keep in

" mind that you are going to be dealing first with drill, and then
-with the reading experience itself. This chart might help you
conceptualize what reading is about ... or at least what

item-selection is about.

When you have a student of very low ability, you can offer
very little challenge; however, that challenge is going to be in
proportion to what the child knows. As children progress in
skill, you'can offer more challenge; but always in proportion to
their abilities. The range seems constant and only the volume
of material changes, -

Let’s look again at Holly. She knows ten items, and we want -
to increase that 15 to 30 percentVHow many items can we add

1)

“to the ten she knows for the first usslr,nmunt'
- (pause for response from participants)

1

We ¢ 'd assign from one to three new words bringing tho
goal for known words up to perhaps 13. Whether to assign one.

_two, or three,"Is where the new instructional ecis on comes q

into play. As Holly increases her skills. to, say, 20 to 25 words,
we might find that we can increase the numbcr of unknowns
introduced to four or five items, and maybe even six. It will
depend upon her-acquisition rate. What we are trying to do
with the graph (point totransparency) is to show the geometric
relationship-betwesn a small amount of ability and more
ability. The percentages of knowns to unknowns do not
change.

So now what are we going to do for Holly' Let’s go back to’
our rules. What was the first thing we learnad to do, after the
assessment is complete? (pause for respdnse) Prepnr_e what?.’

Prepare the content. Prepare what the student is going to be
reading. Why don’t you prepare your drill? (pause for -
response) -

——(answer).The.- drill.should. .come:. from th&content.-Not—vu,e—
versa.. A lot of teachers will start their drill, and then the .
\content is lost. Prepare your content. You know the new words

at you are going to introduce. Put them in content form.

hy? (pause for response) We are after meaning. We are after -
understanding Unless there is content, youare not going to get
it. By preparing your content first, that content will then
dictate the drill that you will prov1de
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Let’s look now at our content Here is a teacher prepaged

.story: “One, two, three. One, two, three. One red book. One .

green book. One-purple book. One, two, three.” You will notice
now that theré is one new word introduced, and never over six Q
knowns used. What is the tratio (pause for response)" One out
of seven, which is about 15% challenge.

Comprehension is also content. We try to for(,e .
comprehension into a reading format. Notice that the
questlons here are not introducing new words like “what”,

“was", or “how many" books, because they would be words
that Holly doesn’t know. Notice these examples: One (Blank)
three. (Blank) red book. By starting that way, we provide just
that much more experience; and, perhaps more important, the
chances for Holly to master the assignment are hlgh )

' suovy TRANSPARENCY 28

N , .

Now let's discuss the drill procédure. Here again, wedonot 4
want to drill Holly on just'the unknown word. We want to -
sandwich unknowns in with what she knows so that drill is a
successful experience. In this w\ay her interest is retained and
she will.probably have the. attentlon to stay with us.

In this drill activity, we use a s1mple spinner with the listof -
known and unknown words from theassignment. When.the -
spinner stops on a word, we may ask her, “What is this
word"” or we could say, "‘Wnte that word for me” ,or “Spell it~
for me”, All of these tasks would be approprlate dl‘lll exerc1ses

for this assignment.

. Then what do we do with Holly? We would contlnue askmg
Holly to perform drill tasks using these words, writing her own -
story perhaps, or makirg up sentences, but we try to\reduce :
the chance of error or mistake to as near zero as we can. We _

want Holly to have a wonderfully successful rea\ding‘
experlence ,

If we provide that kind of tight control, and we still note
errors, then we will be able to- p1npomt those.-errors more .

. N o CBAIST> 20



- v

(hre(,tlv We wrll be ul;ln to llhtk(' dnothvr lo;,u al hvpotheus
about where to go. luother wards, we are the instructional
planners. We are dictating exactly what content is chosen, and
*{ow it is to be presented as opposed to letting the publisher,

ho doesn't- know auything about Holly's particular-needs,
ave the responsnblllty This ls a. real dlagnostlc/prescrlptlve

upprod(,h

T
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en

Alrlght let's see you try it now. Here is an 1llustratlon for-
you to use: Remember that you are to prepare the content and -

the comprehension questlons first. Then. 'you are to prepare
the drill. - -
We have a nine-year old boy I:le is-a res1dent at the school for

the deaf. His sight ‘words-consist of this series (point to-

transparency). His °letters consist of these [point to

_transparency)...You.may. want.. to_teach_hlm_vmrds which_._

contain' additional ‘letters, and also .work on rote letter -

recogmtlon

by

Allow the participantsto either work\ip\dividually orin
sinall groups to do part1c1pant worksheet W-l%ey are
to: . . -

1, prepare the content
« .2. prepare the drill, and
«' 3. prepare a reading story from the 1nformat10n given
’ on the worksheet. - -

Allow ten to fifteen minutes-for the participants to
complete the worksheet, then discuss the outcomes.

b ]

chalkboard. Prepa
worksheet keys.

The following scNp} is'a sample debriefing as it might
occur followrng the%nrtlclpants ' completing thisactivity.

“Well, you've done very well. Now, if you have three
new words, you will be up to 15 knowns. The total known.
word pool should be accumulating.

“You also want to pay attention to the rate of acquisition
'to decide whether to add one word; two, or three a day.
‘. Depending on‘the rate of acquisition, you may even wait

an extra day before adding a new word.

“But if we found that two new words were ho problem,

we might give him two more new words per day for

¢ - several days. If we could take three or four, we would do
- ‘that—at least we would try it to see; You should try to
+ push for tiat ratio of challenge, rather than being satisfied

with just some given number. If you give him three new .

“words, and he fails a couple, drap back to one; but always

try. to push for that little bit more §0 there is a challenge

without the loss of success. - . .

. “Depending also on what the student’s tolerance is for
~ that challenge, you might want to stablllze for a day, to
- make him/her feel comfortable.” e

a sample story in advance or use

~

-

" The 1dea behind. teacher-grepared sjorles is to end the
stagnation that the stu?lent is experlencmg, and to get some
inovement. How much time you have to prepare such. staries
and drill exercises depends on you and what you are trying to

wgsth that child. Once you know how to get the word lists as
an assessment,device to begin with, you can build the list to
whatever level the time will allow; At this point you will be

oving toward the next stage, that stage in which the student

ould read from some kind bf pririted material so that youcan
make less work for yourself You will always be trying to work
your way out of the job of teacher -prepared stories.

N “ e

eRic

Aruitoxt provided by Eic:

Record soine of their examples on a blank transparency or =

CBA/SI3

'Have participants complete the Instant Replay for this
section. Allow 10-15 minutes, then discuss the Instant
Replay uslng the keys provided. -

L PRESENTATION: '
APPLICATION OF CURRICULUM
BASED-ASSESSMENT
READING PART II

SHOW TRANSPARENGY 30 QUICKLY
THEN SHOW TRANSPARENCY 31
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This part of the workshop deals with a concept called
Teacher Transition Stories. Let's look at the options again. If
you feel that you have done enough‘work in teacher-prepared

material, or if you feel that the student has enough knowns, .

then using teacher transition stories becomes a viable option

a direct goal which isto movethe student right into the printed
material. Instead of your having to create in your own mind
what to write ‘about, the curriculum material dictates the

- for you. The reason why they are sp useful is that they provide -

direction of your writing. That is Why you are maklng these- .

transltlonal stories: ~

-
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. Inour ﬁrst 1llustrat10n we have an eight-year-old boy in the

ase

third -grade ‘who has been; recommended for dlagnostlc :
evaluation. He is presently, in a class that is reading in the-

-eader, Jim Forrest and tlie Bandits, These are his responses for
the first paragraph. In this short thirty-word paragraph, Rick
knows about ten words and Bas about twelve unknowns.
Immediately you can see that the instructional ratio i$ wrong.
Whenever you set this information up as a ratio, you cap see
what the level of difficulty is;in th1s casethere is )ust too rnuch
difficult material.

.« -
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Our decision for this boy is to base our instruction for him in
thestory that he has been assigned—*The Red Truck”. But first

_we must do an assessment to learn whether that is realistic.
- The assessment cannot be done only using the initial’

paragraph; it needs to address the whole book, because that is
where we want the boy to be successful. So we turn to the word

index, and do an assessment us1ng all the words that appearin

the book. We find, as it shows in the transparency, that of the
total number of words, Rick knows 30 words. There are. 99
unknowns or hesitants. This tells us that just to allow him to
continue in this.-book as he has been would mean that every .
paragraph would be at the frustrational level. ¢ ,
But by‘ systematically preparing that material the
accumuiation of his word-pool will be such that we will be
+able to gradually introduce the commercial reading book to
him again, and sustain him in that material once there. -

3 SHOW TRANSPARENCY 34
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Ou the basis of the knowns, we will construct our ﬁrst is not forgotten. In many of our stories today, you hear a word '
transitional qt()ry Yau _will notice here that within this list  in onestory and you never see it through the rest of the book. lt-

(“mountains”, “ranger”, “ait”, and "on top”) are the mighteven be one of those very low-frequency words that we °
challenging responses. We had 30 known words to work with, * could have done without to begin with. We don't want to use
+ . so we will introduce six challenging words. those words with students. We want to use words that art

While we are preparing teacher-transitional material, we - functional, those that elicit i imagery and are'used fre‘quently
> also prepare some “comprehension questions-(point to the so that the student will be seeing them over and over again.

lower portion of transparengy 34). For e>'(nmple here we have The otherimportant consideration is quantity, or how much
N “Unclg Don took Jim to.the _—_*". The student didn’t material to present at one time. Miller (1956) wrote.an article
S have any trouble with”comprehension. In fact, in the first aboutthe magic number seven, plus or ininus two, which can

transitional story, he only made one error. The asterisks afe  be used as a gmd‘emxyou give more than 9 or 10 new items of
there only to show the Lhallenge words. They do not mdicate information at ohe’ ime, you are asking for trouble. Why do
errors. you suppose stu enis are given 20 spellmg wbrdsat once?Itis
This is the first of a series of such stories intended to bring. probably only tradition, and since’some students have no
the student up to a point where he can handle the regular trouble with that n{imber, it is continued as a practice.
reading assignments. The words learned in one story are  We.saw with Rick an acquisition rate of six or seven new
integrated into the next, or are at least practiced in some form items. He was acqﬁmng and retaining those. With another
of drill right along. If the words aren tcontmuallymtegrated in. child, you might find an acquisition raie -of only one otwo
this manner, you get what is calléd a learnmg fragment— new words at a time. We can try to provide a little bit more if it
something learned that haslittle or no meamng incontext.For _feels right, but norr}nuch more. With Rlc'k for example, in lnsteed'__
==========Rickthere were-eight-transitional-storiesin-allrand-helearned—of just bemgsat‘s &d with-six, we mi ght have pushied him to
. six or seven new words in each ePlSOde NOW, let’s see what seven. It is alnghtﬁf he makes an error now and then, but if he
happened : . starts to make two'or three errgrs, we will drop back to fiveand
= six new words. You will find that there is a quantity that each
individual child will be comfortable with in each new
learning experience. You always have control of that quantity.

.

3N _
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You can see that his unknowns dropped off dramatically ‘ . - ‘ T .
withthe training, and that his knowns increased significantly. o SHOW TRANSPARE_NCY 36
There is-an interesting relation between the drop in the —

-

unknowns and the rise in knowns. As new words are  Here we have Susan’s assessment. She is an eight-year-old
introduced, they don't immediately take on the properties of - third grader. Susan is makinga number of errors. She has about
knowns. There is still uncertainty with the response. - ten knowns, one hesitation, and a lot of unknowns." Also .
It is important, in producing fransitional stories, that you assessed in the key word list were another four words.
-. _ start at the beginning of the material—paragraph one. In fact, “big”, “girl”, “boy". : o

o with Rick, it took two transitional-stories before he could read
" paragraph one of the assignment. Then it took a couple more ~ ' .
before he could. read the second paragraph.: You work it ' SHOW TRANSPARENCY 37
e ‘paragraph by paragraph the accumulation of the word-pool ' »
and practice are going to eventually overcome the word
deficit. There will-be no need to drop back to a lower level
reader. Rick can be successful in the same reader that the rest
" of hisclass hasbeen a531gned Can you see ‘'how very 1mp0rtant
that is?
Once he is reading successfully in the book, you should
always read ahead two or three pages to see exactly what his -~ 7
. knowns and unknowns will be and be ready for them. By Instruct th§ participants to work in Small groups of three "

This transparency and the last one provide us with enough
information. so that we can obtain a' ratio of knowns to .
unknowns and prepare a teacher transitional story. In fact, that
is what we are going to do as a group activity. You will find the -
same data in your worksheets on phges W-26 and W-27.

. S

looking ahead, you anticipate those new words. In Rick's case, to five individuals. Have each group prepare a fransitional .
the drill simply consi5ted of pointing, “What word?”, “What  story usingthe information given on pages W-26 and W-27
- word?”’, etc. . of ‘the participant worksheets. Give the groups about
The idea behind using tedgher-prepared ‘transitional stories fifteen minutes to prepare their story and then have one

is not to have to continue tb prepare theri, but to make the  representative from each group.read the story that their.
necessary transition into the: ‘printed materidl. What is the rule group.has developed. Give positive feedhack and support

0 .. of thumb as to when you use a transition story? - ~ toeach one. After finishing this activity you will be giving =+
ol : : . - . - _asumimary or r conclusion for this sectlon of the workshop.
. PAUSE FOR AUDIENCE RESPONSE.OR COMMENT. — — : —
T ' " . SHOW TRANSPARENCY 38 e
T . Flrst look at the eccumulated woré pool 1f ff is sufficient to . < . .
* maKe the transition, then look at the content. Read the book, - N . . ) . :
- and see’what it is about. Write the transitional stories in term$ Curriculum based assessment generates its own. progress
~of the €xact content of the book.usame words, same mMmeasures. You are constdntfy getting feedback that will affect -
¢ _ characters, etc. : the instructional decisions-needed to be made for the next day, .
. Teachers will spend less effort doing transitional stories the. next assignment, the next year, etc: Thiskind offeedback Is
than-they-will other teacher-prepared stories, because they cumu]atlve
know the content that has to be included. Addmonal " We -have discussed the.rate of acquisition, but there i
important points to be considered are “consistency of review™ another kind of fate that you also want to be goncerned with, ¥
and “quantity of ] new matemal introduced”’, ~ ang that is fluency. Rate of acquisition is hoy fast the student -
Consistency of review is gxeeded so that what is taught.once +acquires new mformatmn fluency is how.fast the student uses.
Q

ERIC

Aruitoxt provided by Eic:



it onca it is ac qmm(l So tlm rate ol tluency has to do w1th the
proficiency of use alter nc quisition.

For exumple, Rick took a minute and 21 sec (m(ls torcad that
little 30-word passage.'In other words, it took him more than
two seconds per word. After he had completed the transitional
stories, he was ableto read the saine passage in 23 seconds. His
speed had increased four times. He was still a word by word
reacler, but certainly his fluency had increased dramatically.

Knowledge and comnprehension are concepts that should
also be considered. Knowledge can be defined simply as basic
“understanding. For example, we ask Rick, “Tell me what that -
word is?” or “That letter?” We are asking for correct-
identification. We think of this as word knowledge, but
comprehension should also be considered part of knowledge.
A lot «f tiines kids clon’t know the words because they don't
know the meaning of the words—they have never attached any .
sngAllﬁcam,e to that group of letters.

hother kind of comprehensmn is paragraph meaning,
which“has two parts:’literal comprehension and’inferential _

£ P -
<

s Knowing wnut we nave (lllt“d(ly SHIL ADOVULIUUIIILYEIIULL, See

if you can help figure out o way to control this assigmnent in -

the student’s favor. You have 22 responses. You know that she
knows seven of them: With seven knowns, how many
- challenges can we pr0v1d9 and stlll keep it in an instructional
-ratio? . -

D

o J

PAUSE FOR RESPONSES AND COMMENTS I ROM
AUDIENCE-

One or two, that's right. Good! Now what can we do to

modify this assignment to put it-at an instructional level?

Notice on the next transparency what we can do.

[
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=gompreliension. For -exanplé; thefé is the case of John, a

residdnt in a residential care center for disturbed children. He
was asked to. do a unit on the solar system. He could read the
matetial which was at ahout the third grade reading level. It
went\somethmg like this: “The earth gets 1ts light from the
sun.” The comprehension Guestiori said: “Where did the earth
get its llght’?" John could answer the questipn by answering,
“Thé sun". bec ause the question, asked for a literal
mtel;/pretatlon But when asked the questiof “Why is it dark at
night?”’ He could not réspond-with a cofrect answer. The
second question required inferential co prehension, and
John was operating on a very literal kind|of comprehension
level only. If you-know this-about'John, iti§meaningless toask
mférentlal questions, beca#ise you already now yQu are going
to | get an-incorrect response. That is, unl¢ss you are actually
sessmg his ability to deal with inferent al questions. -

IThe point is, you really have to know ypur student in order
Lo prepare apprepriate comprehension [questions. Compre-
hens10n of reading materials requires ‘the development of
segeral skills: understanding the verbal! language, language
experiences and vocab'ulary, word recoghition facility, visual -
imagery, a questioning attitude toward he readmg material,
ay d skills 1n~analy71ng what is read.

sHOw TRANsPAREN(l,Y 39
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Notiv we are going to shift gears a bi.;We will briefly discuss
modifications of reading related assignments.

SHOW TRANSPARENCY 40

. -

.+~ poorly. In fact he missed every item,

We ought to be able to antxclpate the frustration of a student
and make modifications i in advance Let me share an example
“of how this can be done: coe

Here is, Ann. On this test she got 5 out of 22 correct.
Everythmg that is circled over here tepresents an ‘unknown
response. In other words. she doesn't know “handle”; she
doesn't know “needle”; she doesn't know “puzzle” 6r
“bubble”. Well then how can she possibly answer the
‘question ! have a . pipe?” if she doesn't know the .

word? Let’s go one step further. Of the 22 choices to fill inthe '

sentences she only knows seven. Now, how is she going to
answer 22 questions? She may even understand the concept
hat the question calls for, but she simply ‘doesn’t know-the

ords that are prowded for answers. That is why she gets 50ut
of 22. You can imagine the amount of time«hat is required for
that child to sit through a task Wthh has to be, for her, a very
frustratmg experience.

ERIC

Aruitoxt provided by Eic:
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the assignment in this way, the little girl is able to work on the
same ass1gnments as everyone else. to receive a percentage
score in terms of her overall performance, and to feel good
about it. The teacher had to spend only about 30 seconds in

_modifying the assignment sheet. That is something that could

have been done the day before w‘ith._a littleQre-planning. :
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This is an assngnment that was.given to a'student who only

knew the words listed at the bottom,of the trahsparency. You -
" can see that it would be frustrating to the student. Can you

think of ways to modify-this ass1gnment so as to control the
* frustration level?

/

R4 B . .

If there is time, take a few minutes to elicit suggestions as
to how the assignment might be modified. Otherwise (if -+
there isn’t time) point out that the assignment appears on"
the participant worksheet page W-28, and that they, might

" want to work on it at their lelsure, for practice. = .

E
¢
;

Now:let’s take a look a't;énotherlexample.

-
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Here is Calvin’s asslgnment and yq{r .
BlitFook again. There are
words (those mrcled] that Calvin does not know by sight.
Consequently he is perhaps being confused and therefore
frustrated by the fact that he doesh’t know many of the words."

The modification made herey was to simply eliminate the
unknown words. For example, by léaving out the word ¢ ‘gdod”"
in the first item, we haven't changed the meaning at all. In
other words, the word “gnod” isn’t pecessary to solve the first
item, and, in-Calvin’s case, it only confused and frustrated-
him. In other instances we sifiigly eliminate ane of the three
choices, and we eliminate the final 1tem because there are just
" too many- unknowns there. ~ . . . .

So what happened? When Calvin was given the’ wdified
version of the assignment, he got 7 out of 7! Now someo¥e may *
,say, “Well hie should have; you made it so easy for hini.” Well, ,
- what is learning all about anyway3 Is it the purpose of
" education to create hurdles for students and then pass only-
those who can jump the hurdles without assistance? Learning .

-

proceeds best when there are successive experiences of .

success with tolerable levels of challenge. And students vaiy

see that hedid very ‘

= Seehowmuch-has beeritiked (ofﬁhlted]‘dﬁ’r" Brmorhtymg—'_

.



hrtheir levels of challonge toleraneo. .

In Calvin's caso, nll those adjectives and verbs neod to be
oliminated. These are the kinds of things that can be done in
advance il vou know what your students know. )

. With respect to record “keeping and accountability, this
instructional system gives useful and sensitive baseline data,
Knowing that a child has six knowns is a pretty accurate
baseline and is much more seusitive to change than o grade
tevel measure of. say 1.2. So keep track of newly acauired
words, ‘ °

a .

e
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Onthis chart. for example, you will uoti({e that-there were
eight training sessions, and that the student started with five
known ‘words. Yoy can see the number of words that were
addedto the worcqrpool. and you can see the kilﬁlof review that

_oceurred. from_tinie_to_time. For examile, '

“once, anc then'it
has improve(l_,,lo a lﬁvel of abouit 24 words

known.

v

SHOW TRANSPARENCY 45

Another way to keep track of the*words-and the student’s

" . _progress is called the “‘word box”. In using the woid box, every

D

BN 4

Q

ERIC
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word that is introduced to astudent is recorded in'a box (oron
a3 x5 card, or whatever). Ifit is a known response, itisgiven a
_black check: a hesitant response, green; and an tnknown.
osponse, red. Then, evefytime it is reviewed, the status is
checked again. You can see if the response gets two or three
«_wglack check-marks (which n@ans itis probably a known word)
“@r has intermittent responses shown by alternating colors
* (which would probably indicate either that driil is needed or
.that too many unknowns are bejng presented at a time). These
words (on cards ysually) can then be accumulated by groups:
knowns, unknowns, and hesitants; and can give a graphic
illustration of the growth o‘f the word pool. In order to check
progress, you only need to check the knc')wngdrd cards at
periodic points, say at the end of each week or month.
Remember, in developing any student’s word pool, always
~ use words taken from the content of his of her -regular
assignments. . The words shquld always have meaning to the
student. If you justtry to teach so many wordsfrom a word list,
you are not going to get comprehension, because the content is
not meaningful. \ s
This completes the third presentation in the wor
curriculum based assessment, and we are no
g instant replay for this sgction. '

kshop on

v

Answer any questions. Have the participants complete

the “Instant Replay” either on their own, or as a group.
. The Instant Replay is found on Participant . Worksheets

W-32 and W-33. If dont individually, allow 15 minu?es to
. complete and then go over the answers orally: Refer to the
" Instant Replay keys for possible answers.

, _ PRESENTATION:
' CURRICULUM BASED ASSESSMENT
'APPLIED TO MATHEMATICS

4 » '
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Nowﬁzwe are ready to -look at.how curriculum based
assessient can be applied to mathematics. If you are

a

I . Tat”, was taught -
as reviewed. Over the'8 sessiops, the child

w ready to do the

CBA/S16> '3

’

+interosted in a tharough currlculum based nssessmont, then
matheratics has to be addrissed.
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'A person conducting a curriculum based :1sse,ss'men't must
have a fundamental  understanding of what mathematics
entails: readiness skills, facts and operations, and tipplication .
of quantitative concepts and skills. Most of you probably
tiacterstand what some of the typical areas are in the scope and
sequence suggested on the transparency. Before we start ;
looking into the sources of mathematics errors, which can be
asseSsed using curriculum based assessment procedures, let's
quickly go through the scope and sequenhce and have you
check off on.your worksheets whether you are (1.) familiar
with the pr@edures, (2.) need review, or (3.) are unfamiliar.
This self-ratinig will assist you in applying the information and
;skills;whiclg will.be presented in this workshop. '

Quickly go over each area covered on Transparencies 48, .
49, and 50. Have the participants rate their knowledge of
each area using their worksheet page W;25. After ratings
are finished, tell them to use this as a reference during the
remainder of the presentatiorr and applied activities for
assessing mathematics ability. !,
-4
’ SHOW TRANSPARENCY 48
"SHOW TRANSPARENCY ‘49
SHOW TRANSPARENCYX 50

After~completing these three transparencies, then
. R 3 i

o

-~

. !
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Most -of this portion of ‘the workshop will be spent 1n4
considering the various types of errors that students make and
trying to pinpoint what th6Se errors are. It is going to be kig].d of
a “self-discovery” because we will show a series of work,
samples and from those samples you will identify the errors:
So