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Bevond Behaviora! Obectwes Crieria

This part of itus afternoons presentatton will foCcus on the development
of appropriate criteria for behar orai objectives and will discuss mne specific
considerations In setting apapropriate criteria for objectives  Of course. criteria
can no! be developed without concidering the conditions and behavior that tney
help to evaluate, and so© conditions and behavior will also enter into this
discussion
Two Kinds of Criteria

Two kinds of criteria extst in most objectives and are generally required
First. criteria for a correct response help determine if the performance of the
behavior falls within prespecified hmuts  They often tell how long. how fast or
how hard something must be done (3. within ten seconds. before the ball tits
the floor; hard enough to nng the beglll They may specify error conditions
leg. without spilling. without touching the floor) They are parucularly important
for response acquisition and fluency bulding objectives  Sumulus control
objectives iwhich are less concerred about the exact nature of the response
and more concerned about when it occurs) may also use them to indicate how
quickly the response must follow the stimulus ley. within 15 seconds of being
asked)

Second. mastery criteria provide a stondard to determine when the
student has completed work on a specific objective and traiming can be
discontinued They may prov.de information about the number of correct
responses. a proportion of responses to opportunities. 3 percentage of
responses that are correct and or a period of days. weeks., ©r months over
which this |evel of performance must be mair aned {eg. on nine out of ten
tnais foo five consecutive days)

Before going on to discuss more specific considerations 0 setting
criteria, | want 0 say a few words about conditions and behavior Conditions

often distinguwsh between nstructonal control and functional control of a




beheovior  For example. taking off a shirt might be under mstructional contro!
"When asked to remove her shirt) or functional control At bedtime. after
going to her room’) Usually our ultimate goal 15 funttional control but
instructional Control may be a vawable intermediate step It 15 often used
during initial traming of response acquisiton to ensure Iots of opportumty for
practice Ten o even & hundred trials per day might be ysed at this stage
Bedume. however. usually only ocCurs onCe per day and sO repeated trials
would ve incompatible with true functional control The difference n these
conditions must aiso influence our ¢riténia A criteria of “on nineteen out of
twenty trials for three ¢onsecutive days 15 fine for the mnstruCtional control
phas2 but .5 obviously inappropnate for the functional control stage Look at
this example and ¢ee If you Can fing the problem:
At lunchtime. when given a 250 ml cup ful! of milk. Chandra
will drink all the milk without spillng on 19 of 20 trials for three
Consecutive days
As written. this objective requres Chandra to drink aimost five Itres of
mitk each day at lunch Repeated trals are fine .2 most instruCtion, but here
totally out of place Replacing this mastery criterion with "on 18 of 20
consecutive days” might be more appropriate
By the way. consecutive days should always refer to calendar days If
conseCutive sChool days are the real intent, be sure to state it
Specthic considerations in. selectng criteria
EUNCTIONALITY As stated above most objectives ultmately must
produce functiona behawior. Often conditions and behavior statements n an
objective poit toward functional brhavior, but ¢riteria are inadequate to ensure
functional behawvior. Look at this example
After putting his sho2s on n the morning. Phil will te them

with bows on 19 of 20 consecutive days
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On first inspection this may not look too bad, but what if 1t takes Phu
ninety minutes o te each shoe Is the skill hkely to be funttional outside the
training environment’ A rate specific criterion 15 needed here  How much time
to allow would depend on the environmentai requirements, but perbaps "in two
minutes or less” would be sutabie  Simularly, some objectves may need to
specify duration. latency or ampitude of a behavior to bectome functional
Sometimes this can be accomphshed by foctusing on the ehvironmental effect
rather than an arbitrary measure If we were concerned about a student
pushing bhard enough on & doorbell. for exainple. we could carefully measure
the requred force and then make that part of the criterion for a correct
response It would be a lot easier. however, to simply state “hard enough to
actrvate belt”

SAETY No concern is more relevant to setting some critéria than
safety Tius 15 easidy seen in the following ob)ective

When encountering a controlled tersechion. Pete will cross
without being hit by a motor vehicle on 9 of 10 trnals for 3
consecutive days

No doubt you can find more than one problem with this objective. but
the most giaring 1s the low Saiety criterion For many objectives nine out of
ten would be okay. for crossing the street. using powertools. using stoves, and
other behavior with potental risk much stricter critéeria are requred

50CIAL ACCEPTABILITY Closely related to the safety iSsue 15 the issue
of somal acceptabidity Forgetting a beit or socks may be shghtly unacceptable.
but generafly tolerated forgetung pants or skirt 1s totatlly unacceptabie and not
tolerated  Stsrict criteria must be set for objectives that may influence socia
acceptabity This concern may be most clearly seen i deinstitetionaiization
Often acceptabie sociat behavior 1S 8 major deterrinant of community

acceptance




NOBRMALIZAT QN  Ciearly social acceprabilitv s ciosely related to
community norms and a* first glance these concerns may seem almost dentical
However, there 15 another aspect of normalizaton which we should consider
Non-handicapped indwiduals generally have some leeway in megtng commumity
standards  Handicapped individuais often are faced with arbitranly high criteria
for the standards of thewr behawor At a baseball game f you see eight
teen-aged, boys wearing suts and tes. cont be surprised 1f someone asks. I
wonder what group-home theyre from?" Such remarks may be unkind, but
settint abnormally strict standards for behawvior may fostér thece attitudes and it
15 important that we work toward the normal range not toward 'perfection’
For example. in teaching eating skills we were concerned about our students
using rotary cheéwing rather than munching Our itial goat was 100%  When
we observed non-handicapped ndividuals, however. we found that only 80 to
80% of ther chewing was rotary We were pursuing an arbitrarily high
standard and had to lower our criterion to more normal levels. Looking at the
performance of others 1s the best way of determming the normal range of
behavioral standards

ACCURACY Many objectives use @ percentage of accuracy For some
cases this 15 useful. but in the majority of cases st creates more problems than
it solves Look at the following objective

When siting n @ chawr and asked to stand, Joe will stand with
85% accuracy

In this case we must ask ourselves what cccuracy means We can
measure accurately or answer Questions accurately, but can we stand accurately
for wnaccuratety’? In order for a measure fo accuracy 10 occur, two forms of
response class icorrect and mcorcect) must be identified (White & Haring. 1880;
Then we can compute a percentage of accuracy by dividng correct responses
by the total of correct plus mncorrect responses and multiplying by ore hundred

Not2 that thws formula only deals with cortect and incorrect responses it never




[$:.2

incorporates non-responses S0 in pur exampie. f we ask Joe to stand ten
times and he stands CorreCtly four times and stands mcorreCtly once (on hes
head perhaps!. his percentage of accuracy is BD% (four out of fivel not 40%
tfour out of teni

A second problem with perCentages 15 that they dont tell us how large
a sample of behavi~r 15 needed For example. If we specify 100% and Joe
performs correctly on the first trial, he bas attaned 100% and needs No more
tramng If, on the other hand. he performs incorrectly on the first trial. he s
at 0% and even :f he then does ninety-nme CorreCtly in a row. he will stll
only be at 99% because of that first trnal So that «f we zre going to use
percent, 1t 1s still essentidl to speciy the number of trials and/or recponses
evaluated

A thwd problem is compatabiity of the number of tnals and percent
requred For example, f 859 accuraCy 15 specified and ten trials are
evaluated. eight out of ten would yeild 80% and nine out ot ten would yeld
80% For the student to meet the 80% Criterion, he must actually perform st
S0% or 100% The 85% criterion Is meaningiess uniess at least 20 trals are
provided

Usually the best soiution 15 1o avoid accuracy and simply state the
number of correct responses out of a specfied number of trisis Some
objectives. however, .3y which right or wrong answers. CorreCt or inCorrect
responses ¢an oCCur May iInClude accuracy as part of the cniterion

EVALUABKITY Care must be taken that alt ¢riteria are rneasurable
Attention to conditions and bebavior may be as important as the Criterion itself
for evauaton For example, consider the problem with this exampie

When sitting at his desk ard asked to "stand up”. Lance will
be able to stand on 9 of 10 trials for 3 consecutve days
Of ¢ourse, f Lance does stand up, 1t 1s reasonable to assume he 15 able

to. but (f he doesn't stand, does that mean he 15 nét able to stand We ¢an




observe and measure standing. but not his abiity Now. some people argue
that when we say pe able to or ‘¢an’ n an objective that 't means the same
as ‘will® K this 15 true "be able to" are three extra meaningless words and
are best elminated If they 4o have meaning. however, It 15 even more
essential that they be ehminated. since they make the objestve unmeasurable
Simiarly any descripuon of behawior that can't be Countea or measured makes
the setting of the criterson meaningless

RANDOM QCCURRENCE Criteria must consider the probability of random
occurrence  Consider the following example

When presented with a biue and red sock and told "give me
the red one. Louise will give the requestor the red sock on 4 or ©
consecutive trials

If we assume that Louise will givé one of the two oOn eacn request.
what are the chances 2f her gettng at least 4 out of 5 correct? Actually,
they are about one in five  This would mean that given five trials every day,
chance would favor getting 4 out of S correct withrr 6 days of instruction
When this occurred 1t wouid not be possible to determine f mastery had been
achieved or merely some lucky quessing Increasing the number of trials.
raising the rativ and requinng consecutive repetitions would greatly reduce the
random chance of occurrence For example. "8 cut of 10 correct for §
consecutive school days’ wouid be extremely unlkely to occur by chance

OVERLEARNING Since mastery of an objective mdicates that teaching of
the objective will come to an end. we must be satisfied that the student has
had ample practice so that the skill will maintain after instruction has beer
discontnued This may be less essential when lots of natural practice will
follow as part of the students daly routine or as part of instruction on the
next objectve Some might suggesi that if the student won't be using the skill
frequently, we shouldn't bother teaching 1t in the first place However. there

are numerous exceptions For example, emergency safety procedures may be




raely used. but essentd 1© learn and ma.tamn

The princitle of overlearming requires that a mastery critenion be set that
ensures frequent repetiton of the correct response before mastery s assumed
Ten consecutve correct responses may be enough to demonstrate learning. but
requiring ter Consecutive correct responses each day for two weeks will
greally ncrease the prospects of mamtaning the behavior weeks or maonths
after training has been discontinued

In considering these factors for setting criteria. ! becomes apparent that

no single criteron can be appled to every objective The nature of the

behavior. the student and the environment must be considered  Criteria often
are gven less attention than behvior and conditions n deveioping objectives
Oftern we observe entire IEPs with “90% accuracy” tacked on to each objective
regardiess of its appropriateness However, it s essentiat that more mearungful
criteria be apphed f objectives are to be utihized as part of a wowrkable

data-based teaching program

Dick Sobsey i




meferences

~iberto P A and Troutman AC  appled behavior analysis for teachers
influencing studeny performanie  Columbus OF Charles Mernill, 1982
Bane D Instructong! design for specidl education  Englewood Chifs. NJ

Edgucatrona! Technoiogy Publcations. 1982

Becker, WC, Englemann. & ard Thomas. DR  Yeaching 2 Cogniive learning
and mstryction Chicago Science Research associates. 1975
Kiier JR. Cegala DJ., Watson KW Barker LL, and Mies DT gcl

for mstryction and evghyaton Boston Allyn ang Bacon 1981

koenig CH Prolecting the future gourse of pehawvior Kansas City. KS$
University of Kansas, 1972

Mager. RF  Preparing ingtrycticnal oblectives Beimont, CA Fearon 1962

Pennypacker, HS Koemg. C+ & Lindsiev, OR Handbook of tne siandard
behavigr ghart Kansas City KS Precision Media 1972

Sobsey, D, & Ludiow, B {1983 Seme ¢ritgrg for setung mgtructronal critersd

Manuscript submitted for oublication

Vargas. JS Writing worthwhie behavioral gbjectives New York Harper and

Row. 1972
white, OR, and Ha, 9. NG Excepuonal teazhing Columbus, OH Charles
Merrill, 1980

Wihiams, W, and York, R~ +*veloping mstrucuional programs for severely
handicapped students In NG Haring and DO Bricker. [Eds) Ygaching

the severely handicapped Vol MWl Seattie American Association for the
Education of the Severely Profoundly Handicapped 1978




